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ABSTRACT

The purpose of this study was to determine what beginning teachers expected to
gain from and give to the teaching profession during the critical time period of the
transitional phase of the teacher socialization process. The study utilized complementary
data collection techniques in order to capture beginning teachers' expectations of the
teaching profession over time and to facilitate the exploratory multi-case study research
design. An initial pilot study provided the researcher with relevant interview information
designed to facilitate the formal research process. In the formal study tape-recorded,
semi-structured interview data, and supplementary anecdotal records data, field note
data, and contextual data were gathered from five volunteer beginning elementary school
teachers prior to teaching and over the first six-months of their first teachirg
experiences.

Through data interpretation and analysis, themes and sub-themes emerged which
captured the essence of what the five teachers expected to give to and gain from the
teaching profession. The themes Interpersonal-affective Support, Professional-affective
Support, Organizational Support, and Perscnal-Professional Effort were generated.

The theme Interpersonal-affective Support was reinforced by the sub-theme
Acquiring Recognition. Professional-affective Support was represented through the
emergent sub-themes Acquiring Resources and Acquiring Remuneration. The theme
Organizational Support was interpreted through the sub-themes Acquiring Role
Information, Acquiring Feedback, and Acquiring Assessment. The sub-themes which
emerged from the theme Personal-Professional Effort were: Giving Ideas and Being
Innovative, Giving to the Children, Giving to the school Organization, and Giving of
One's Self.

Conclusions identified the importance of beginning teachers' perceptions of



themselves as teachers, their teaching situations and roles, and the organizational climate
of schools in influencing the tcacher socialization process. The data further identified the
need for greater understanding of the process of becoming a teacher by all constituent
groups associated with teacher education in order to ensure the effective transition of
new teachers into the work force and, ultimately to achieve the fuifillment of educational
goals.

Initial recommendations suggested the need for improved inter-organizational
articulation of the process of becoming a teacher and the adoption of a

personal-professional orientation to teacher education programs.
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CHAPTER ]
AREA OF INQUIRY

Introduction

The adjustments and adaptations in provincial education, which have occurred
since the early nineteen hundreds, have c:-atributed significantly to the growth and
maturation of education within many Canadian provincial jurisdictions. Furthermore,
the commitment of these govemments to provide an educational service designed to
accommodate the diverse needs of individual learners has served as a catalyst for
change. This commitment has been the driving force in the past and is currently
recognized as the incentive behind various provincial educational initiatives.

The recent government adoption of the educational program policy
recommendations in Saskatchewan (Government of Saskatchewan, Program Policy
Proposal: 1986), for example, challenged teacher educators to reflect upon current
educational practices, to examine the ways teachers were being prepared for the
profession, and to consider alternatives in education that would guarantee a bright and
rewarding future for all children. Of significance was the recommendation which
supported a Kindergarten to Grade Twelve curricula change, recognizing that teachers
were the key agents for successful curricula delivery, and the identification of continual
collaborative planning among all the various educational stakeholders.

As a result, it became clear to many teacher educators that a review of baccalaureate
teacher education programs was necessary. Correspondingly, it became evident that
more research related to the process of becoming a teacher would be required in order to
provide a better theoretical framework within which to base future program decisions.

Chapter I is designed to address the nature and specific focus of the thesis.

Included in this chapter are discussions concerning the process of becoming a teacher,



the issue under investigation, the purpose and significance of the study and the restraints

placed on the study.

Becoming a Teacher

The process of becoming a teacher is complex, falls prey to various idiosyncratic
beliefs, and characteristically could be described as having a multitude of interrelated
dimensions. Teacher educators have come to believe that the process of becoming a
teacher is continuous, one which does not necessarily start and stop at any given point
but which continues over an extended period of time.

In many respects this notion, which Hall (1982a: 53) recognized as a process
"occurring along a professional continuum,” originated from the research associated
with teacher socialization process theories. According to organizational psychologists
and educators such as Eddy (1969), Fuller and Brown (1978), Lortie (1975), Van
Maanen and Schein (1979), the socialization process whereby "an individual acquires
the social knowledge and skills necessary to assume an organizational role" (Van
Maanen and Schein 1979: 211) occurs over time, is developmental in nature, and is
characterized by changes to an individual's beliefs, expectations and attitudes toward the
profession. Of consequence to teacher educators challenged with developing effective
teacher education programs is the need to identify different socialization experiences, to
understand what effects those experiences have upon shaping a student's beliefs,
expectations, and attitudes about the teaching profession, and to consider how such
knowledge might contribute to the development of exemplary teacher education
programs.

Accordingly, the influence of organizational values and attitudes, the school
environment, formal training, and the impact of significant others have been identified

by educational theorists (Becker, 1951; Day, 1959; Giroux, 1980; Hoy, 1969; Lacey,



1977; Lanier and Little, 1986; Lortie, 1975; Tardif, 1985; Wells, 1984; Zeichner and
Tabachnick, 1981) as being instrumental agents peculiar to the teacher socialization
process. They identified time spent in school, the period of formal training, and the
transitional period between pre-service and in-service experiences as temporal phases of

teacher socialization that had direct effects upon the process of becoming a teacher.

Transitional Sociatization Phase

While acknowledging the significance of the instrumental agents associated with
teacher socialization, teacher educators in assessing the effectiveness of teacher
education programs have recognized the need to understand more precisely the effect of
temporal phases upon the teacher socialization process. Consequently, their research
has concentrated upon interpreting the implfcations surrounding the phases of teacher
socialization. |

Of particular interest to the researchers has been the need to understand the nature
and effect of the pre-service/in-service transitional phase of the socialization process.
Numerous studies have been conducted which focus upon the initial experiences of
beginning teachers. These studies, both qualitative and quantitative in design, have
contributed to a better understanding of the process of becoming a teacher and have
identified important dimensions of the teacher socialization process which require further
examination.

Veenman (1984:144) characterized the transitional phase from teacher training to
the first teaching job as reality shock. He used the work of Muller-Fohrbrodt, Cloetta,
and Dann (1978) to distinguish perceptions of problems, changes of behaviour, changes
of attitude, changes of personality, and leaving the profession as "heterogeneous forms"
or indicators of "a complex reality which forces itself incessantly upon the beginning

teacher, day in and day out." While Veenman recognized the utility of transitional



research, he did acknowledge that research which addressed other dimensions of the
reality of the transitional experience was needed. Writing in connection with the
perceived problems of beginning teachers, Veenman (1984 143) contended that more
"knowledge of the problems faced by beginning teachers in their first years of teaching
[would] provide important information for the improvement and (re)designing of
pre-service and in-service programs.” He argued that such knowledge would assist
beginning teachers in moving through the transitional phase of the teacher socialization

process.

The Issue Under Investigation

In the transition period from pre-service to in-service teaching, individuals may
hold realistic or unrealistic expectations of the teaching profession. These differences in
expectations are dependent upon the degree and the extent to which their previous
leamning and socializing experiences are congruent with the new teaching experience
facing them (Gougeon, 1984; Sanders and Yanouzas, 1983). As Everett-Tumer (1985),
Feldman (1981), Craig (1984), Hall (1982b,1984), Lacey (1977), Lortie (1975),
Miklos and Greene (1987), Porter, Lawler and Hackman (1975), Sanders and Yanouzas
(1983), Wheeler (1988)[ in Holborn, Wideen, and Andrews (Eds.)), and other
educators have suggested, early teaching experiences affect the later teaching experiences
and careers of many individual teachers. For this reason, the ability of beginning
teachers to articulate their expectations of the teaching profession and to anticipate what
they believe to be the profession's expectations of them becomes important. According
to Kotter (1973), understanding, articulating, and negotiating both individual and
organizational job expectations is necessary for the development of productive and
satisfying working environments. The seminal work of Homans (1961) and the research

conducted by Schein (1978, 1980) reinforced this notion. Homans (1961), in detailing



his social exchange theory, introduced the concept of “practical equilibrium" as a way of
describing the stability associated with matching individual and organizational
expectations. Schein (1980: 22) recognized that there was an "unwritten set of
expectations operating at all times” which he suggested constituted a psychological
contract. Schein (1978: 120) further identified such a contract to be an "ongoing process
of negotiation and renegotiation between the employee and the employer” recognizing
that the process of "mutual acceptance” was an important ingredient in developing career
perceptions. In relationship to the teaching profession, the expectations that beginning
teachers bring to the first period of actual teaching, and how or whether these
expectations are met during that initial transitional phase, may well influence their
perception of the teaching profession.

Researchers such as Blase (1985), Burke and Notar (1986),Grant and Zeichner
(1981), Hall (1982a), Johnston and Ryan (1983), Tisher (1982), Varah, Theune and
Parker (1986), and Zeichner and Tabachnick (1985) have suggested that a more in-depth
understanding of the pre-service/in-service transitional phase of the teacher socialization
process is required. Current research has not adequately addressed the issue of what
beginning teachers expect to give to and gain from the teaching profession. In order to
contribute to existing teacher education research, identifying what beginning teachers'
expectations are of the teaching profession and establishing how or whether their
expectations are met during a critical period in the transitional phase of the teacher

socialization process becomes important.

Purpose of the Study
The purpose of this study was to identify what beginning teachers’ expectations
were of the teaching profession. More precisely, the study sought to determine what

beginning teachers expected to gain from the teaching profession and give to the teaching



profession during a critical time period of the transitional phase of the teacher
socialization process. The research problem was restated as a series of questions to

focus study activities:
1. What are beginning teachers' expectations of the teaching profession prior
to teaching and while teaching during the initial six months of their first

year of teaching?

2. What expectations of the teaching profession are met during this time
period?

3. What expectations of the teaching profession are not met during this
time period?

4. What socialization factors contribute to meeting beginning teachers'
expectations of the teaching profession?

S. What socialization factors serve as impediments to meeting beginning
teachers' expectations of the teaching profession?

6. What actions can be taken by educational administrators and teacher
educators to enable the transitional period of becoming a teacher tobe a
positive and developmental experience?

Significance of the Study

Identifying what beginning teachers’ expectations are of the teaching profession
will contribute to the existing research and literature on teacher socialization, and may
assist teacher educators and educational administrators in developing strategies designed
to help beginning teachers move through the transitional socialization phase. The study
addresses the significance of an element of the socialization process which is unique to
individuals. The study sought to identify individual perceptions that may influence
socialization outcomes rather than replicate earlier research that has focussed upon
influential external factors peculiar to organizational structures, training programs, or
other individuals.

A number of researchers supported the focus of this study by acknowledging the

importance of addressing the needs of beginning teachers. Summarizing the literature on



téacher socialization, Lanier and Little (1986: 542) concluded that "one encounters a
considerable degree of uncertainty about what factors contribute to the development of
attitudes toward teaching.” Lanier and Little (1986: 542) also suggested that

while the record of teachers' disappointment is clear, insightful interpretations of

the disjuncture between expectations and work and between training and on-the-job

demands are less available.
Accordingly, they inferred that there was a growing pressure to identify the needs of
beginning teachers and, similarly, a requirement to determine what expectations they
brought to the teaching profession. To support their claim, Lanier and Little (1986: 561)
implied the need for more research in this area when stating that "if there are
contradictions between professional ideals and work place realities, opportunities for
long-term learning by teachers are thereby undermined.” Hrynyk's (1987: 18) review of
Lanier and Little's work underscored their belief by suggesting that teacher preparation
programs were deficient because they appeared

to do little to prepare a professional self-consciousness in their students in the same

;)vr?));'et?:ito i‘&dgé'ﬁio ﬁl'cs)m other occupations obtain their professional ethos at their

Johnston and Ryan (1983: 156) agreed with Lanier and Little by reinforcing the
importance of more research in teacher education. They stated

the fundamental importance of the socialization process in the professional career

of teachers demands continued exploration from a variety of perspectives using a

variety of research methods.
They correspondingly concluded that "the basis for programs designed to support
teachers as they enter the teaching profession must be based on the knowledge of what
affects beginning teachers when." Burke, Fessler and Christensen (1984: 11), in
discussing the implications of teacher career stages, recognized that expectations or

“categories of influence" could be considered "driving forces influencing the job



behavior and career cycle of an individual." Earlier, Vaughn (1979) and Glassberg
(1979) [cited by Johnston and Ryan, 1983: 156] suggested that research concerned with
the knowledge of adult development, as it related to the training and induction of
beginning teachers, was a potentially rich and important field of inquiry.
Of interest to this study was the support Hall (1982a) provided in regard to
research on socialization. Hall (1982a: S3) stated
research on the socialization process could be very important to our understanding
of the "real world" teacher education program. Understanding more about the
areas of matches and areas of large differences between the new teachers'
expectations and their f]percczptions of school realitics, pressures and support from

fellow teachers, the influences of the principal and district office staff - all are
critical to developing and retaining effective teachers.

The research of Conners (1978), Craig (1984), Denemark (1985), Everett-Turner
(1984), Hawke (1980), Hopkins and Reid, (1985), Horowitz (1968, 1984), and
Trew-Williams (1986) also encouraged researchers to pursue studies which focus upon
various aspects of the teaching profession. Trew-Williams's (1986: 209-213) research
recommendations explicitly identified a need to explore and refine the theory on stages of
teaching careers.

Tyler's (1981: 141-152) perceptions of teacher education and the future are indeed
pertinent. He believed that the task of preparing teachers was unfinished and suggested
that all teacher educators direct their energies toward a more comprehensive view of the
teaching profession. In keeping with the work of Hall (1982a) and others, Tyler
recognized the importance of research which addressed teaching as a continuous and
developmental career. In drawing conclusions surrounding the challenges facing
teachers, and teacher educators Tyler (1981: 151-152) argued that

Time is not sufficient in the pre-service program of teacher education to acquire all

the intellectual and emotional resources that could be helpful. Preservice education

must be conceived as a substantial beginning of a lifelong program of professional
education.



Delimitations of !ﬁe Study
The study was delimited to the experience of five beginning teachers who
graduated from a faculty of education affiliated with a western Canadian university in
1987 and who had been contracted by provincial school jurisdictions to begin teaching
at the elementary school level September 1, 1987. More specifically, the study was
further delimited to the identification of beginning teachers' expectations of the teaching
profession prior to and during the first six months of the teaching experience and to

propositions offered for consideration and judgment.

Limitations of the Study

The limitations of the study reflected the internal and external validity of the
research design (Lecompte and Goetz, 1982). Accordingly, the study was limited by the
choice of the exploratory multi-case study field research process and was further limited
by the informants' ability to recall and describe events, their willingness to discuss
truthfully their perceptions concerning expectations, and the ability of the researcher to
accurately record and analyze their responses. The study was further limited as the
particular nature of the teacher group did not permit the generalization of findings

beyond the teachers identified in the study.

Summary
It was the purpose of Chapter I to identify the focus of the research. Chapter Il is
designed to orient the reader to the relevant literature on teacher socialization research,
and related aspects of organizational psychology literature. In Chapter Il an overview
of the research methodology and a detailed account of the research process are
presented. Included in that chapter is a synopsis of the pilot study, and descriptions of

the data collection techniques, data analysis methods, and procedures employed to
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ensure methodological rigor. Chapter IV ptovides_ an iouoduction to the teachers of the
study. The chapter includes a brief biographical account of each teacher and a
description of the teaohing setting. The fifth chapter offers the readcr a thematic
interpretation and analysis of the data. Chapter VI focuses specifically on the

conclusions and recommendations generated from the interpretation and analysis of dava.



CHAPTERNl
REVIEW OF RELATED LITERATURE

Introduction

This study sought to determine what beginning teachers expected to gain from the
teaching profession and give to the teaching profession during a critical time period of
the transitional phase of the teacher socialization process. Collectively, the works of
many educational researchers provides an amalgam of information that deals with the
professional development continuum of school teachers. Recent research conducted by
Carruthers (1986), Craig (1984), Everett-Tumer, (1984), Hawke (1980),
Trew-Williams (1986), Tardif (1984), Wheeler (1988), MacKinnon, (1987) and others
has effectively exposed the nature of teacher development and the problems which beset
it. Their work has provided a foundation from which to analyze the personal and

situational causes that contribute to the socialization of beginning teachers.

An Orientation
It is the function of this review to provide an overview of the factors most closely
associated with the teacher socialization process and the focus of this study. Itis
believed that such an orientation will assist in more effectively conceptualizing the
process of becoming a teacher. A selected group of terms has also been provided to

assist in this regard.

Definition of Terms
For the purposes of this study the following definitions have been adopted.
Transitional phase - a phase in the teacher socialization process where a

beginning teacher sees what the teaching profession is like and in which there is an initial

11



shifting of values and expectations (Sanders and Yanouzas. 1983). |

Teacher socialization - the process whereby an individual acquires the social
knowledge and Skills necessary to assume the role of teacher within a school
organization,

Beginning teacher - a recent graduate of a faculty of education, from a Western
Canadian university who is contracted to teach for a provincial school jurisdiction
peginning September 1, 1987.

Expectations - those things anticipated by an individual which either they expect
to gain from the teaching profession or give to the teaching profession. (Adapted from
Schein, 1980: 99).

Psychological Contract - an "implicit contract between an individual and his
organization which specifies what each expécted to give and rcceive from each other in
their relationship"” (Kotter, 1973: 92).

The literature on teacher socialization has assumed that the school is an
organization, and that individuals within the school system are interdependent upon one
another for the attainment of goals (Katz and Kahn: 1978). Correspondingly, the
literature has revealed two broad categories in the research on teacher socialization: the

outcomes of teacher socialization, and the factors that influence those outcomes.

Outcomes of Teacher Socialization
The research results are consistent with respect to the outcomes of socialization.
As Wells (1984: 8) suggested
researchers have found that progressive and liberal views students adopt during
college, shift after their initial teaching experiences. New teachers come to accept

traditional values and attitudes towards education in order to work within the
organizational system.

Similarly, Zeichner and Tabachnick (1981: 7), reflecting upon the work of

12
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Anderson (1974), Fuller an< Bown (1978), and Feldman and Newcombe (1973),
questioned the relative impact of universities on teacher socialization and accepted the

view that
students hecome increasingly more progressive or liberal in their attitudes toward
education during their stay at the university and then shift to opposing and more
traditional views as they move into student teaching and in-service experiences.
Earlier studies by Hoy (1968), McArthur (1978), and Rothstein (1979) attributed
changes in teacher attitude to the socialization process, while more recently, Griffin

(1984) and Tardif (1985), recognized the need to counter the teacher socialization

process in order to "free" the core beliefs and values of prospective teachers.

Factors of Influence
The current research on teacher socialization has identified particular factors which
influence the outcomes associated with the socialization process. From this research,
both the temporal nature of the socialization process and the instrumental agents which

impact on an individual have been identified.

Phases of Socialization

Various educational theorists have interpreted when the teacher socialization
process occurs. Giroux (1980), Hoy (1968), Lortie (1975), and Pruitt, Lee and Marion
(1978) viewed the process of teacher socialization beginning during the individual's
university training, while other authors considered the socialization process starting once
the individual began student teaching (Friebus,1977; Hoy and Rees, 1977; Pataniczek
and Isaacson, 1981). Correspondingly, other analysts such as Becker (1951), Eddy
(1969), Lacey (1977), and Lortie (1975) believed that the process of teacher

socialization occurred once the individual entered the school system. According to
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Lortie (1975), teacher socialization occurred during the thousands of hours prospective
teachers spent as pupils in schools.

Recently, however, both teacher educators and organizational theorists (Feldman,
1981; Hall, 1983; Porter, Lawler and Hackman, 1975; Sanders and Yanouzas, 1983;
Schein, 1978, 1980) arguing that the socialization process was continuous and
developmental in nature, suggested that the teacher socialization process occurred in
phases. According to these authors, the process included three interrelated phases where
continuity and overlap occurred. In this regard, Van Maanen (1976:80-81) recognized
that these phases in the socialization process were interdependent and often implied a
causal order.

Feldman (1981) labeled the phases “anticipatory,” "encounter,” and "change and
acquisition." From Feldman's (198i: 310) perspective, the "anticipatory" socialization
phase encompassed all the learning that occurred prior to a teacher beginning to teach.
The second phase, "encounter,” represented the initial experiences of starting to teach,
while the "change and acquisition" phase related to skill mastery, role affirmation, and

value and norm adjustment, and occurred after the "encounter” phase.

Instrumental Agents of the Socialization Process

Formal theoretical and practical teacher education training, the bureaucratic nature
of schools, the impact that significant others have on beginning teachers, and the
expectations associated with the socialization process have been identified by educational
researchers as "external” factors which influence teacher attitudes during the socialization
process.

A. The Influence of University Training and the Socialization
Process.

Current research has suggested that beginning teachers relied more upon the



practical aspects of their training than on the theoretical components of teacher education
programs. Furthermore, beginning teachers considered their overall professional
training to be less than adequate, and one which did not prepare them for the realities of
teaching (Wells, 1984). In arguing this point, Giroux (1980) reasoned that teacher
education programs functioned as agcnbies of social control by educating prospective
teachers to accept certain attitudes and skills. He suggested that because teacher
education programs did not encourage critical thinking, the beginning teacher could only
conform to the already established attitudes of the profession. Zeichner and Tabachnick
(1981: 7) referred to this conforming process as a "progressive - traditional shift"
resulting from students being caught between the conflicting demands exerted by the
schools and universities. They, like others, concluded that the socialization teachers
received while training was suspect and requlred modification. They also agreed that the
bureaucratic nature of the school was influential and needed to be examined more
thoroughly.

B. The Influence of the Bureaucratic Nature of Schools and the
Socialization Process.

In describing the characteristics of educational organizations, many writers have
been impressed by the similarities of schools to the bureaucratic model (Pellegrin,
1976). As Moore (1967:6) explained, teachers are managed not managers and

any teacher in urban schools is simply a part of a larger organization that conforms

by and large to the pattern of bureaucracy . . ..

Similarly, Eddy (1969), and Hoy and Rees (1977) viewed schools as bureaucratic
in nature and found that student teachers became more bureaucratic in orientation and
generally more custodial. Eddy (1969) concluded that the success of teachers was not
judged by their ability to teach, but rather by their ability to conform to "ritualistic
patterns of behavior." Helsel and Krchniak (1972) suggested that beginning teachers
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being unprepared fof ihe school system, were shocked into accepting the rules and
regulations imposed by the organization. More recently, Wells (1984:12) concluded that
the bureaucratic nature of schools caused beginning teachers to conform to the traditional
values and practices as a means of basic survival. Her research further indicated that the
individuals, to whom beginning teachers turn for advice and direction, also contributed
to this shift in traditional thinking.

C. The Influence of Significant Others and the Socialization
Process,

The learning experiences of prospective teachers are significantly influenced
through the roles played by significant others. Lortie's (1975: 61-62) concept of
"apprenticeship of observation” suggested that students’ perceptions of the teacher were
developed over time. He also believed that former teachers and professors played an
important role in the shaping of perceptions of the teaching profession. Lortie contended
that the unique relationships students had with cooperating teachers during practica
experiences molded their beliefs, attitudes, and expectations toward teaching. According
to Zeichner (1980, 1983), the attitudes and behaviors of student teachers shifted toward
those of their cooperating teachers after initial teaching experiences. Like Zeichner,
Wells (1984: 17) pointed out that

role models within the school system have a great impact upon the individual’s

adoption of teaching strategies and values. Individuals not only teach as they were

taught, but rely on colleagues as well to help them leam the keys to survival within
the organizational system.

Although the literature is consistent in concluding that beginning teachers adopt
traditional methods and attitudes as a result of the factors which influence the
socialization process, there is no agreement as to when this process takes place. In
accord with Feldman's (1981) work, however, it could be suggested that the influence

of university training and significant others occurs during the "anticipatory" phase of the
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socialization process. The effect of the bureaucratic nature of schools and similarly, the
influence of teacher role models may occur during the "encounter" and "change and
acquisition" phases of the teacher socialization process. Berlew and Hall (1979: 24-35)
suggest, however, that the expectations of other people strongly determines behaviour.
In the language of role theory, the behaviour of a focal person is strongly influenced by
the expectations of significant others, sometimes referred to as role senders.

D. Expectations and the Socialization Process.

As Wells (1984: 19) has argued, more research should focus on the school
environment and also upon beginning teachers' perceptions of the profession.
Feiman-Nemser and Floden (1986), whose research focussed upon the cultures of
teaching, supported Wells's claim by suggesting that a wide range of topics still needed
to be addressed. Although the research has éuggcsted that school experiences, university
training, bureaucratic norms associated with schools, the environment, and important
role models collectively serve to mold beginning teachers' attitudes, little is known about
what beginning teachers' professional expectations are of the teaching profession or
what shapes them. The importance of the professional expectations of beginning
teachers is not addressed in current research on teacher socialization. It is therefore
necessary to look to research conducted in other professional fields and disciplines to
assist in new research initiatives. As Johnston and Ryan (1983: 155-156) remarked "
professional socialization, ... and the beginning year are not concems unique to
teaching.” They further stated that "knowledge and research from academic disciplines
such as psychology, anthropology, and sociology should be incorporated into our
understanding of beginning to teach.”

Accordingly, the research conducted by Berlew and Hall (1966, 1979), Kotter
(1973), and more recently Schein (1978, 1980, 1985), which recognized the

significance of professional expectations with respect to the "joining-up" process of new
pro! P P J g-up p



employees, is considered useful in studying the expectations of beginning teachers.

Writing about the process of assimilating new employees into organizations,
Kotter (1973) used the term "matching” in an effort to explain part of the transitional
process that occurred between employees and employers when unwritten sets of
expectations of both parties were or were not mat. Kotter based his research on the
"psychological contract" theory developed by Argyris (1960) and Levenson (1962).
Kotter (1973: 92) defined the "psychological contract” as an "implicit contract between
an individual and his organization which specifies what each expected to give and
receive from each other in their relationship.” Kotter contended that if there were close
similarities between the expectations of both parties involved a "match” was possible,
and interest, commitment, and overall support would resuit.

Kotter's (1973) research confirmed that matches in expectations correlated with
greater job satisfaction. His research suggested that the clearer individuals understood
their own expectations, the higher the probability of a "match.”

In support of Kotter's claims, Schein (1978, 1980) concluded his discussion
oriented to motivation and the "psychological contract” by emphasizing the importance
of the "psychological contract" as a major variable in influencing change and creating
organizational stability. Schein (1980: 99) hypothesized that

whether people work effectively, whether they generate commitment, loyalty, and

enthusiasm for the organization and its goals, and whether they obtain satisfaction

from their work depends to a large measure on two condjtions:

1. the degree to which their own expectations of what the organization will provide

to them and what they owe the organization in return matches what the

organization's expectations are of what it will give and get in return.

2. the nature of what is actually to be exchanged (assuming there is some

agreement) -money in exchange for time at work; social need satisfaction and

security in exchange for hard work and loyalty; opportunities for self-actualization
and challenging work in exchange for productivity, high quality work, and creative

effort in the service of the organizational goals; or various combinations of these
and other things.



The implications of the research conducted by Kotter (1973) and Schein (1978,
1980,1985) are significant for understanding more precisely what beginning teachers
expect to gain from the teaching profession and give to the teaching profession.
Research which links teacher socialization and "psychological contract” theories, by
identifying what professional expectations beginning teachers have of the profession,
would contribute to the existing research on teacher socialization and provide more

knowledge to better understand the process of becoming a teacher.

Summary
The numerous studies documented in the literature which address the teacher
socialization process and the professional development of teachers have collectively
reinforced the importance of educational researchers furthering their efforts in an attempt
to isolate and understand the needs of practicing teachers. This chapter provided an
orientation to this literature and functioned also as a theoretical bridge for this study.
The purpose of Chapter Il is to clarify the methodological and procedural processes

followed by the researcher in completing this study.
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CHAPTER T
METHODOLOGY AND PROCEDURES

Introduction

The intent of this study was to determine what beginning teachers expected to gain
from the teaching profession and give to the teaching profession during a critical time
period of the transitional phase of the teacher socialization process. The design of this
study was determined by the nature of the research problem and required thata
methodology, fundamentally built on ethnographic research methods, be employed. For
this reason an exploratory multi-case study field research process was selected utilizing
informant interviewing techniques (McCall and Simmons, 1969). Furthermore, it was
recognized that the context of the research was bound by the delimitations and the
qualitative nature (Denzin, 1978) of the study.

According to Kerlinger (1973: 406) this kind of process served "to discover
significant variables in the field situation, to discover relations among variables, and to
lay the ground work for later, more systematic and rigorous testing of hypotheses." Van
Maanen (1983: 10) also acknowledged the contextual value of this process and
emphasized the important contribution a qualitative methodological inquiry could make
to the "ultimate knowledge of research.”

This study investigated the initial teaching experiences of beginning teachers and
attempted to capture their personal perceptions of becoming a new teacher. The purpose
of this chapter is to identify the natural progression of the research and the processes

used in collecting and interpreting the data associated with these new career perceptions.

Qualitative Research Methodology
In an effort to seek knowledge about the “infinitely complex” (Spradley and
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McCurdy, 1972) lives of people, the ethnographic research methodology has over time
been identified as an important means of gaining a more complete understanding of
phenomena and as a vehicle for establishing "theoretical structures” from which to view
reality. Characteristically this method identifies the natural setting as the direct source of
data and the researcher as the "key instrument." Similarly, this qualitative methodology
employs a descriptive, analytically inductive process that brings meaning and
understanding to phenomena being studied (Bogdan and Bikien, 1982: 27 - 30).

While many theorists argue how such meaning and undérstanding should emerge,
adaptations to the strict qualitative research posture posited by various researchers
(Beattie, 1965; Everhart,1976; and others) have gained acceptance within the
educational research community and in so doing, have allowed researchers to guide their
qualitative studies by asking both explicit and implicit questions. Dobbert (1982: 13), in
commenting on the scientific basis for qualitative research, suggested that it was
appropriate to support the "grounded theory process” by considering question
alternatives. Clarifying her perspective, Dobbert recognized the utility of the
"systematic generating of theory from data that itself [was] systematically obtained from
social research" (Glaser 1978: 2). In discussing the issue, she stated that

it seems to me scientifically preferable to state questions based on all relevant

sources of information, including theory, then to revise them as they prove to be

inaccurate, unworkable, or just plain wrong.

Miles (1979), in writing about qualitative research, further identified the "attractive
qualities" ethnographic methodology offered both the researcher and the consumer of the
research. Casting light on the appropriateness of such a research, Miles (1979: 117)
suggested that the data generated from qualitative research

lend themselves to the production of serendipitous findings and the adumbration of

unforeseen theoretical leaps; they tend to reduce a researcher’s trained incapacity,

bias, narrowness, arrogance; and their results, . . . have a quality of
“undenyability” (Smith: 1978) that lends punch to research.
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Miles (1979) affirmed Dobbert's theoretical perspective, by addressing the concept
of "grounded theory" (Glaser and Strauss: 1967) and the need for a research frame of
reference. He stated that

much has been written about developing "grounded theory," being open to what

the site has to tell us," and slowly evolving a coherent framework rather than

"imposing" one from the start. But the need to develop grounded theory usually

exists in tension with the need for clarity and focus; research projects that pretend

to come to the study with no assumptions usually encounter much difficulty. We
believed - and still do - that a rough working frame needs to be in place near the
beginning ...

While certain license is afforded qualitative researchers, the "theoretical
underpinnings,” as cited by Bogdan and Biklen (1982: 30-38), reinforce the process
embedded in qualitative research and also identify the role of symbolic interactionism
(Denzin, 1978) in conferring meaning on the phenomenon being studied. Furthermore it
was their's and others' (Dobbert, 1982; Glaser and Strauss, 1967; Guba and Lincoln,
1985; Spradley, 1979) opinion that theoretical justification and methodological rigor
were embellished by tests of "credibility,” "fittingness," "auditability," and
"confirmability" (Guba and Lincoln, 1985: 185-186). From their perspectives, while
the nature of the research could very well dictate the kind of field research methodology,
the processes of affirming validity and reliability were implicit in the qualitative character

of the research.

Methodological Justification
The problem of ascertaining what beginning teachers expected to give to and gain
from the teaching profession required that the researcher identify a viable research
approach. While numerous ethnographic studies served as models (Craig, 1984,
Hawke, 1980; Kluczny, 1984; MacKinnon, 1987; Tardif, 1984; Trew-Williams, 1986;

and others), it was determined that an exploratory multi-case study approach, which



allowed for informant affiliation ah_d the opportunities of informants to articulate their
perspectives of giving to and getting from the teaching profession over time was
appropriate. This decision was in keeping with what Guba and Lincoln (1986: 56)
observed as "the choice between research paradigms” where decisions conceming
research approaches were based according to the "best fit between the assumptions and
postures of a paradigm and the phenomenon being studied.” Further, it was concluded
that rich data could be generated through the use of in-depth semi-structured interviews,
and supplementary individual anecdotal records, field notes, and contextual data. Guba
and Lincoln (198S: 186-187) and earlier McCall and Simmons (1969: 9) emphasized the
utility of this approach. They recognized that the informant interviewing method elicited
“information from an informant about phenomena not witnessed by the researcher.
Similarly, they agreed that the approach lessened the chances of misunderstandings
between the inquirer and the informant, accommodated the informant's knowledge,
degree of involvement, and status, and provided the researcher with an opportunity to

utilize an informant's "natural language” for purposes of "discovery.”

The Methodological Process

The study utilized complementary data collection techniques in order to capture
beginning teachers' expectations of the teaching profession over time and to facilitate the
exploratory multi-case study research design. An initial pilot study was conducted
during the the first week in April 1987 at a western Canadian university to provide the
researcher with relevant interview information designed to facilitate the formal research
process. A formal study that incorporated two phases was conducted between June,
1987 and September, 1988.

Throughout phase one of the formal study, tape-recorded, semi-structured

interview data were collected from volunteer teachers prior to teaching and over the first
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six months of their first teaching experience. These data and sﬁpplemniary aﬁeédofnl
record data, field note data, and contextual data were gathered initially analyzed and
interpreted.

The second phase of the formal study focussed upon deeper data analysis, further
theoretical interpretation of the data, and the subsequent reporting of findings. The data
generated from the semi-structured interviews and the supplementary data were analyzed
following the procedures outlined by Guba and Lincoln (1985), Skrtic (1985) and
Spradley (1979). The "creditability," "fittingness," "auditability," and "confirmability”
of the analysis and subsequent interpretations of the data were met through employing
selected techniques as outlined by Guba and Lincoln (1985). Close monitoring of
responses occurred through a reactive interviewing process, while samples of the
individual interview responses were triangulated with supplementary individual
informant data. Samples of the data analysis were then tested by an independent panel
of educators who were requested to review and verify the analysis and affirm

objectivity.

The Pilot Study

In keeping with Dobbert's (1982) observation, it became the specific purpose of
the pilot study to provide the researcher with relevant information that could be used in
designing and structuring interview questions and to assist the researcher in refining
interview, data collection, and data analysis techniques that were to be utilized in the
formal study. The pilot study was conducted during the first week in April, 1987 as a
means of identifying what pre-graduate education students' expectations were of the
teaching profession.

Through consultation with the research supervisor, the decision to conduct the

pilot study based on the above rationale was made in early January, 1987. It was also
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decided that the pilot study would be conducted at 3 location Whm possible volunteer
candidates for the formal study were residihg. An initiai org#nizational plan was
approved and formal contacts were made with the identified teacher education faculty
associated with a western Canadian university on January 22, 1987. Details of the study
were discussed with faculty members teaching fourth year undergraduate classes.

Verbal approval to conduct the pilot study was provided on February S, 1987.

The pilot study was delimited to elementary and secondary teacher education
students registered in their last semester of a four year baccalaureate Education degree
program. The study was further delimited to only those students expecting to complete
all the requirements of the degree by the Summer of 1987, Following these criteria,
sixty-nine students identified from four senior education classes agreed to participate.

A two-hour period of time with each student group was allocated to the researcher
for the purposes of presenting the formal study objectives, recording student perceptions
emanating from group discussions, and for collecting written comments from each
student concerning what their expectations were of the teaching profession. Students’
written comments were recorded on response forms provided by the researcher (see
Appendix A). Anonymity was maintained as student names were not recorded on the
response forms. Each student was, however, requested to record a degree program
completion date.

Completed response forms were collected and compiled for analysis purposes. Of
the sixty-nine completed response forms, forty-three students indicated that they would
be completing their degree requirements in the Spring of 1987. Twenty-six students
indicated that they would be completing their degree requirements during the Summer of
1987.

For the purposes of conducting a content analysis of the data obtained from the 69

student respondents, the researcher employed the systematic data analysis approach



suggested by Spradley (1979). As well the researcher adapted the data analysis
taxonomy developed by him for conducting a "domain analysis" of the acﬁuimd data.
As one of the functions of the pilot study was to provide relevant information which
could be used later to design and structure interview questions for use during the formal
study, no attempt was made by the researcher to complete a "taxonomic analysis" of the
data. |

In reference to "domain analysis," Spradley (1979: 107 -119) suggested that a
systematic search using semantic relationships was necessary in structuring domains.
According to Spradley (1979: 118) six sequential steps in "domain analysis" were
required. He outlined the steps as

(1) Selecting a single semantic relationship

(2) Preparing a domain analysis work sheet

(3) Selecting a sample of informant statements

(4) Searching for possible cover terms and included terms that appropriately

fit the semantic relationship

(S) Formulating structural questions for each domain

(6) Making a list of all hypothesized domains.

A computer assisted content sort database (Macintosh - Think Tank 128, version
1000: 1984) was employed to facilitate the initial "domain analysis." The database was
designed to identify common key terms which could then be sorted into open categories.

Once each statement from the students' written responses was categorized according to

common key terms, the researcher rcviewed each category of responses in order to select

single semantic relationships. Of the nine semantic relationships outlined by Spradley
(1979: 111) the semantic relationship suggesting sequencing was utilized. In this
regard, included terms (folk terms belonging to the category of knowledge named by
the cover term) associated with each student response were considered as steps or
stages in the development of a cover term (names for a category of cultural

knowledge). More precisely, an included term was semantically related using the
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following format: INCLUDED TERM (X) IS A STEP(STAGE) IN COVER TERM (Y).

If, for example, a student's response (X) was “‘give new ideas and innovative
ideas to routine programs.” the included term (X), or in this instance the included
statement (X) would be considered a step or stage in being innovative. In this case,
"Introducing Innovation" was considered a cover term or (Y) according to the format
used.

The data based program allowed the researcher to identify cover terms and shift
particular data (included terms or statements) to other more appropriate categories.
Two general categories were formulated based upon the original problem statement. |
Input data focussed upon what students perceived they would either give to the teaching

profession or gain from the teaching profession.

As aresult of the database sort proceSs, cover terms were identified using a
sequential semantic relationship identification process, reordered and then categorized.
From the sort process, nine initial cover terms were created that suggested domain
equivalence for what students expected to give to the teaching profession.
Correspondingly, twelve initial cover terms were created for what the students
expected to gain from the teaching profession. (se¢ Appendix B) As one of the main
functions of the pilot study was to assist the researcher in developing semi-structured
and structured questions, selected included terms or statements were interpreted by

using semantic relationships outlined by Spradley (1979: 11).

The Formal Study

Temporal and Data Source Considerations

The transitional phase of the teacher socialization process was identified by
researchers as primarily occurring during the first yeur of teaching. Although it is

recognized that such a phase could vary in length, a critical period of the transitional
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phase has been identified by Feldman (1981), Kotter (1973), Schein (1978, 1980), Van
Maanen (1979,1984), Zeichner and Tabachnick (1985) and others as occurring during
the initial few weeks and months of employee induction. The time frame of six months
was chosen for this study to correspond with the critical time period suggested in their
research. The semi-structured interview reporting schedule was developed in order to
provide time for each volunteer teacher to reflect upon the study questions, write
anecdotal records, and interact directly with the researcher. A review of anecdotal record
keeping was conducted with each volunteer teacher and attention was given to
enthnographic interview processes as outlined by Spradley (1979, 1980) in order to
obtain detailed responses from each volunteer teacher. The reporting schedule was also
designed to coincide with and accommodate the local school semester timetables.

The Teachers of the Study |

The beginning teachers who volunteered to assist in this study were graduates
from the 1987 class of a Faculty of Education affiiiated with a western Canadian
university who were contracted to teach for a provincial school jurisdiction beginning
September 1, 1987. The volunteer teacher group was selected in June, 1987 from a
directory prepared by cross referencing the professional registry list supplied by a
provincial Teachers' Association, School Board employment lists, and the graduating
class list supplied by the Registrar of the university. An initial teacher directory of 33
teacher candidates was developed and further refined to a list including only those
individuals graduating with a baccalaureate elementary education degree from that
post-secondary institution, a description of each individual's degree specializations, and
a code, as identified by faculty membe:, which represented each individual's possible
employment potential at that time. The teacher directory served as a register that assisted
the researcher in identifying graduates who were employed, or had the potential of

securing employment with a provincial school jurisdiction commencing September 1,
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1987.
In July, 1987, twenty-one candidates listed in the teacher directory were contacted

by the researcher in an effort to confirm employment. A resultant seventeen individuals
were identified from the directory as signing bonafide teaching contracts with provincial
school jurisdictions. Upon being briefed about the nature, delimitations, and the
methodological process associated with the study, eleven of the seventeen teachers were
identified as those individuals who were coniracted to teach elementary grade levels as
defined by provincial educational policy. Because data collection accessibility was
critical to the nature of the formal study, a second selection criterion, that of teaching
location as determined by the resources made available to the researcher, was also
considered. Of the eleven recognized teacher candidates, two teachers had secured
teaching positions in remote provincial locations, thus making accessibility difficult. For
this reason , the remaining nine candidates were considered for the study based upon
their willingness to participate, their ability to articulate, interpret, and evaluate their
thoughts concerning the research design problems, and their ability to maintain accurate
anecdotal records. As well, consideration was given to the time period selected for the
study, the nature of the research design and data collection methodologies, the need to
generate rich descriptive data, and the possibility of teacher attrition.* Of the nine
candidates, five teachers volunteered to participate as informants for the study. The
pseudonyms chosen to ensure informant anonymity were Darlene, Marsha, Sandy, Ross
and Kirk.

Once the five teachers volunteered to participate in the study, all were informed of

*Gougeon (1984) in studying the socialization of beginning rural teachers, identified that the uncertainty
of expectations places a high stress load on beginning teachers. Lack of experience and a fear of failure
were categorized by Gougeon as concems with which first year teachers had to cope. Considering this,
the methodological nature of this study, and the informants' pre-service experience and personalities, the
researcher selected five teachers instead of four teachers (as identified in earlier dissertation proposal
stages), anticipating that ane or mcre of the volunteer teachers would either resign from their teaching
duties or be relieved of teaching duties prior to the end of the critical time period selected for this study.
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the ethical considerations associated with the research and the opportunity to withdraw
from the study at any time. Each teacher was requested to sign a "Pasticipant Consent
Form." (see Appendix C)

Nature of the Data Collection Process

The five volunteer teachers secured teaching positions in five different communities
throughout the southem part of a prairie province. Darlene, Sandy, Kirk, and Ross
were contracted to teach in small rural communities while Marsha was assigned to teach
in a small urban city. In mid-August a meeting was arranged with the teachers to brief
them again on the nature of the study and to ascertain their preparatory and personal
plans prior to the start of the school year. At the meetings each teacher was provided
with an overview copy of the study and anecdotal diary material for recording purposes.
Correspondingly, tentative interview time frames were established, an outline of their
role was discussed, an exchange of addresses and telephone numbers was made to
facilitate future organizational planning, and opportunities for answering questions were
provided.

Formal interview sessions were arranged in accord with the teachers' schedules
and were held every three to five weeks either at the teachers’ schools, their homes,
and/or in the office of the researcher. In total thirty-two tape-recorded interviews of
approximately one-and-a-quarter hours in length were conducted. Each interview was
later transcribed prior to the next scheduled interview while field note data were recorded
by the researcher on audio tape prior to and following each interview session.
Subsequent notations and analysis enriched data were generated by the researcher while
transcribing the tape-recordings or when reflecting upon the on-going research process.

Various informal sessions were held with the teachers throughout the “transitional”

time period. While these sessions were not tape-recorded, the researcher had the



opportunity to reflect upon each meeting and record points raised in the discussions.
Similarly, as the relationships between the researcher and the ﬁve teachers developed,
more informal opportunities to interact occurred. By late fall numerous telephone
conversations provided the researcher with more insight into the teachers' experiences
and the rescarcher recorded the dates of the conversations and noted the reasons behind
the exchanges.

It was made obvious to the researcher early in the study that the busy schedules of
the five teachers conflicted with the interview time frame established during the initial
meetings in August. As a result, time adjustments were made to the interview schedules
in an effort to accommodate the needs of all the teachers.

The researcher frequently encouraged and reminded the teachers to maintain their
anecdotal diaries. During each interview and informal conversation reference was made
to the importance of the diaries. While the intentions of the researcher and the teachers
were good, the nature of the request and the time made available by first year teachers to
produce extensive diaries proved difficult. Because of this, further data, of a reflective
nature were requested by the researcher. Each teacher was asked to answer five
questions as a means of providing historical and intuitive perspectives. These data were
submitted as supplementary anecdotal information.(see Appendix D)

The Process of Data Analysis

In an effort to address the research problem, the exploratory multi-case study
design was selected as a means of securing the informants' interpretations of what they
expected to gain from the teaching profession and give to the teaching profession during
a critical time period of the transitional phase of the teacher socialization process. While
many researchers such as Bogdan and Biklen (1982), Dobbert (1982), Ellen (1984),
Guba and Lincoln (1985), Mitchell (1984) have identified various approaches to this

design, the study emphasized the theoretical connection between the events that occurred
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during the transitional phase of the teacher socialization process rather than in the
attributes of the events themselves. Mitchell (1984: 238) suggested that such a case
study approach allowed the morphology of the situation to be reflected through
behaviour of the protagonists and their interpretation of the behaviour as conditioned by
that situation. Mitchell (1984: 238) also contended that selecting a particular situation for
analysis was a crucial and tactical consideration for analytical purposes and furthermore
believed that the process of "selecting" specific situations was pre-conditioned by the
tenor of the research and the circumstances under which the research was undertaken.
As Beattie (1984: 2) suggested, researchers who had no clear idea of what they were
looking for would simply fail to select situations appropriately and would run the risk of
not finding solutions. Those researchers who were selective, but who had too precise a
notion would, according to Beattie, find what they were looking for when in fact it was
not there.

Although most researchers agree that the clarity of the research focus is
consequential to the selection process, each case study associated with a certain research
orientation could vary in complexity and may prove problematic to analytical
methodology. Bogdan and Biklen (1982: 58-65) recognized the complexity of the case
study approach and were in agreement with Mitchell's (1984: 240) suggestion that the
case study approach was essentially a "configuration” ratherA than a summary or sort
of “average account” of events. As Mitchell (1984: 239) identified, a good case study
enabled the analyst to establish theoretically valid connections between events and
phenomena which previously were ineluctable. He stated

From this point of view, the search for a “typical” case for analytical exposition is

likely to be less fruitful than the search for a “telling” case in which the particular

circumstances surrounding a case serve to make previously obscure theoretical
relationships suddenly apparent.

Case analysis and the objectivity that is associated with the “telling” of each case,



however, are limited by the circumstances under which data are made available.
Correspondingly, the utility of specific information generated through an ethnographic
research methodology becomes evident only when it fits into the total body of data.

The qualitative process by nature generates masses of information which must be
categorized, synthesized, and evaluated. In essence, to understand the data, they must
be analytically organized. To Dobbert (1982: 269) it was only through employing adata
analysis process that "sense [could] be made of data.” As she contended froma
scientific perspective, "data do not answer research questions; rather it is more correct to
say that the data must be carefully organized [analyzed] before explanations can be
achieved."

The process of analytically organizing the data collected in this study followed a
two-phase event cycle which first required the researcher to interpret data generated from
informant interviews, identify terms or phrases that had the potential for categorization,
isolate incongruence, and conduct further interviews, while repeating the cycle. Phase 2
of the process required that all the data be inputted into an index and retrieval database
system and tiiat "key" meanings be applied to each specific data source. Furthermore,
this phase required the identification of thematic relationships, the search for contrasts,
the reworking of "key" meanings, and the final generation of major and minor themes.

Underlying both analytical phases was the need to follow a conceptual model of
qualitative data analysis. For this reason the researcher relied upon the work of Glaser
and Strauss (1967) and Spradley (1979). Since the researcher was familiar with the
sequential research activities as outlined by Spradley (1979) care and attention was given
to how the data was attained and interpreted. While the study was not recognized as a
"true ethnography," efforts were made to follow domain, taxonomic and componential
analysis. In this regard Spradley (1979: 142-143) summarized that

ethnographic analysis was defined as a search for the parts of a culture, the
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relationships among pasts, and their relationships to the whole. Coinbined with
ethnographic interviewing, ethnogra hic analgj‘s leads to the discovery of a
particular cultural meaning system. The first kind of analysis (domain analysis)
enables you to isolate the fundamental units of cultural knowledge, the domains
into which informants organized what they know. Then by using structural
questions, you verified the domains and elicited the folk terms which were
included in those domains.

Spradley further suggested that shifting to the "internal structure of domains” made it
possible to identify taxonomic relationships while searching for contrasts, sorting, and
grouping would lead to a componential conclusion.

During the field work data collection time period, the researcher utilized semantic
and contrasting questioning techniques in an effort to maintain the integrity of the
ethnographic analysis process outlined by Spradley. Similarly, these techniques and the
corresponding sequential stages of the analysis were implicitly reflected in the data
analysis process. |

The researcher considered this process in keeping with what Glaser and Strauss
(1967) defined as the "constant comparative" analysis method. In their terms Glaser and
Strauss (1967: 104-105) suggested that

the constant comparative method is concerned with generating and plausibly

suggesting (but not provisionally testing) many categories, properties, and

hypotheses about general problems. Some of these properties may be causes, . . .

conditions, consequences, dimensions, types, processes etc.

Accordingly they suggested that isolating categories and comparing incidents applicable
to each category was important. Similarly they agreed that integrating categories and
their properties, delimiting, and writing theory were further stages in the constant
comparative process.

The data and subsequent preliminary data analysis provided the researcher with an
initial base from which to input the data. To facilitate this procedure a database was
selected that had the capabilities of locating all the data, identifying categories, merging

categories as a means of searching for contrasting and common criteria, and printing all
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combinations of data upon request. This approach was selected to facilitate the data
analysis process and wﬁs supﬁofted by Giordano (1988) who recognized the utility in
this type of technological service. Giordano (1988: 54-60) in writing about database
retrieval and indexing systems stated that

until recently, researchers engaged in qualitative analysis have had little

computer-assisted support, particularly for qualitative analysis of texis. .. .
Designed for use on a microcomputer, [text retrieva! database] is flexible enough to

be tailored to specific applications yet general enough to support many applications

without special programing.

In further commenting on the advantages of such database, Giordano (1988: 56)
suggested that while spoken or informal written text was extemporaneous in nature
rather than tightly structured like most formal written text, means were available to
effectively accommodate data of this kind. .

Procedural steps were followed by}the researcher in phase one which included the
initial transcription of all informant interview data using a content sort database
(Macintosh - Think Tank 512, version 1.30NP: 1986). Each data entry was reviewed
by the researcher and "key terms” were isolated to assist in the analysis of field work
data. The database text was then converted to machine-readable text, coded, and entered
into the retrieval and indexing database (Macware -Factfinder: 1984). Both database
systems were selected on the basis of computer compatibility and associated program
capabilities.

To index and retrieve the comments of the teachers on a variety of topics, the data
were treated as having overlapping morphologies, with one idea embedded within
another. Coded comment entries for each teacher interview were analyzed and "keyed"
for meaning and overlapping associated meaning. Data stacks for all coded comments
were then created along with a master file of key terms. (see Appendix E)

Upon request the database allowed the researcher to retrieve individual informant
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comments linked to keyed or associated meaning, merge ﬂl informants’ comments
related to a particular key term, and reorganize oi re-key coded comments when
necessary. Functionally, the database assisted the researcher in fundamentally
completing the domain, taxonomic, and componential analysis processes. Samples of
the sort process are located in Appendix F.

The two phases of the analysis process allowed the researcher to discover themes
and sub-themes associated with what each beginning teacher expected to give to and gain
from the teaching profession. Subsequently, the analysis process assisted the researcher

in cross-referencing the data and generating common themes for all five teachers.

Methodological Rigor

Because of the qualitative nature of the exploratory multi-case study field research
process, concern for validity, reliability and the objective treatment of data arises.
According to Guba and Lincoln (1985), searching for data credibility, auditability and
confirmability becomes essential. LeCompte and Goetz (1982: 31-60) further reinforced
this position of striving for “authentic results” by emphasizing the importance of
ascertaining the validity and reliability of data through conscientiously "balancing ...
various factors enhancing credibility within the context of [the] particular research
problem.”

For purposes herein, credibility of the data collected for this study was achieved by
the researcher continually rating the five informants as being comfortable and unstrained
during interactions with the researcher; not hurried and willing to spend time with the
researcher; generally open and truthful although they may have had certain areas about
which they would not speak about; able to provide to the best of their ability solid
answers with good detail; able to stay on topic in order to relate important issues;

thoughtful and willing to reflect on what they said (Dobbert, 1982). Similarly,



credibility of the data was measured by the the nature of the closely monitored responses
of the informants over prolonged interview sessions held during the critical period of the
transitional phase of the teacher Maﬁwﬁoa process (Speizman: n.d.)[in Guba and
Lincoln,198S: 10S).

A minimum of five tape-recorded interviews of approximately one and one-half
hours were conducted with each informant through the months of September 1987 to
February 1988 with frequent informal meetings and telephone conversations
supplementing the formal informant interviews. The process also allowed the researcher
to maintain a sensitive "distance” from the informants and debrief sequential data with
professional teacher educators in an effort to preserve objectivity. As the data was
collected over time, convergence was sought through cross-checking early informant
accounts with later interview data. Limited anecdotal information and historical
reflective data was provided by each informant and used to reduce the uncertainty of
interpretation. Recognized by Guba and Lincoln (1985: 106-107) as a worthy, but
difficult evaluative process, the study revealed the limitation of an anecdotal reporting
system. In this instance the nature of the request and the time made available by first
year teachers, as reported earlier, were incongruent.

The rigor of maintaining consistency throughout data analysis required that
analytical decisions made by the researcher be reviewed or audited (Guba and Lincoln
1985: 120 - 124). Steps to select data for interpretation, based upon the relevant
foundation of the study, were taken. Similarly, opportunities were provided for an audit
team to interact with the researcher in order to verify that essential and methodologically
sound options were employed during the analysis. The audit team was comprised of
two professional educators who were actively involved in the preparation of teacher
educators. Each individual held a Doctor of Philosophy degree, had extended

qualitative and quantitative research experience, had published in refereed educational
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research joumals,_ and were cummly professionally involved in educatibnal research
related to the developmental process of teacher edﬁcatioh.

Audit trails were developed by first reviewing the transcriptions, identifying an
appropriate entry point from which to initiate a domain analysis, selecting and
sequentially listing related data, making identifications, and providing analysis

statements.

Summary
Chapter ITI provided an interpretation of the methodological paradigm chosen for
this study and justification for its use in this study. Furthermore, the chapter identified
the specific methodological and analytical processes used in addressiiig the research
problem. (See Appendix G for an intcrpretaﬁon of the methodological process) The
following chapter draws attention to the characteristics and qualities of the five beginning
teachers in an effort to bring the reader closer to the realities of those teachers as

experienced by the researcher.
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| CHAPTERIV
THE TEACHERS OF THE STUDY

Introduction

The five beginning teachers who volunteered to act as informants for the study had
graduated in May of 1987 from a four-year elementary teacher education degree program
associated with a western Canadian university. Three women and two men made up the
informant group.

Each volunteer informant had successfully gained employment with a provincial
school jurisdiction following graduation. All five individuals had no previous teaching
experience beyond the student teaching practicums associated with their undergraduate
training. Sandra, Darlene, Marsha, Ross, and Kirk were identified by the researcher as
informant candidates based upon their employment status, upon their ability to articulate,
interpret, and evaluate their thoughts concerning the research design problems, and upon
their ability to maintain accurate anecdotal records.

Sandra, Darlene, Marsha, Ross and Kirk, brought to their new teaching roles a
blend of their personalities and their pre-professional teaching experiences. Their
individual differences and varied family-life encounters contributed not only to how they
perceived their lives and careers as tcachers, but how they functioned in their daily
personal and professional lives. Each individual's unique life experiences formed a
personality intra-structure which directly interacted with the dynamics of their new
professional career.

The portraits of Sandra, Darlene, Marsha, Ross, and Kirk, as presented in this
chapter are provided to assist the reader in understanding more completely who these
informants were. More importantly, each individual profile is presented to link the

individual personality to the data in a way that will add rich character to the five teachers'
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thoughts, bgliefs. feelings, and g:ircumstabccs as j:resemed in Chapter V.

Chapter IV provides a biographical ovcwiéw of each 'u\formani that includes:
details of their childhood, school experiences and pre-service training, a synopsis of
their six month teaching expexience. their perceptions of teaching, and information

pertaining to their present status.

Biographical Accounts

Throughout the data collection period each beginning teacher talked freely about
their past as a child, as a student in school, and as a university student registered ina
pre-service teacher education program. Furthermore, they discussed their feelings
toward the significant others in their lives who supported and/or influenced them,
identified personal and professional concems associated with their new teaching |
positions, and speculated on their own goals and future aspirations in teaching.
Invariably, each individual's response reflected the uniqueness of their situation and
their individuality.

All five volunteer informants applied for and had been successfully selected into an
elementary degree program offered by a western Canadian university. Their program
consisted of a introductory liberal arts and s¢ience academic first year, a
professional-education second year, and & third sad fourth year course of study which
consisted of a sixteen-week extended student teaching practicum and the opportunity to
complete course requirements in areas of subject specializations. Throughout their four
year teacher education program, a pedagogical focus was maintained and supported by
the liberal arts or sciences. Three sequential student teaching experiences, each
supervised by a different cooperating teacher, were requirements of the program. The
third student teaching practicum incorporated a student teaching seminar, which was

designed to assist the overall practicum process.
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The calculated, graduation weighted-percentage-average for the five selected
informants ranged from sixty-nine percent (69.0%) to seventy-four-decimal-eight
percent (74.8%) while their extended student teaching practicum evaluation range irom
“very good" to "outstanding" on a professional development scale associated with a

student teaching profile evaluation.(See Appendix F)

Biographical Profiles of the Five Beginning Teachers
Marsha's Profile

Marsha was a vibrant, talkative, self-confident, and positive individual who
brought excitement and enthusiasm to whatever she did. Her personality seemed
infectious and one which inspired others to "get on board" and to help, or make each
situation better. At twenty-two years-of-age she was a tall, striking individual who
eagerly responded to any leadership oprortunities directed her way.

Marsha grew up in a family linked to the armed forces and was a sister to two
older brothers and one older sister. During her childhood she lived in middle-Canada
and also western-Canada where she attended Kindergarten to Grade Four and Grade
Five to Grade Twelve respectively. She had mixed memories of her Kindergarten to
Grade Four school experience. From her account, Marsha remembered that many
school activities were supported by the school staff and that the principal was a pleasant
and approachable individual. As she explained, that friendly open approach was
welcomed by both the teachers and the students. Marsha commented:

“I remember that is was quite an active school and the teachers and the principal

always had a lot of activities for all the kids in the school. The principal was a real

friendly guy and often came into our classroom to teach us a song. Even to this

day when I think of it I do not know if you would see that too often with principals
today ... that stuck in my mind” (Marsha interview: 8/25/87)

In recalling her Kindergarten, Grade One, Two, Three and Four experiences,
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Marsha was hutnoted by tl_\e thought of remembering certain teachers by certain events
and believed that such experiences may have had some impact upoh her perceptions of
what was good and bad in teaching.

Her move to a new province and city at the age of ten was difficult for Marsha. At
that time she was shy and reluctant to talk to other children and had the "horifying"
notion that nobody would like her or be her friend. Marsha's personality continued to
grow as she became more familiar with her new home, and as she moved into the senior
grades she viewed her school experience as one which provided her with the
opportunities to become involved with various school activities.

For Marsha, however, her family's military roots influenced her decision to join
the Air Cadet movement where she enjoyed the comradery and the opportunities to
progress through the ranks. This out-of-school experience along with her formal
schooling allowed Marsha to meet others and take part in many different activities. As
Marsha recalled:

“I was in Air Cadets when I went to high school and that was my big thing at that

time. High school was fun, but it wasn't something that I really got involved in.

There were lots of "cliquish" groups, something that [ hated. I'never really wanted

to be part of any little group so I just decided to get along with everybody.”

(Marsha interview: 8/25/87)

She had experienced mixed feelings about going to university as she initially had
considered attending military coilege. From Marsha's perspective she was not
completely sure of what she wanted to do after high school and chose teacher education
after completing the introductory course work associated with a Business Administration
degree. Marsha was interested in reading, skating, swimming, and gliding, and in
recalling those "decision filled" days commented on those factors which assisted her in
making her university career choice. She reflected:

“When I finished high school I was not sure what I wanted to do. Ikind of
thought I wanted to teach ... for the "big bucks" (laugh) but this counsellor in high



school, who used to drag me into his office, convinced me that I should become an

accountant, because I was getting 97% in Grade Twelve Accounting. So I just

thought that that was the thing I was supposed to do. Iregistered in the Faculty of

Business Administration my first year at the university. It tumed out to be boring

and because of the teaching I was dointg in Air Cadets ] thought that I would enjoy

teaching. Soin m;' second year I transferred over into Education” (Marsha

Interview: 8/25/87)

The transition from high school to university was positive for Marsha, and she felt
comfortable making the decision to enroll in the elementary teacher education degree
program. Her impressions of the education classes she had registered in reinforced her
commitment to teaching. The classes were challenging, allowed for the expression of
personal views, provided a practical experience in a school, and were not “your basic
write it down spit it out classes.”

Marsha's academic and practical work was exemplary and her optimistic nature

assisted her in dealing with the numerous crises which she, like others, had to contend
with during the remaining three years of her degree program. In reflecting upon her
classes and the initial student teaching experiences, Marsha said:
“My first education class was really different than the other classes I had taken.
My school experience at St. Mark's was great. I had Grade One and Two. [love
kids and I could squeeze them to death. I had a good time, but I just wanted to try
an older grade. So in my next student teaching experience I taught Grade Six,

Seven, and Eight. I went from one extreme to the other. I really enjoyed that ...
you could be yourself and I was more comfortable with that.” (Marsha interview:

8/25/87)

Marsha maintained a respectable grade point average bordering on distinction and
proceeded into the final extended student teaching practicum in her third year. Marsha
taught Grade Five children at St Michael's elementary school and received an
outstanding grade for the work she accomplished over the sixteen week experience.
From her perspective, Marsha questioned whether she was just good at doing what she
thought her cooperating teacher wanted her to do, or whether she was just "born" to
teach. She commented:

“I was just thinking about student teaching ... it seemed that it went so well that
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perhaps I was doing things the way they wanted me 1o do them. My cooperating
teacher said that | was an easy person to get along with and maybe you would
think that ] was doing everything just to please um. He would let me do anything
that I wanted to do ... you can learn from your mistakes. He would leave the
room and then say *how did it go?'" (Marsha interview: 8/25/87)

The comments provided by her faculty advisors and cooperating teachers
throughout her student teaching experiences affirmed her teaching ability. In this regard,
their reports indicated Marsha's responsiveness to children, initiative, interest, and
attendance. The cooperating teachers written comments clarified their position.

Marsha's first cooperating teacher wrote:

“Marsha was 8 most co-operative involved student. She has a wonderful

personality which is most certainly suited to working with youngsters. She was a

pleasure to have in our classroom.” (Cooperating teacher's written comments:

11/23/83)

Following an extensive student teachihg experience in her second professional year
Marsha's second year cooperating teacher recommended her for the extended third year
student teaching experience. The cooperating teacher wrote:

“Marsha demonstrated her ability to teach as a professional person. Her ability to

self-evaluate was demonstrated in written and oral forms and she appeared to

recognize her weaknesses and would dpracticc: to improve where needed. She acted

favorably on any feedback and in so doing improved in her teaching performance.”
(Cooperating teacher's written comments: 12/17/84)

Marsha completed her sixteen week extended studentl teaching experience in 2
Grade Five classroom setting. Upon completing the practicum she received an
"outstanding" evaluation and a nomination for a student teaching award. In reflecting on
Marsha's performance her third cooperating teacher remarked:

“Marsha has many strong qualities. She is a complete and whole person. [ admire
her ease at which she relates to students. She is very natural, relaxed, and
demonstrates a warm humility that the children really appreciate. She exercises so
much patience with the students, never showing frustration even when children
can unnerve a person. Marsha has shown teaching skills and techniques that |
would only expect to find in an experienced teacher. I know she will not just be a
good, but an excellent teacher. I would highly recommend to any school board

that she be given a position with them. Their system would be proud to have a
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beginning teacher with such high quality teaching techniques.” (Cooperating

teacher's written comments: 12/17/85)

When Marsha completed the student teaching component of her program she, like
others in her class, felt ready to go out and teach. From her perspective, the level of
self-confidence generated from the student teaching experience was strong, and
returning to the university to complete the post student teaching course requirements
seemed initially somewhat anti-climatic. As she mentioned:

“You lose some of your confidence because you have been away from the school

for a long time, and when you get back to university you start thinking that you are

not ready for school because there are so many other things you could be taking.”

(Marsha interview: 8/25/87)

Marsha took on a student leadership role in her final year of university and early in
her final semester applied for teaching positions in and outside her resident province.
During her four year degree Marsha had specialized in reading and language arts, social
studies, and mathematics. She, in some respects, was concerned that her areas of
expertise were too general and did not fall into the "trend" areas of french and special
education and would inhibit her chances of securing a teaching position. This
uncertainty, along with other personal factors, contributed to her approach in job
hunting. As Marsha explained:

“It was funny. When you started looking for jobs people would ask you what

your specializations were and they would laugh. in their way they were saying

“like forget it baby you are not going to get a job with those areas of expertise’

After a while I began to feel like a big loser.

So I sent out my resumes in February and I was ready to go anywhere ... a

different province ... who knew. Then I got a boy friend and that changed things.

I decided to apply around here and take what I could get. Then my principal

phoned on graduation day ... can you believe that ... and asked me up for an

interview. They offered me the job and I took it.

My first thoughts were really about my personal life. Ididn't think at first about

the working aspect. Only about moving, the change in my life, the different
situation and the financial part of it all.”

Feeling confident about her new job, Marsha moved to her new locale



approximately two-hundred kilometres from her home, rented a ohe bedroom apartment
and settled into her new surroundings. She expected to feel "high ﬁnd low" tibout being
where she was and diligently applied herself to school tasks in an effort to occupy her
mind, stay on top of all the work of starting school, and fulfill her integral professional
beliefs.

Her new home was in a new walk up apartment complex with a second floor
North-East view on the out-skirts of the city. The location was approximately five
kilometres from her school in a city with a population of about thirty thousand residents,
boasting a new shopping mall, a revitalized downtown core area, and a vibrant cultural
history.

Marsha's school was a small eight room building nestled into an older city
residential community. The well treed school grounds contained two playground areas,
a hockey rink and a small rectangular tar-max with four-square and hop-scotch
markings. The cream colored school was clean, orderly, and smelled of wax that coated
the long green linoleum hallway. The school had been painted during the summer,
certain classrooms carpeted, and the utility-playroom, which doubled as a gymnasium,
re-organized. Marsha considered her school "homey" and warm, and was excited about
the prospect of finally having an opportunity to create her own effective learning
environment within a family type atmosphere.

Marsha was to teach a Grade Six class during the momings and a Grade Four class
in the afternoons. This arrangement required her to share the classes with the principal
and with a part-time Grade Four teacher. Her first few days at the school were spent
independently organizing and preparing tentative lesson plans for her classes. A final
class timetab;‘e was presented to her one week after school began.

Marsha arrived at the school early, most mornings, and worked well into each

evening. She based most of her initial work on the direction and information provided
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to her by the principal and at times felt frustrated at not having a permanent homeroom to
work from. During the first few weeks of teaching Marsha planned one day at a time,
was surprised at how quickly time was pessing, and concerned that she was not as
organized as she would have liked to have been.

The task of teaching two different grades challenged Marsha and on occasion she
questioned the effectiveness of her "dual-role.” Sometimes she expressed concem over
the integrity of the school program, the direction provided by the principal, and the
general climate of the school. From her point of view, she had to quickly learn on the
job to accommodate the "traditional” climate of the school, an environment which she
had not expected, and to deal with personal life conflicts. One brief comment made by
Marsha captured her mood and thinking about her overall situation. She reflected:

“It is a short week and all of a sudden 'you get back to realize that report cards are

coming up. You want to spend so much time on a nice creative activity but the kids

are supposed to have more concrete things to study from. You realize that there
are strict evaluations coming up and that the parents want to know what their kids
are getting marks for.

On top of that, going home is hard for me .. so hard. My personal life has had an

effect in this too, you know. I sometimes feel out-of-place here and I am

beginning to believe that your personal life has to be in "sync" with your
professional life. Sometimes I wonder just why I am here ... it just does not

make sense at all.” (Marsha interview: 10/14/87)

Marsha involved herself in many of the school extra-curricular activities and
allowed her personality to excite the children to participate. From her perspective she
felt good about her work and took on additional responsibilities when she was required
to. It seemed that the more work she did the better she felt and the more organized she
became in order to keep up with the pace.

After school Marsha would occasionally meet with a colleague who had, ina
similar fashion, been hired to teach by the separate local school jurisdiction. Asa

support system, the two women would share their professional problems, and discuss



personal and pmfessional plans. Their collegial relationship helped keep their spirits up.
Each had muiual experiences with which to share ﬁnd each, being new to the téaching
profession, used their friendship to freely express thoughts and opinions regarding the
numerous events which occurred in or out of the school time.

Marsha worked hard maintaining a positive classroom atmosphere. The intensity
and enthusiasm which she brought to the job was infectious. She buoyed herself up by
generating and organizing new and different learning activities for her students, and
planned weekends around her boyfriend's schedule either back in her original home or at
her new residence. Over Christmas, Marsha became engaged and her plans to continue
teaching for the school jurisdiction changed. During that ime, Marsha made the
decision to resign from her teaching position at the end of June and move back to where
her fiance’ lived. She anguished over whether she would get another job and wondered
whether future employers would question her integrity since she decided to give up her
teaching position after only one year.

Marsha's comments captured how she perceived herself continuing with her job
commitment until the end of June.

“It is terrible to say you look forward to your breaks, but before Christmas |

would say I could hardly wait. Because of the ‘big step’ the idea of going to the

end of June ... is tough in a way. It sounds like [ am saying I will be killing time
from now until June, but really I am looking forward to working really hard up
until then so that I feel like I deserve a nice summer break.” (Marsha interview:

1/21/88)

Marsha's first sixth month teaching experience was in her opinion challenging and
sometimes frustrating. She found herself challenged to meet the needs of the diverse
student groups she was teaching and concerned over the social inequities that existed
within the community. From her perspective, the lack of effective parenting,

self-motivation, and even student nutrition required her to approach her job differently.

As time wore on, Marsha also became aggravated with her principal. Frequently,
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she would comment upon his lack of interpersonal communication skills or his general
philosophic approach to teaching or working with students. Marsha, at times, seemed
prenceupied with what the principal did or did not do, and found it difficult to accept his
particular ways. In commenting on her principal's artions and upon what she would tell
fourth year education students about teaching she said:
“You know, | am really trying hard to sort out in my own mind why I don't agree
with some of the things my principal does or says. He may have these ideas of
how the schoo! should be run, but the way he talks to people ... I just don't
appreciate it. It sometimes makes me feel like telling him to go to hell.
‘Teaching is a different thing when it is a job and you are governed by a principal
and you are in an administrative environment that you have never been in before.

Basically the principal is ‘boss.’ Do what he likes or you are up the creek ... for
the first while | guess.

I don't think T 10ld you about this, but after our last meeting in December a couple
of teachers and | went out for a drink and they were saying that you ‘just smile
through your teeth at the principal even though inside your are going grrrrrrer!’

You have to smile and walk away and do your own thing. They did say thouéh
that you had to wait until you got tenure.(laugh)” (Marsha interview: 1/21/88)

Mursha on the whole, enjoyed her job and effectively dealt with any problems that
arose. Like her personality, she viewed her experience as positive, however, her final
comment concerning what she thought she was getting out of teaching reflected
disappointment. Marsha said:

*...1 would have to think back to what I thought I was going to get out of this. I

am happy, but it is hard because at university [ had this idea of what T would like

w see in o school, and I don't really think that what I expected was fulfilled. [ am

all right, it is not bad ...l am ok! ['think I realized that the principal's personality

was one big thing that bothered me ... but there are days when I know [am

helping these kids and [ am still rying to do my best.” (Marsha interview: 1/21/88)

Marsha continued teaching until the end of the school term and officially resigned
June 3h. She moved back to her home city, was married on July 23rd and spent the
vest of the summer months travelling, and moving into and organizing her new house.
Marsha appliad tor a teaching position within the large urban school jurisdictions, but

was placed on & supply teaching list in both instances. She was called to supply teach
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on six occasipns and from her perspective did not enjoy thé way she was treated by
other staff members, the fact that she would not know what she would be doinﬁ from
day to day, and the situations in which she 4did not know the students names and
backgrounds. ‘

In early October Marsha was hired on a temporary contract until December 23rd to
serve as a Grade Seven/Eight, principal's relief teacher. After Christmas Marsha
continued to teach fifty-percent teaching time and was further contracted to teach Grade
Eight students, thirty-percent of each day at a different school. Her responsibilities
included, teaching Mathematics, Reading and English, French, Spelling and Visual Art.

Marsha continues to teach in this capacity, is still looking forward to securing a
permanent teaching position, and continues to wonder about her ability as a teacher, the
effectiveness of schools and the utility of teacher education programs. Recently, she has

been considering a career change.
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Darlené's Proﬁle »

At twenty-two years of age Darlene was a polite, qui;e npn-assuming woman, who
took pride in her appearance, and was emotionally calm. She had a gehtle. soft-spoken |
manner which became more assertive as trust between herself and others was
established. Darlene was articulate, illustrated a concemn for others and seemed
comfortable following rather than leading in professional group situations. Her
reserved personality reflected a cautious but optimistic individual who tried to do her
best in a non-assertive way.

Ever since Darlene was a child she wanted to be a teacher. She grew-upina
family of five where music and a university education were important. As the youngest
of five, Darlene lived in a small prairie city, had been involved with church youth
groups, taught Sunday School, was an accomplished swimmer and had instrumental
musical talents. Darlene's two older brothers had teacher education backgrounds.

Darlene completed all her schooling in her home city and had fond memories of
each of her elementary and high school teachers. Darlene's academic record indicated
that she was an above average student whose major interests at that time were music and
cosmetology. As a student growing up she had always seemed to favor teaching as a
career. In reflecting Darlene commented:

“All through high school I knew I was going to university. I maybe did not know

exactly what ] wanted to take, but I always had my heart set on teaching and [

guess that is why I ended up there.” (Darlene interview: 8/25/87)

Darlene enrolled at a western Canadian university in the elementary teacher
education degree program in 1983. She enjoyed the university atmosphere and the first
year courses, but volunteered that her attendance was poor and her interest seemed less
than academic. Darlene, although somewhat embarrassed about her first year work,
laughed openly when reflecting upon her first year experience. To her the highlight of

that year was her introductory education course and the student teaching experience
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associated with it.

While she did not like the strict and rigid approach taken by her Grade One/Two
cooperating teacher, she did take a keen interest in the total student teaching experience
by observing others teach, listening to oral reading, checking workbooks, helping in the
development of a school play, and participating in small group teaching. In recalling the
experience Darlene said:

“All I seemed to do during that time was correct notebooks. I do remember that

the classroom was very rigid ... something I did not like ... . The kids had to sit

in their desks like this [gestures of stiff bodies and straight lines). Isn'tit funny ...

that, that is what I would remember.” (Darlene interview: 8/25/87)

Darlene was accepted into a second year early childhood stream of the elementary
degree program and successfully completed the course work associated with that
professional year. Darlene was teamed with another student in her second student
teaching practicum and found the overall - xperience to be most rewarding. Not only did
Darlene enjoy working with her cooperating teacher, but she found the opportunity to
share ideas and concemns with her student colleague most useful. In reflecting upon that
second year student teaching experience Darlene said:

“We had Grade Three, and our teacher was very willing to let us try anything we

wanted, so in a way we were encouraged to learn from our mistakes. Working

with Doris [student teaching partner] was good ... we were honest with each
other. Overall the experience was a good one. Lots of work, but it sure prepared

you for what was ahead.” (Darlene interview: 8/25/87)

Comments supplied by her cooperating teacher at that time were positive and
reflected Darlene's ability to organize and plan lessons, maintain an effective classroom
climate, and self-evaluate. Her cooperating teacher’'s comments further indicated
Darlene's professional commitment to teaching. Her cooperating teacher wrote, in

recommending her for the extended student teaching experience:

“Darlene has the ability to be a very good teacher. She is conscientious and very
effective with children. (Cooperating teacher’s written comment: 5/10/85)



53

Comments provided by Darlene's faculty advisor reinforced this bosition. Her
advisor, in writing feedback related to one of Darlene's lessons wrote:

“Individual help was given where necessary. Your role as a facilitator in helping
the students was evident. Many different approaches and techniques were used.
Students were motivated, the noise level was good and there was plenty of student
imeraction. For the first attempt at this technique your lesson was beautiful. Iam
glad you tried it!" (Advisor's written comments: 3/13/85)

Darlene spent the sixteen week student teaching practicum working with a split
Grade One/Two class. From her account, the opportunity to work in such a situation
was positive and provided her with a confidence in her ability. The feedback from both
her cooperating teacher and faculty advisor indicated that Darlene had a more mature
understanding of the teaching process, was effective in utilizing various instructional
strategies, and would contribute significantly to a school staff. In a letter written by her
cooperating teacher in conjunction with Darlene's final student teaching report, the

teacher wrote:

“Darlene has been a valuable asset to our classroom. She has consistently handled
herselfin a r‘rofessional manner. She began with an enthusiastic approach and that
enthusiasm has resulted in developing a respect from the children and other staff
members. Darlene has been reliable. Her lessons and units are well prepared and
presented to the students with well-thought-out explanations, demonstrations and
objectives ... Darleae's professional growth has been aided by her willingness to
accept and utilize feedback in a positive fashion. It is without hesitation that [
recommend a passing grade in her sixteen week student teaching experience. She
will be an excellent addition to the teaching profession.” (Cooperating teacher’s
written comment: 10/12/85)

Similarly, the principal of that school wrote of Darlene:

“... During the past four months Darlene has taken time to become knowledgeable
about the overall objectives of the school, has developed ideas to further the
teaching of subject matter in the classroom, while accounting for behavioural and
cultural differences of the individual students. She has planned carefully to ensure
that specific objectives in her lessons would be suitably presented to the students.

Darlene should, with added experience, become a teacher of very superior value to
any staff she works with. It has been a pleasure to know and work with her.”
(Cooperating Principal's written comments: 12/20/85)
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D#rlene mceived an ovemli _evaluq:ién foUoQinghef éxiended pmcﬁcum of
"outstanding," the highesi rating given to s;udént teachers by the uﬁiversiiy, Frbm her
own perspective, university could "only pnpan a person so mﬁch" und with this in
mind she applied to various school boards for a teaching position viewing an
opportunity to teach for the first time as developmental.

Darlene applied throughout the region for a teaching position prior to graduation,
and early in Juns was personally surprised to receive a teaching position close to a large
urban centre. The competition for the position had been intense and Darlene believe that
continued hard work would ensure her survival. Reflecting upon being hired, Darlene
remarked:

“I could not believe that I actually got the job here ... so close to the city. I felt

lucky because I figured there would be a lot of people applying for this job so I felt

e et aopls bl e 1o chioos rom.” (ol meriew:

10/19/87)

Darlene was contracted to teach Grade Two in a Kindergarten to Grade Four
school, located in a smail town twenty kilometres from the urban centre. Her "L"
shaped school had been refurbished in recent years and boasted a relatively new
gymnasium, eight classrooms, a resource area, and bright and functijonal staff room.
The school yard was large with various field-sport areas and an adventure type
playground. The basic ground cover was prairie field grass.

Prior to the beginning of school, Darlene spent time at the school organizing her
classroom, identifying curricula materials and familiarizing herself with the rest of the
teaching and support staff. Earlier, she had made the decision to live in the small town
and had rented a small but homey suite located within a few minutes walk of her school.

A week before the commencement of school Darlene found herself making

unilateral decisions regarding what to teach her pupils. She attended a general



information session organized by the director and principal of her school, was eager to
do well, somewhat apprehensive about beginning her new job, and the youngest teacher
on the school staff.

Darlene's bright classroom contained a piano and also enough space for a
children's work area. She had organized her classroom before to starting school, and
had taken the initiative to consider and select curricular materials designed for her Grade
Two class. Being uncasy about beginning teaching, Darlene said:

“I am a liftle anxious in ways. Can I do it ... keep control. One thing that is really

bothering me is Math. There are 256 pages of math ... that is one a day. 1 also do

not have many activities for them to work with. I have absolutely nothing. You
know ' ings to keep the children busy. My biggest problem is having enough for

them to . 5, so that they don't get into trouble.” (Darlene interview: 8/25/87)

Darlene was also concerned about "not knowing for sure" what curricular materials
were to be used. From the formal induction meeting, she came away believing that she
should follow the curricula like "a Bible." Furthermore, she was unsure about what her
principal's expectations were concerning content to be covered. She said:

“I don't really know what his attitude is towards the curricula guide book and

everything else. Like when he says we have this reading series but he did not

bother ordering the supplemental reading workbooks!! ... I really don't know

what he thinks about following the guide books.” (Darlene interview: 8/25/87)

Darlene's days were long. She awoke early every morning and finished the day
back in her suite at 11:00 p.m. Darlene's day was "all school.” She commented:

“Well I get up at 6:30 a.m. in the morning ... I don't eat breakfast ... I try to eat

something but [ am usually not hungry. I'am nervous about the day. As soon as [

get up [ start thinking about school. T walk to school and try to get there by 7:30

a.m. . [ am the first one there. I don't usually take a break at recess or at lunch . 1

stay here and work. The majority of the time [ stay in my room. I usually eat
when I get home at night.” (Darlene interview: 9/21/87)

She further stated:

“Right now I will go down to the staff room for ten minutes at dinner time and
grab a coffee, but that is it. I stay after school until at least 6:00 p.m. or 7:00 p.m.
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and then I still take work home. The day seems to be a little longer now and
always end up taking things home to do.

The first thing I think about when I wake up in the moming is what | have to do to
get ready for the day. You see sometimes [ like to read poems together with the
kids so { might wake up and wonder whether I will have to look for poems when |
get to school. Or I will go to bed and think I could be doing this or I could be
doing that or this is what [ am going to get done this weekend. Sometimes I have
sllceliless nights where I lie awake for hours thinking school and looking at the
clock.

T usually take Friday nights off because by Friday I am "burnt-out.” I go back to

my home town on most weekends, but I come home on Sunday afternoons and

start working."(Darlene interview: 10/18/87)

For the first few days Darlene experimented with different materials and strategies
in an effort to manage and meet the needs of her students. Eight days after the
commencement of school Darlene was formally evaluated by her director, and was
brought to tears by his comments. It was at that time, September 10, 1987, that Darlene
lost some of her self-confidence, questioned her worth as a teacher, and struggled to
salvage her personal career aspirations.

Darlene began to spend more time planning, and more time worrying. Her level of
trust in others diminished, and her teaching career became an "up and down" experience.
She clearly understood her predicament but was concemed about what approach she
should choose to help herself survive the unsettling situation. She commented:

“I am saying that [ have to change and do what they say. When they come into

your room you are going to do things the way they want. When they are not in my

room I will go about doing the things in my own way and feel good aboutit. You
see if I don't do it their way I am not doing it right. What is stopping them from
getting rid of me and getting someone else who is going to do it the way they want

it to be done. Whether or not [ agree with what they are doing, does not matter at
this point.

Now I really do not feel like [ am in a position to say anything. Iknow thata
group of teachers are trying to get into this "whole language” thing and they have
started a support group. For me to get in there and fight and be a pant of that goes
totally against what the director wants. I feel I would get ousted if I stirred things
up in that way. A person gets confused. Should you be doing it your own way or
should you be doing it their way?" (Darlene interview: 10/18/87)



Throughout the six-month period Darlene continued to develop extensive lesson
plans, re-organize her classroom, plan and carry out seasonal events, complete student
evaluations, conduct parent/teacher interviews, while coping with uncenainty. In
describing her teaching role, Darlene compared the good moments to the bad and
worried whether she was doing things right. To her, she spent more time wondering if
she was doing what her director and principal wished her to do, than on what she
thought best for her students.

Darlene gained a certain amount of support from other teachers on the school staff
but continued to receive "mixed messages” from those in authority. She stated:

“I went through another evaluation and even though I am used to being evaluated

this last one really threw me for a loop. I had a total change in attitude and

wanted to quit right then and there ... just give up. Then the Assistant Director
came out and he did not see any problems so I changed my attitude again. I said

Ok! it will be all right and I should carry on. I was beginning to think that I was a

total flop.” (Darlene interview: 12/21/87)

Darlene's professional life seemed to consume her days. She spent little time
socializing each week, discussed her problems with her boyfriend via long-distant
telephone, and tried to visit close family members on weekends as a means of "getting
away fromit all.” Darlene viewed the Christma: vacation as a reprieve, and a chance to
relax and visit with her family and loved ones. During the Christmas break she
anti~ipated that her situation would improve in the new year.

Darlene took the initiative to discuss her teaching situation with her principal after
Christmas and continued to be confused over what was expected of her. Darlene
believed that a personality conflict had developed between herself and the principal, and
she found it difficult to discuss her problems with him. From her perspective there
seemed to be a lack of trust, poor communication, general uncertainty, and little caring

and sharing on his part. Shortly after the Christmas vacation she felt as if she were

"sinking" rather than "swimming" and spent most of her time thinking about school and
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how to cope with her situation. Her personal relationship with her boy friend became
strained and her self-confidence weakened.

Later in the new year Darlene reviewed the literature written about various
strategies for resolving conflicts that she had become familiar with during her university
training. Correspondingly, she sought out advice from past university faculty members
and developed a short term and a long term goal plan. Her concept of teaching
encompassed teaching children, dealing with parents, and interacting with different
levels of authority. Furthermore, she was cognizant that her problems were possibly
caused by the incompatibility between her and the principal's perceptions of teaching,
and believed also that her situation was unique to her school situation.

Darlene made an appointment with her principal in early April to discuss her short
and long range plans. At the early moming meeting, before she was able to discuss her
plans, the principal informed her that she would not be hired back again the following
year. Shocked, Darlene left the school that moming, went home to her parents, and
returned to the school the next week. She taught at the school until the end of June and
then formally resigned.

Darlene did apply to other school jurisdictions for a teaching position the next
September. She had one interview, but was unsuccessful in her attempts. In July she
enrolled in a one year cosmetology program offered through a local post-secondary
college, attended two whole language workshops and was engaged to be married. Upon
completion of the program Darlene has full intention of applying for teaching positions

throughout the region.

Kirk's Profile
Kirk grew up in a small prairie town, one-hundred-and-thirty kilometres south of a

large urban centre. He was self-confident, and a skilled athlete who took pride in
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maintaining his physical fitness. His optimistic character was tempered by a reserved,
sincere desire to learn, and his polite manner and willingness to help others was implicit
in his personality. He worked well with others, was demanding of himself, and could
when the occasion arose, maintain an authoritarian posture.

Kirk, at twenty-two years of age, was the oldest of two children in a family of
four. He had attended school from kindergarten to Grade Twelve in his home town and
Kirk's memories of his early school days were positive. Upon reflection, he fondly
remembered his Grade One to Four teachers and the friendly, but strict, ways of the
school. Kirk's memory of his Grade Five to Eight teachers was also positive. As Kirk
recalled:

“My Grade Five and Six teacher was good. He had a sense of humor, laid it out
on the line, always gave hard tests, but for some reason you really leamed. The
teacher I think, however, that was most influential was my Grade eight teacher.

He was a young guy and, maybe twenty-four. He was a really good role model

for me. He was sports oriented and he also started getting us involved with drama

plays to present to the public. He took us on outdoor education trips and things

like that. In a way he was a good all round teacher.” (Kirk interview: 8/25/87)

Kirk also reflected upon other individuals who had taught him, and who had
provided him with exceptional experiences through coaching. During his school days
Kirk was a member of the local wild life society, a swimming instructor, and had been
an athlete on many sport teams.

Kirk's school experiences and parental support influcr.ced him to go beyond high
school and apply to university. He always wanted to attend university but was unsettled
as to what field of study he should pursue. He was interested in both forestry
conservation and physical education, and decided in the summer after Grade Twelve to
enroll in education with the notion of becoming a physical education teacher. He applied

to the university that was closest to his home town and nis grandparents where room an:!

board were available.
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Kirk maintained above average academic grades during his first year uhd enjoyed
his initial teaching experience with Grade Five children. He exhibited personal initiative
throughout that teaching experience by remaining after class to work with his
cooperating teacher, attending parent/teacher interviews, and volunteering to teach
different subjects when possible. Kirk was recommended by his faculty advisor to
continue in teacher education, and made the decision to enroll in a middle years teacher
education program, specializing in physical education and social studies. During
year-two of his university course work Kirk considered the workload challenging.
From his perspective, however, some of the course content seemed inconsequential. In
reflecting upon his second year teacher education experience, Kirk said:

“The university was not the greatest positive teaching environment. Some of the

professors just did not practice what they were preaching. The Reading-Language

arts professor was something else. We were supposed to be learning about a

varicty of teaching approaches, but all the "prof" did was talk in a monotone voice,

give notes, give handouts and lecture more in a monotone voice. Everybody tried
to learn but you came out more confused than when you went in.” (Kirk interview:

8/25/87)

During Kirk's second student teaching experience he worked with Grade Seven
students. His cooperating teacher at that time found Kirk to be committed to teaching
and interested in the well-being of children. According to his cooperating teacher, Kirk
was well organized, maintained good classroom management, and took the initiative to
experiment with various teaching strategies. His cooperating teacher reported that Kirk
responded well to the children, while demonstrating interest in teaching and the on-going
activities of the school. His cocperating teacher wrote:

“Kirk has improved throughout the year in his organizational and planning skills.

He has good classroom management, and has employed different skills and

strategies where appropriate. Kirk has developed excellent rapport with the

students and I believe Kirk is willing to give that little extra to make him a
successful teacher.” (Cooperating teacher's written comments: 4/24/86)

Kirk's recollection of his second teaching experience and his cooperating teacher



were positive. He said:

“My cooperating teacher really wanted me to get into depth. In that way I thought -

he was a great teacher. He was strict, but had fun with the kids, He used different

teaching aids to spice up his lessons and he motivated me to get involved. [ran

clubs and stayed after school to work.” (Kirk interview: 8/25/87)

Kirk was assigned a Grade Eight class during his final extended student teaching
practicum and immersed himself in the challenge of that experience. During the four
month teaching experience he incorporated innovative lesson activities, volunteered as a
volleyball coach, and took the initiative to involve himself in school club activities,
student supervision, and extra-curricular events. Comments from his cooperating
teacher reinforced the "very good" grade Kirk received following the extended student
teaching practicum. The teacher wrote:

“Kirk taught classes in a variety of subject areas. Flexibility was demonstrated as

he taught successfully in a variety of situations - the gymnasium, the classroom,

and the out-of-doors. He attempted various instructional techniques and adjusted
his approach where appropriate.

Coaching skills were well applied as he took a group of twelve to fourteen year old

boys through a successful volleyball season with a considerable commitment of his

time.” (Cooperating teacher’s written comments: 12/19/86)

Before graduation Kirk applied for teaching positions in many large western
Canadian cities. He had a preference to teach in an urban setting but found that it was
difficult to secure employment in those centres. He also applied "just for the heck of it"
for a teaching position advertised by a school jurisdiction close to his home town and to
his surprise he was identified as the successful candidate out of a total of approximately
one-hundred and thirty applicants. The teaching position entailed teaching a Grade Eight
homeyoom class, a variety of Physical Education classes, coordinate the intramural and
extra-curricular school activities, and coach the senior grade athletic teams at a

Kindergarten to Grade Twelve school located on the outskirts of a small rural township.

In describing his last university semester and his new employment situation, Kirk said:
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“After the four month student teaching experience I wanted to get into a school
right away. [ felt very confident. I had originally hoped to get on in the city and
never expected or even intended to be going out to teach in such a small town.

The last semester was good, but I had to do a great deal of work. [ think this was

because after student teaching [ did not feel like working. You know, you are

finished with the teaching and you just do not feel likecgoing back. Iexpected the

%s;b semester to be mentally tough and it was. I worked hard and pulled off a

Actually let me tell you something, I didn’t want to go to Prairie View. I thought |

would be making some money and I thought if I didn't accept the position I would

be hearing about it from my parents for the next ten years. I thought that every
time I ran into financial problems ... if I didn't get another teaching offer they
would be saying ‘wegg'ou had your chance.’ So that kind of did it and I said ‘all
right.” I gave the board the verbal agreement and signed the contract. Then
thought after ... why did I take this job? ... because I never wanted to go to the
country, never. | just wanted to stay in the city because there were so many things
going on there.” (Kirk interview: 8/25/87) '

Kirk spent the week prior to the beginning of the fall school term collecting and
organizing materials, and talking with teacher acquaintances about what his future
program plans and job entailed. There had been no formal induction meeting conducted
by the school jurisdiction, and Kirk found their suggestions very useful in his initial
planning.

Prior to the beginning of school, Kirk was challenged to locate affordable living
quarters close to his new school. For the first three weeks he lived at his parent’s home
and commuted one-hundred-and-thirty kilometres to and from his school. After being
disappointed twice about the cost and availability of appropriate accommodation close to
his school, Kirk and another teacher, on the school staff, located and rented a home in a
small farming community twenty kilometres west of the school.

Kirk's schocl serviced the educational needs of children living in a large
agricultural community. Most of the children were bussed to the school and only a few
children, and none of the teachers, lived in the adjacent village. A five year old addition

to the school was attached to one section of a once older school, and the quonset-style
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gymnasium serviced as an auditorium and physical education facility. The school was
located on a hill overlooking the village of Prairie View which boasted a combined
post-office and general siore, a vintage grain elevator, five houses, and a gasoline station
located at the highway junction leading to town.

Kirk's school days began early in the moming. For the first three weeks he left
his parents' home at 6:30 a.m. arriving at school by 7:45 a.m.. He coached senior girls
volleyball for two hours every night after school, and organized and attended team-sport
tournaments most weekends. As the sports coordinator for the school, Kirk developed
intramural programs for Divisions two, three and four students, ordered physical
education equipment for the school, organized out-of school physical education
curricular events at the community recreational centre, and daily completed a personal
fitness program. Kirk's comments related to his personal life were indicative of this
busy schecdule. When asked about whether his schedule interfered with his personal
life, Kirk responded:

“Well my relationship with my girl friend in the city is over for now. Youseea

few times [ was supposed to call her and I just did not because I did not have a

telephone. I have just been too busy with moving and all ... so I think that

relationship is probably over. 1 am sure it is by now. Isuppose you could say

that that part of my life is on hold right now. It does not really bother me because I

would rather be coaching and doing what I am doing anyway. Talktomeina

month though and we will see (laugh).” (Kirk interview: 10/28/87)

Kirk spent most nights planning lessons, coaching the school volleyball team and
when required, grading examinations and student assignments. Two and one-half
months into his new job he began to feel settled and better organized. He enjoyed his
new home, purchased a new-used car, established a daily routine, and was nurturing a
new personal relationship with a woman living in a small city north of his home. In

reflecting upon his daily routine, Kirk stated that:

“I did not expect my personal life to change ... but it did. I have a little more time
atnoon now because the kids are running the intramurals by themselves. There is



playground supervision and whoever is on goes ... sometime if T am on I will go

outside and fool with the kids. Iam going to the small city just about every night

to work out and also see my girl friend. | am getting up around 7:00 a.m. most

mornings and usually at work by 8:15 a.m.. It just depends on what I did or did

not complete the night before.

As far as my commitment to teaching it has not changed. Thave slacked off a bit

by not Emparing as completely as I could, but that is coming back, It matters just

as much now as before. | have had some pretty hectic weeks and it is tough to
recover from them when you have been going twenty hours a day.” (Kirk

interview: 12/2/87)

Kirk's perceptions of being a first year teacher were mixed. In commenting upon
what he believed he was gaining from the experience, Kirk stated:

“I am gaining experience of-course. You gain organizational skills, and

self-confidence. You gain a sense of warmth if you see your students doing well

or when you know you are actually teaching them.”
Furthermore he stated:

“I would tell fourth year students to expect to be nervous at first ... and be ready

because there are always things that are constantly flying up. There are things like

absentee forms to fill out, homework letters, administration, phoning for teams to
play, and filing. A teacher should be organized. They should expect to work a lot
and take a lot of responsibility for themselves ... that is number one.” (Kirk

interview: 1/30/88)

Kirk successfully completed his first year of teaching and was granted a contract
extension to teach for a tenured position with his school jurisdiction the following year.
He moved to a small urban city sixty kilometres north of his school and continues to
teach physical education and general Grade Eight curriculum material. He is currently

applying for a teaching position in larger urban centres.

Ross's Profile
Ross's personality was characterized by a shy confidence, a non-assertive
willingness to accept challenges, .nd a strong disposition to do well at anything he

found of utility. He was twenty-two and most often maintained a subtle humor which



seemed masked by his "line-backer" physique, and gentle "rough-and-tumble” approach
when dealing with others. Ross was aggressive but fair and seemed to possess innate
leadership capabilities.

Ross grew up in a family of four and attended elementary and secondary schools
close to his home in a large urban centre. He did well in school, played a variety of
junior sports, and found the family-type climate associated with his schools personally
rewarding.

Ross's decision to become a teacher came after one semester of university courses
associated with a business administration degree program. While he did well in his first
year course work, the influence of his high school experiences and his overall interest in
children and sports inspired him to transfer into the faculty of education, and specialize
in physical education. The particular teachers and coaches Ross studied under and
played for during high school, made a significant impact upon his career decision. In
reflecting on those experiences, Ross indicated how much the climate of the school had
helped him. He stated:

“People would be interested in you. If you went fishing the principal would stop

and talk to you about it. Someone would listen and that made a difference. The

teachers dealt with our needs. That sort of thing molds your character... . Itwasa

whole different experience that set the tone for my life.” (Ross interview: 9/8/87)

In commenting on why he decided to attend university, Ross stated:

“I was not ready to work another SO years of my life doing something I did not

want to do. So I thought I would go to university. You see my high school

teachers, who were also my basketball and football coaches, were the greatest
influence on me because I liked what they were doing. The idea of teaching,
coaching and having my own team really appealed to me.” (Ross interview:

8/21/87)

Ross found his first year experience at the university quite different from his high

school days. He was reluctant to participate at first, had few friends attending university

from his high school, and found the impersonal nature of the campus intimidating. In
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this regard, he stated: |

“When I came to the university I was scared because [ did not know anybody. It

was a huge change. In high school we were helped along, but coming to the

university you had to fight for classes and no one wanted to help you. When 1

decided to go into education everyone said that I was taking the easy way out.

That idea was possibly in the back of my mind but I do not think it played a part in

my decision. It was my high school experience ... what | did there and what |

liked.” (Ross interview: 8/21/87)

Ross's first teaching experience found him working with Grade Three children.
The experience reinforced in his mind what the job of teaching entailed, and it helped
Ross define the grade levels he believed he was most suited for. The comments made
by his cooperating teacher at that time were positive and indicated Ross's ability and
willingness to initiate activities and participate in the on-going functions of the school.
His cooperating teacher wrote:

“Ross successfully completed the involvement program in my classroom.

Although he seemed very shy during the first couple of experiences, he became

very responsive to the children. He was well prepared, the children had fun and

he met all his behavioural objectives successfully” (Cooperating teacher’s written

comment: 11/29/84)

Ross's teaching interest focussed on midciz years children, and during his second
student teaching experience he excelled in organization and planning, classroom
management and commitment to teaching. Ross took liberties in defining his own
approaches to teaching strategies and was the kind of individual who interpreted for
himself what he thought was right or appropriate. In commenting about certain
university classes, Ross said:

“I expect to put in the time if I can see the utility in the activity. The classes [

enjoyed I put something into. Someone barking at me about reading ... 1 do not

think it helps. Help me design a reading program ... help me work through it.”

(Ross interview: 9/8/87)

His grades and statements about many of the university education courses

indicated his ability to grasp concepts and his desire for more practical and less



thearetical information. In a way he quietly rebelled agains; certain j:mfessional

approaches linked to his course work, but continued to "play the game" when necessary.

Ross commented:
“In some cases the courses did not give me enough. It seemed that some courses
did not help me in how to do things ... how I should go about doing certain
things. The curriculum class for instance was more of a philosophical class with a
scope and sequence chart that was never completed.” (Ross interview: 9/8/87)
His second student teaching practicum found Ross teaching in a Grade Six
classroom. While maintaining average course grades Ross excelled in his teaching.
Participating in a one-day-a-week teaching experience throughout his third year, Ross
developed and taught lessons based upon leaming objectives and teaching strategies.
During that experience Ross demonstrated a command of the subject content and skill at
general lesson planning. He employed various teaching techniques and motivational
strategies. His cooperating teacher's report, at that time, was complementary and

reflected Ross's reserved nature. His cooperating teacher commented:

“Ross is perhaps too hard on himself. He has no difficulty perceiving the positive
and negative aspects of a lesson. Perhaps if he would communicate his ideas a bit
more freely, he would gain more confidence which is not really lacking, but could
be of greater benefit to him” (Cooperating teacher's written comment: 12/13/85)

Later he wrote:

“Ross has a bit of a "laid-back" manner, has a strong awareness of what is going

on around him, and knows what he wants for classroom control. He showed

constant improvement over the year and I would not hesitate to leave my class in

his charge.” (4/17/86)

Following that year, Ross was successful in being selected for the final extended
student teaching experience. For that practicum Ross was assigned to teach a Grade
Eight class along with other grades when required. He personally found the experience
to be the "highlight" of his university training, and took pride in knowing that he had

been accepted by many of the teachers teaching at the school. Ross received an
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"outstanding" im_mli ev;iluaﬁoﬁ for his tex;ching from his »coopem‘vtinvg‘ te#ch&. whxch
indicated his ability in organization, planning, and motivating childsen to leam.
Comments from that coopemtiﬁg teacher and the fsr'mcipal of the échool were positive.
His cooperating teacher wrote:

“Ross has tremendous leadership qualities, is very organized and energetic. He
developed an excellent rapport with the students of the school and they responded
extremely well under his guidance. Ross set very high standards for himself and
developed a strong academic program for my class. [ feel that Ross would be a
very valuable asset to any school division.” (Cooperating teacher's written
comment: 12/5/86) ‘

Similarly, the principal of the school commented:

“Ross did his student teaching practicum at our school from September to
December, 1986. During this period he performed in an outstanding fashion. His
performance level was above our expectations in all areas. In addition to ,
possessing high intelligence and ininative, Ross 4 is very personable and
co-operative individual. He adapted quickly to the school environment and fit in
nicely with other teachers. We are confident on the basis of what we have seen
during the past four months, that Ross has the potential to become an outstanding
teacher.” (Principal's written comments:11/28/86)

Ross applied in early Spring for teaching positions throughout the province. After
graduating, Ross declined an offer of a principalship of a small rural school, and
accepted a Grade Seven interim teaching position at the Kindergarten to Grade Eight
school in which he had first student taught. The school, located east of a large urban
centre had been recently refurbished. A new gymnasium had been built, new equipment
had been purchased, and new learning resource materials had been supplied. The school
was adorned with color-coordinated carpets, bulletin boards and new fumniture. The
school also boasted a multi-purpose arts area, home economic and food preparation
facility, and a new industrial arts classroom. A central resource area was complemented
with numerous computer stations and work/study areas, and the developed school
ground included an adventure playground, skating rink, and outdoor education leaming

centres.



Ross's teaching duties encompassed teaching Grade Seven home room subjects,
and physical education to various other classes in the school. In effect he was in charge
of the physical education prograth and the gymnasium facility. Challenged by his new
responsibilities, Ross took pride in ordering physical education equipment, maintaining
the weight and equipment rooms and organizing exira-curricular events. Ross also
enjoyed the responsibility of coaching certain school teams and supervising the students
at recess and lunch hour.

Being familiar with the school, the principal, and many of the teachers assisted
Ross in adjusting to his new work environment. A one-day formal inductioa session,
which focussed upon school policy, also helped him in the transition.

Ross's personal confidence was evident in the way he expressed his feelings
toward the students, the principal, other staff members and the parents of the the school
children. To him the people he associated with were warm and frienaly, supportive, and
positive in their outlook. Even knowing that his term of employment at that school
would be officially over in December of that year, did not detract from his positive
perceptions of his experience. Ross cominented:

“Right now, as a teacher I think I have progressed a great deal from the beginning

of the year. 1am in control and I know exactly what is going on both in planning a

day-book and in being ready for class ... and also being ready for anything that
may happen.

With the time and experience cver the past four months I can see I have changed a

great deal ... like the more you get to have those experiences, the more beneficial it

is to me” (Ross interview: 12/17/89)

Ross was successful in obtaining a new teaching position at another school linked
with the same school jurisdiction beginning in January, 1988. Ross was familiar with
the new school and also the teaching staff, and looked forward to assuming his new

teaching responsibilivies. In reflecting upon the change, Ross said:

“Well I went to university for four years to become a physical education teacher
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and this new job sort of fits my ideal of teaching all physical education. I know
some people at the school and we get along great. I think it will be more of the
same thing.' The school is going through a big expansion and I know it might be
rough because of that for a while. 1expect I will not have everything given to me
on a platter like it is here right now, but after the renovations are completed, things
I am sure, will be the same or even better. It is likely that the new job will become
permanent later in the year so I am fairly relaxed about it and still doing my best.”
(Ross interview:12/17/87)

Ross lived in his parent's home and commuted to the school each day. He
involved himself in team-sport activities and indicated that he seerned to have minimal
personal life conflicts. When reflecting upon the issue, Ross stated:

“1 did not think about teaching every waking moment and I think at first that sort of
scared me. I began to think I was short changing the students. I come in here
every day with seven "iron-clad" lessons and I know where we are going. [really
do not get that tense. I go home and get ready. I plan and | work on the mini
olympics and get ready for basketball tomorrow. I might have a beer and watch
television, go play a game of hockey, and blow off some steam. [ can imagine that
personal conflicts can arise, but not really for me.” (Ross interview: 2/4/88)

Reminiscing about university, his new teaching position, and the last four-month
teaching experience, Ross commented:

“Well I have to think about that onz for a minute ... you have to work within the

system, you have to have the right stwff, you have to be confident, and you have to

be good. Some of those classes at university just did not measure up to the reality

of itall. Like in one education class we had a pool going on to see when the

professor would stop lecturing. There was actual money going around the

classroom ... can you believe that, and I even won a couple of times.

University in some ways is not even close to it. [ think you are dealing with an

individual's background, instinct, and human nature. I mean you are dealing on

those three things and you better hope that you have them.” (Ross interview:

2/4/88)

Ross successfully completed his teaching assignment, and accepted the offer of a
permanent teaching contract with the school jurisdiction he had been working for. He
was formally assigned to teach at the school where he had most recently been teaching.

In doing so, Ross resumed many of the same duties, and also contributed significantly

to the development of curricular programs, the school renovation planning initiative, and
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the organization and supervision of extra-curricular activities at the school .
Ross purchased a house in close proximity to his parents' home and continues to
involve himself in coaching and personal sport activities. He plans to marry in the

summer of 1989 and pursue part-time university studies in educational administration.

Sandra's Profile

Most people were welcomed by Sandra's smile. She was a warm and considerate
individual, a conscientious worker, a person with an erertaining positive self-image,
and one who pleasantly accepted any challenge directed her way. She was
self-confident and punctuated much of her conversation with relaxed laughter. At
twenty-three she was the second oldest child, and only girl, in a family of six. Sandra
was competitive and exhibited a soft sense of caring and concem for others.

She attended Grade One to Seven in a small hamlet located in the foothills of the
Canadian Rocky Mountains and held fond memo:ies of her childhood and elementary
school days. In reflecting, Sandra mentioned:

“I was turned on to competitive things during those days. I was really close toa

group of kids and we always competed in academics. I sometimes worried about

getting my school work done and I thought that I had to be perfect. I'still go back
sometimes and visit these old friends and we sit and laugh about all the crazy

things we used to do.” (Sandra interview: 8/25/87)

Her Grade Eight year was spent living and going to school in a Maritime province.
That experience influenced her perception of school and her future career interests.
Sandra's nature to do well, coupled with what she described as a "real fantastic sports
program,” generated an interest in individual and team sport activities.

She completed the remaining four years of her schooling in a western Canadian

high school which nurtured her academic and athletic interests. These last four years

provided her with a comprehensive view of what teaching and teachers were about, and
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in reflecting upon her high school experience. she found it easy to articulate her
conceptual understanding of the profession. In recalling those days, she stated:

“In high school I had really good teachers. I think the ones who affected me the

most were the coaches. They were teachers ton and they got involved. M

algebra teacher was also my volleyball coach. ... In 2 way [ wanted to participate

in sport activities, but through the experience, I decided that I wanted to teach. 1

knew I wanted to teach. I also realized that I did not want to teach ina

gymnasium all the time and then coach.” (Sandra interview: 8/25/87)

Sandra attended university after high school and decided after one complete year at
one university to transfer her course work into a teacher education program at a western
Canadian university. She was accepted into a middle-years teacher education program,
specializing in physical education and reading and language arts.

In reflecting upon the course work associated with her degree program she stated:

“It was a good experience but the thing that tumed me off was all the "piddly",

"nit-picky" work ... you know the book-keeping work. [ could not stand that

stuff. It took too much time for what it was. I really enjoyed, however, the

psychology courses and I believe that really got me interested in kids.” (Sandra

interview: 8/25/87)

Sandra's first student teaching experience was at the kindergarten level. To her
that challenge reinforced her commitment to working with older children. Her
comments captured her pemepﬁon at that time. She said:

“My first experience was kindergarten and that made me decide that no, no I did

not want to teach kindergarten. That was important because I found out that Idid

not like zipping up coats and tying scarves and putting on boots. | am not the type

of person who can sit with little puppets all day long (laugh).” (Sandra interview:

2/25/87)

Comments from her cooperating teacher reinforced Sandra's analytic abilitics, and
her positive disposition. Her cooperating teacher wrote:

“Sandra showed a definite interest in the classroom and its activities. She was

eager to try out new ideas.” (Cooperating teacher's written comments: 11/28/84)

Sandra's second student teaching experience was at the Grade Six level.



Throughout that teaching practicum, Sandra was well organized and planned effectively.
Comments from her second cooperating teacher were positive. The teacher wrote:

“Sandra was always very well prepared and willing to do extra-curricular

activities. She was always prompt and cheerful. Ifeel that Sandra can look

forward to a promising career in teaching” (Cooperating teacher's written

comments: 4/23/86)

Sandra's intuitive nature assisted her in effectively interpreting each teaching
situation. During her extended student teaching practicum she reported that she enjoyed
the challenge of a Grade Six - Grade Seven split class, and the professional approach
taken by her cooperating tcacher. In commenting upon Sandra's ability as a potential
teacher her cooperating teacher designated for the extended practicum wrote:

Sandra achieved excellent student participation and results. She has excellent

knowledge of the material and made good use of the available equipment. Sandra

was able to command the respect and cooperation of the students from the
beginning of the term and was able to establish a very professional and positive
relationship with the students.

Sandra has an excellent attitude toward teaching and I feel that she has the potential

to be an excellent teacher and a credit to :he teaching profession. (Cooperating

teacher's written comments: 12/18/86)

Early in April Sandra applied to selected school jurisdictions that were in close
proximity to her home in a large urban centre. At the end of May she was successful in
obtaining a one-year-term teaching contract with a school jurisdiction close to the centre.
While she had specifically applied for a Grade Six teaching position, her new duties
were to include teaching Grade Three children and a Grade Seven science class.

Sandra's school was located in a small rural township approximately thirty

minutes, by automobile, from her residence. She, along with other teachers, commuted
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together each day from the urban centre to the school: leaving from a central point at 7:30 -

a.m. every morning, and returning to the city by 5:30 p.m. each evening.

Her school was a Kindergarten to Grade Eight elementary school with eleven
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classrooms and a learning resource area. There was no gymnasium. aﬁd i:i\ysical
education classes and special school events took blace in the town's comtixunity centre
two blocks away from the school. The large wind-swept school ground area contained
traditional playground equipment and a variety of sports fields. The school faced west,
had a central hallway, and classrooms on either side brightened by large sectional
windows. Many of the children were bused to the school from the adjacent farm
communities, and on occasion struggled to get to their rides against the brisk north-west
winds.

Sandra's school day began at 6:30 a.m. and ended after completing homework
each evening around 9:00 p.m.. She found each day interesting, very hectic, and in her
words usually "full of various challenges.” Her school scizdule allowed her two free
preparation periods every six days, and like all the teachers on her staff, she was
responsible for recess supervision duty. Sandra also coached various sports teams and
travelled with them to inter-school tournaments.

Teaching Grade Three children was a new challenge for Sandra. Initially, she was
cautious about her approach and frequently met with her principal to discuss her plans.
Sandra, commenting on how she was initiating her curricular program said:

“I think to a degree I bring in new ideas, but right now I think I am being a bit

cautious ... sort of "tippy-toeing,” using most of the materials straight from the

book and then adding my own little twist.” (Sandra interview: 10/26/87)

Sandra was to be married in December and organizing both her school and
wedding plans added extra pressure to each day. In reflecting upox her organizational
ability, Sandra commented:

“Well the marriage and stuff has put a twist into things but I am siii managing. 1

know I have different conflicts to deal with from time to time. I did not expect all

these things to effect the situation as much as they do. I think by the time

November rolled around things were going crazy (laugh). I think poor planning

on my part. I niust have assumed that the wedding would not have had such an
effect. As soon as I got the job we went ahead and planned the wedding for
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December.

I was going to have this job and everything would be great (laugh). Like that was

a revelation because if I had to do it all over again, there would be no way that [

would have ever planned that wedding for December.” (Sandra interview: 2/3/88)

Sandra moved to the urban centre where her husband was working in May and
commuted approximately one-hundred kilometres each day to her school until the Third
of June. Sandra was expecting a baby that month and gave birth to a boy on June
Twenty-eighth. She did not re-apply for a teaching position at her school , but in
September, did register as a supply teacher for both local school jurisdictions in her new
home city.

She continues to supply teach, and be optimistic about the future. She has applied

for a full-time teaching position for the following year.

Summary
The nature of the study made it essential to provide information that would
acquaint the reader with each informant. To assist in this process, Chapter IV provided
brief biographical profiles for each of the five beginning teachers associated with the
study. Included in the informants' profiles were personal and professional perceptions
that captured their character, and their pre-service/in-service teaching experiences. The
profiles were formative accounts designed to link the five individuals to the data

interpretation and analysis provided in Chapter V.



 CHAPTERV
THEMATIC INTERPRETATION AND ANALYSIS

Introduction

"The sooner a man leamns he isn't going to be caddled, and he needn't expect a lot
of free grub and, uh, all these free classes and flipfop and doodads for his kids
unless he earns 'em, why, the sooner he'll get on the job and produce - produce -
produce!" (The character George F. Babbitt in S. Lewis (1922) "Babbitt")

The research methodology, which by design works its way into the lived worlds
of people, brings to the research a sensitive, heightened perception of individuals. The
process assists in making clear in the "mind's eye" of the researcher who people are,
what people desire, and why people do what they do in their lives. Like reading the life
of George F. Babbitt (Lewis: 1922) the researcher gets caught up in the interpretation of
lived worlds in a way that forces conclusions. It is a process that generates thematic
impressions and one which helps explain or gives meaning to what is real.

This research focussed upon what Sandra, Marsha, Darlene, Ross and Kirk
expected to g/Me to and gain from the teaching profession and, through the process of
data analysis, answers to the seminal questions of the research were reached. From the
data analysis, insight into the five beginning teachers' lived experiences revealed the
subtle struggle they endured while trying to discern a meaning or purpose for why and
Qhat they were doing. Amidst school children, the significant others associated with
their school, and their loved ones, each beginning teacher seemed to anticipate that their
new teaching career would be built upon what they thought they knew and what they
thought they should know.

As a result of interpreting the data, themes and sub-themes were identified that
captured the essence of what all five tcachers expected to give to and gain from the

teaching profession. Although each beginning teacher spokc indenendently from and
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about their unique worlds, the conclusion was drawn by the researcher ihat all ﬁve
teachers were expressing similar feelings, at least in part, about theif perceptions of their
new teachinj experiences.

The data suggested that the five beginning teachers expected to acquire recognition
for their efforts to carry out the role of "teacher” from those whom they believed to be
significant. They anticipated support in the form of positive feedback from significant
others which would serve to reassure them and personally strengthen their self-esteem.

The five beginning teachers also expected to gain information that would be
instrumental in making their first teaching experience successful. To them, it was
important to gain information about what they were to teach, the school as an
organization, and the demographics of the school community.

Sandra, Darlene, Marsha, Ross and Kirk also expressed the desire to give "all they
had" to their new teaching profession. More specifically they viewed the effort they put
into their jobs as the ingredient they were most prepared to give to their profession. The
amount of effort given to preparing materials for teaching, to caring for the children they
taught, to assisting in extra-curricular school activities, and to reflecting upon the job of
teaching were considered to be important personal-professional contributions.

It is the purpose of this chapter to examine the themes and sub-themes emanating
from the data through a case-study documentation process. This process is designed to
include a conceptual overview of emergent theme categories, a case by case
interpretation of each emergent theme and associated sub-theme(s), and a thematic
inter-case-study summary.

Each case by case interpretation is designer: to present the data of an informant's
case-study which best illustrates the principal characteristics of a particular emergent
theme and sub-theme(s). Important variations on each theme are presented through

selected case-study data associated with the other informants.
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Concepﬁal Ovewieﬁ of Emerﬁenyt‘ Themu

In accord with the focus of ihis research, listenitig 10, undeistanding. and
interpreting what informants said about what they expect to gdin from and give to the
teachin; nrofession was of critical importance to the researcher in generating thematic
meaning. Through this process (Spradley: 1979), different layers of meaning emerged
which required further interpretation and analysis. The data revealed three major themes
which reflected what the beginning teachers expected to gain from the teaching
profession. Similarly, the process identified one major theme which constituted what

beginning teachers expected to give to the teaching profession.

Expectations of Gaining From the Teaching Profession

The five beginning teachers expected a certain amount of support and recognition
for the effort they were expending in doing their job. Generally, they expected
interpersonal interactions with significant others that would by design provide them with
a positive emotional up-lift, heighten their own sense of purpose and self-image, or
would give them a feeling of shared responsibility, community and camaraderie. In this
sense, they expected both Interpersonal-affective support and Professional-affective
support would come in the form of personal recognition or professional sharing and/or
remuneration.

The emergent theme Interpersonal-affective support identified the beginning
teachers' need for others to acknowledge, appreciate and understand what they were
doing in relationship to their new teaching duties. They desired to have "significant
others" recognize their ability and worthiness at performing the tasks confronting them.

Their teaching worlds were full of uniquely personal and professional tasks, of
people whom they viewed as being significant to them, and of aspirations and realities

linked personally to their lives. They stepped cautiously into their new jobs clinging
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closely to the knoﬂy#edge of the profession they had gccumulétcd during thelr formative
years both in school ﬁnd in recent professional training. The five beguuung ieachers felt
more "lucky"” than "assured" about why they had been h'ued. and in some ways the five
beginning teachers felt obliged to do well considering the triumph of securing a job
amongst the hordes of other teacher applicants looking for work in the province. They
carried with them a sense of reserved pride, a willingness to "do what they were
supposed to do," and most assuredly an important underlying need for family-like
support, emotional sensitivity, and personal understanding.

It was thic latent desire for personal understanding and respect that drew attention
to what they, in one way, meant by support. For the five beginning teachers, receiving
positive and personal feedback was consequential to their career success. This kind of
Interpersonal-affective support to them was critical in making the new experie nce
"right." From their perspectives, it was important who offered that kind of support.
For the five beginning teachers they hoped to gain this support from the administration,
other teachers and staff, their immediate families, their students, and occasionally the
parents of their students.

Interactions that were professional in nasure provided each beginning teacher with
a feeling of shared responsibility. Differentiated from Interpersonai-affective support,
was Professional-affective support, representing the sharing of professional wisdom
among selected significant others which provided the beginning teachers with a sense of
family, and which intuitively strengthened their feeling of organization. Sandra,
Darlene, Marsha, Ross and Kirk anticipated this kind of collegial support from those
most closely associated with their schools. The idea of knowing that others cared
enough, for example, to help in the planning and/or organizing of materials, made them
feel good.

Gaining teaching resources from significant others and being remunerated for their
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service, in the form of uﬁney and time, w;is‘ tepresemed by the daﬁ ih teﬁn# éf
Professional-affective support. Not only didtlie begiﬁning tehchers indicate that they
could develop a better sense of themselves through the posiiive feedback they feceived
from others, they also were of the belief that the support oihers gave them iti the form of
sharing materials, in finding resources, and helping them work out organizational plaxis
provided them with a sense of belonging, an itaproved self-image, and a clearer
understanding of the professional work associated with teaching. Sandra, Darlene,
Marsha, Ross and Kirk also said that the "perks" from being paid for what they did as
professionals, the opportunities to g1in extra preparation time, and the designated
holidays associated with the school calendar gave them the feeling that all their labours
were worth while.

The data further revealed tha: all five bcginning teachers anticipated that support
would be forthcoming which would provide them with a professional sense of direction.
They expected information from either the administration or their teacher colleagues that
would assist them in defining their role, improving their teaching ability, and/or
assessing their overall capability as teachers. A third emergent theme appeared as
Organizational support representing information they expected to gain which would
assist them in adapting to the school environment. These data indicated the desire on
behalf of the beginning teachers to acquire information which would assist them, for
example, in scheduling events, identifying responsibilities, understanding the

community at large, and/or monitoring professional progress.

Expectations of Giving to the Teaching Profession
Through the process of data interpretation, only one theme emerged which
represented what the five beginning teachers expected to give to the teaching profession.

The data revealed the emergent theme Personal-professional effort which was
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representative of their desire to direct their abilities in a way th;i1 weuld ensure over-all
teacher effectiveness. Spending nmc and energy preparing supi:q_ﬁ teacliing materials,
creating effective learning environments, meeting individual chiid:én‘s ﬁeeds.
developing extra-curricular programs to extend or supplement school programming, and
assisting in the development and maintenance of positive school climates were important
contributions which all five beginning teachers wished to make.

The emergent themes and sub-themes identified through data interpretation and
analysis assists in better understanding what beginning teachers expected to gain from
and give to the teaching profession. Collectively they provide insight into the complex

world of becoming a teacher (see Figure 1).

Emergent Thematic Interpretatioti: Interpersonal-affective Support

Marsha's, Darlene's, and Kirk's new careers led them into unfamiliar territosy.
They were not acquainted with the ways of their school divisions and they were a0t
familiar with the communities in which they were to be living. They were also not
cognizant of the attitudes of the people they would be working with and furthermore,
they were not well acquainted with the school legacy they were to inherit once they
signed the contract and walked through the doors of their schools. Their need for
Interpersonal-affective support was strong and parallelled their desire for reassurance
and the feeling of belonging.

Sandra's and Ross's self-confidence was bolstered by their experience with and
knowledge of the school jurisdictions they would be working for. They, too, desired
similar kinds of support and, like the other beginning teachers, needed
Interpersonal-affective support that suited their personalities.

The Interpersonal-affective support they desired and expected was generated from

the kinds of family experiences they had experienced as children, and by the type of



WHAT BEGINNING TEACHERS EXPECT TO GAIN FROM THE
TEACHING PROFESSION

EMERGENT THEME 1: Interpersonal-affective Support - thase types of interpersonal
interactions with significant others which had the effect of providing a positive emotional up-lift
that in ways heightened their own sense of purpose and self-image.

Sub-theme: ‘

1. Acquire Recognition - acknowledgment, appreciation, and -
understanding through communicating with, and the
involvement of athers ...

EMERGENT THEME 2; Professional-affective Support - those types of interp:sonal
interactions with significant others that were professional in nature which provided beginning
teachers with a feeling of shared responsibility, of community and camaraderie.

Sub-themes:
1. Acquire Resources - school resources, shared materials, curricula ...
2. Acquire Remuneration - money, preparation time, holidays ...

EMERGENT THEME 3: Organizational Support - in what and how to teach, in working
with children and parents, and in organizational matters.

Sub-themes: ‘
1. Acquire Role Information - for role adjzsiment and development ...
2. Acquire Feedback - supervision, monitoring, planning ...
3. Acquire Assessment - evaluation, judgment ...

WHAT BEGINNING TEACHERS EXPECT TO GIVE TO THE
TEACHING PROFESSION

EMERGENT THEME:1 Personal-Professional Effort - in preparing materials for teaching,
in teaching children, in extra-curricular activities at school, and in thinking about teaching.

Sub-themes:
1. Giving Ideas and Being Innovativ- ~ _grams, classroom arrangements ...
2. Giving to the Children - caring, c....ung, leading ...
3. Giving to the School Organization - implementing school policy,
promoting school initiatives, involvement ...
4. Giving of One's Self - emotion, stamina ...

Figure 1

Emergent Thematic Interpretations of What Beginning Teachers Expect to Gain From
and Give To the Teaching Profession



teacher education experience they had endured over the previous four years. Their
childhood and teacher education experiences had, however precariously, been built upon
a sharing and caring support group model,

Case-study Theme Interpretation

By presenting segments from each case-study a more comprehensive
understanding of the meaning denoted by the theme is possible. The principal
characteristics of Interpersonal-affective support are piesented using the data from
Marsha‘s case-study. Important supplementary references are made from the other four
informant case-studies.

Listesting to Marsha: The anticipation of Interpersonal-affective support in the
form of positive feedback came early in the .Spring and grew as each of the five
beginning teachers became more familiar with their new situations. Marsha was excited
about her appuintment and welcomed the opportunity to work in a congenial atmosphere
that offered personal kinds of support:

“I had the interview the Sunday after convocation in May and I found out [about
getting the teaching position] Monday, the next day. I went up for the interview
and they were really friendly, and they said even if you don't gei the job you were
lucky to get here because we had 200 applicants. It was nice that they would give
you a boost like that. I went and met the principal and 2 other teachers at the end
of June. They sent me my contract in the mail and a letter saying it would be nice if
I would come up and pick up some books and stuff. So I went up and got a key to
the school.... as a first year teacher I think I need a little bit of direction, but I want
my freedom within certain boundaries. [ just expected him [the principal] to be
there for support. I was getting jittery about this stuff so I phoned him and he just
said that he would be there all next week [the week before school started] and
when are you coming up and he would be there so if you want to just go and dig in
things or if you want ... he would be there for me. I like that ... I am a person and
you are too. You see I get that impression from him already. Thave a really good
feeling of teaching in this school ... I am really excited about it.” (Marsha
interview: 8/25/87)

Marsha also commented in her diary that after the first staff meeting she anticipated

that the school atmosphere would be warm and exciting. She briefly wrote: “I expect to



feel welcome. It seems like a ﬁ’iehdly, energetic staff.” (Marsha diary: 8/26/87)

Marsha's initial perceptions of her principal pmvidihg this kitid of personal
support, illustrated that she considered his super-ordinate role as consequential to
meeting her expectation. She talked quite assuredly that he would indeed be supportive
regardless of his administrative role. Marsha stated:

“I am really excited about the job because I think he will be a good guy to work for
... for support. Not just a big authoritarian figure, but someone who just supports
you, shows you a few lines, works with you and he wants a school where
everyone works together. A lot of school spirit.” (Marsha interview: 8/25/87)

Later Marsha volunteered that:

“He is not one for really coming up and talking to me, but he is open and even if
he is ma'gﬂ(busy he wouldn't mind me coming up and talking. I am a person that
likes to talk about things a lot. So like even today I talked to him about how I was
feeling.” (Marsha interview: 10/14/87)

Marsha's early perception of her school as "one big happy family" gave her
comfort. She was prepared for the shock of being away from her family and boy friend,
and was excited about being in a situation that would allow for uninterrupted planning
and organizing:

“It is going to be hard to be away from my family and boy friend ... things that
you are not used to. I am going to get so much work done, it is going to be great.
I expect to be high and low ...just being on your own. That is the thing, the
school is a good Place to go ... there is no problem. If I were in a school where
the people weren't friendly it would be just hell. Just being on your own and
going to a school where people just didn't appreciate you ... for a first year teacher
that would be really hard. But just by meeting the principal and the two teachers
and the idea of the whole thing ... like the theory behind the whole school. Thatis
one thing the Principal explained. He likes a school with lots of school spirit,
people involved, a good community. It is small and you get to know the people
better. He said you can't help bumping into another teacher in the hall way and do
things with them. That is what I like and that is what I am looking forward to.”(
Marsha interview: 8/25/87)

Further comments by Marsha revealed that over time the climate of the school and

personality conflicts inhibited the opportunities for close personal interactions, individual
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program implementation. and precisely the getting of Interpersonal-affective support.

Marsha grimacing, explained:

“It is not happening yet and I don't see it happening in the future, Like last time [
was still thinking no there is still time. School is just getting started and it is Joing
to happen, but now after another month going by I can see everyone getting into
their routines. ... And another thing that I am battling with right now too is Iam
not subject oriented and ... l{ust want the kids to learn how to study for
themselves, think for themselves and you learn how to do all those things through
the subjects. I was so much like that in university and then all of a sudden I get
into my first year of teaching and I am, I would say at this point, now more subject
oriented and I am feeling terrible about it. Maybe that is why [ feel a little
frustrated right now. I {eel like to an extent you have to obey the rules of the
system where we have a curriculum and this is what we are to teach and there is a
general structure throughout the school on how to teach things ... you feel like you
should follow even if you don't agree with it. I am frustrated ... ight now
because | am beginning to realize why and it is just because I am not following the
things I believe in. 1am following more of the structure of the school. Itis
depressing.” (Marsha interview: 10/14/87)

Marsha's impressions of personalities and the organizational climate of the school
became more pronounced and correspondingly more focussed. She stated:

“Well I will tell you what happened in the ;}Em while with the principal. There
have been lots of things going on around the school. First he seemed like he
would be a pretty neat guy to work for or with ... He really didn't outline things
very well, but he would say if you ever need anything just come and ask me. He
was never the type of person to ever say to you like ‘Hey how is your day going
or how is your life.” He was just getting to the point where he was walking
around the halls giving shit to all the people who worked for him ... about little
things like if a kid walked past you to get a drink of water when he should have
gotten it at the door.”

(Explaining other procedures) He likes the kids after the bell rings to be very
quiet and they have five minutes to go to the washroom and get a drink of water
and go back to the room. Then when they go for recess or leave the school to go
home for lunch, to go home after school, they have to leave the classroom which
means they all have to line up with their coats on and they walk down the hall
together without a word and with the teacher escorting them out of the school. Get
this ... we lose 20 minutes out of each day lining the kids up. You know the ones
that piddle around at the end of the day are usually the ones you get to talk to and
usually are the ones that need some help” (Marsha interview: 11/11/87)

When questioned later about her experience and the implications for teacher

education Marsha identified the organizational climate created by what she believed to be
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the bureaucratic nature of the school and the personality of her principal as factors which

greatly influenced whether or not Interpersonal-affective support was offered:
“It is a different thing when it is a job and you are governed by the principal. ...
basically the principal is the boss and do what he likes or you are up the creek.
The principal hires you. He is the one who comes in and views you. He writes
the letter of recommendation and he decides how you are going to do the next year.
I would like to think back to what I thought I was going to get out of this. Iam
happy, but that is hard because at University I had this idea of what [ would like to
see in a school, but I don't really think that is what I expected when I came to this
school. Actually no ... what I expected was not fulfilled, but I am happy, I am all
right, ] am ok. I think [ realized that the Princig 's personality was one big thing
that bothered me..." (Marsha interview: 1/21/88)

Marsha's strong character carried her through the bouts she had with the formal
structural and procedural ways of her school. With the climate of the school being so
closely linked to the principal's character, a climate which was not structurally conducive
to the giving of affective "perks," Marsha bécame conscious of "buying into the
system.”" Upon concluding a January interview Marsha remarked:

“You know you can't expect it ... it is like taking a'pill and hiding it under your

tongue. What I am concerned about is whether I will swallow it or not. Will it be
his or my slap on the back that will force the swallow.” [field note comment

(121/88)]
Matching up her performance with the school climate and the principal's personality
became for Marsha an effective strategy for gaining Interpersonal-affective support.

Listening to Darlene: Darlene exhibited initial skepticism concerning the
supportive nature of her situation when asked about the openness of school
environment, the staff, and her principal. Her cautious, but optimistic character revealed
that such Interpersonal-affective support would be a welcome surprise. Commenting on
how she perceived the new situation Darlene explained:

“Going to the school I was thinking that when the Director comes out to visit us he

is going to be watching every single move you make. Looking for mistakes ...

that is what I was thinking. Like you almost have to be perfect in what you are

doing because they were really watching. Because of the other people (other
applicants) around you know ... you could be gone any time. Like that I was out



in the field to fend for myself, What I mean by that was that if I had a problem or
a question I would be bothering other teachers if I went to them.  You know kind
of figure it out for yourself and don't bother anyone else. Then after visiting the
school and talking with some of the teachers, they were really helpful.

(What do you mean by "really helpful?")

Oh! I had a teacher come into the room and he came in and he gave me a lot of his
materials that he wasn't using. That type of thing.

(Do you feel comfortable with that?)

Oh yes! But that really surprised me.

(So there is a real home atmosphere?)

g;leﬁgggtgfégﬁns%g}?%om I thought you would get some, but I didn't know”

After three weeks of teaching Darlene, like the other beginning teachers, identified

certain significant others closely associated with her new job whom she considered
important sources of positive feedback. A brief comment early in her new teaching
experience indicated that even the role of the janitor in offering Interpersonal-affective

support was important.

Oh! the janitor is really good. He comes in here and brings me treats and
everything else. One day after school I was tired so I put my head down just for a
few minutes and he came in and he put a piece of chocolate bar on my desk saying
‘Here this maybe will give you energy’.” (Darlene interview: 9/21/87)

Darlene further recognized that the principal and other teachers were important

individuals in supporting her throughout the experience; however, as she gained
experience her remarks became more defined and her comments more indicative of her
perception of her situation. Darlene, reflecting upon the role of others in providing

positive feedback, confidently said:

“The system I suppose and the teachers involved there ... the people that you work
with. They help as to whether your expectations are going to be met. But ... then
again there are some teachers who don't have too many words to say ... I suppose
because they don't show their interest the way perhaps others do. You know they
come in and they say their little comments and ask how are things going, but it is
not genuine ... like their interest or concern about helping as some others. I can
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read that in the way they act ... insincerity.” (Darlene interview 10/18/87)

in recalling Darlene's experience, the "ups and downs" of her first six months of
teaching were frustrating. Happy to get the job, Darlene placed her principal dnd the
director of the school jurisdiction in the highest regard and considered both as sources of
Interpersonal-affective support. In reflecting upon her perception of the principal
Darlene remarked:

“He [principal] seems rather opex. 1 don't really know what his attitude is towards
this guide book and everything else ... no ... I think I can go to him and he would
be willing to talk. Iam sure.” (Darlene interview: 8/25/87)

“Yes he lays it out on the line and I know exactly what he wants and I feel
comfortable asking him to come in and observe.”

(What kind of support would he give?)

“Oh! constructive criticism.” (Darlene interview: 9/21/87)

Eight days into her teaching assignment an evaluation conducted by her director
brought Darlene to tears. Darlene's attitude changed and her perception of her support
group shifted dramatically. She began to believe that her job was in jeopardy and she
seemed to be preoccupied with survival. Her comments after the incident reflected the
change in the way she viewed Personal-affective support. Regaining some optimism
one month into her teaching career, she seemed able to capture the essence of the
meaning of that kind of support. When asked to comment on her perceptions of support
and whether she felt like she was part of the system she remarked:

“Well ... yes. I guess that day with the director and a few days after that I felt I had

o stay in my room. Ikind of have to go along with what they [director and

principal] want right now until tenure ..." (Darlene interview: 9/21/87)

“Well I think he [director] is ok. He is here to help. There are good points and

bad points. I think he is very traditional in his way of thinking and it is this way or

no way ... there is not a lot of openness.”

“I feel better ever since the director came the second time. Before that I was still

feeling like I was drowning or stumbling or fumbling and no real support. Like
even if there is a lot of support around I think I know myself that it was the one



person [director] who had the say. If the director hadn't said that I had done a
good g:l:; it wouldn't have mattered what anyone else had told me ... I still would
have been thinking I wasn't doing a good job.” (Darlene interview: 10/19/87)
Incongruent communication between herself, the principal and director seemed to
be a major factor contributing to the experiences which Darlene faced. From her
perspective, the comments from the administration focussed on her ability to effectively
perform the "teaching” task. Darlene perceived their messages as mixed and somewhat
negative. From her perspective, being told to be more enthusiastic and bubbly while
later being told to be more aggressive and forthright seemed confusing and somewhat
disheartening. Darlene, in exasperation, commented that:
“I don't know ... like he {principal] is into this ... he uses the term enthusiasm, but
that is not what he means. I have figured out now that using the term enthusiasm
is not right ... like it is not my personality to be flamboyant, bubbly ... like that is
just not me and that is what he is looking for and that is what he wanted so he used
the term enthusiasm which sort of crushed all the enthusiasm I ever had or all the

energy I ever had .. for him to say that I was lacking in that area like that was
rough.” (Darlene interview: 12/21/87)

Further comments by Darlene continued to reflect her disenchantment with her situation.
Similarly, her remarks indirectly indicated a sense of "losing face" and of limited
positive feedback from the administration.

“Well he [director] came to see me just last week ... it went really well [sigh!].

His report was really good. There were no problems in the sense that I was doing
things the way he wanted them done. A concern of his was how come it took me
so long to do the things the way they wanted. But, like he hadn't been out since
November and the Assistant Director's report and my principal's evaluation were
fine. There are a lot of mixed messages and I suppose that is what is confusing
me. Like at one point this is said and at another this is said, and so what does that
all mean?” (Darlene interview: 2/3/88)

Her comments regarding the interactions between herself and the principal were
further indication of inadequate communication and a move away from any

Interpersonal-affective support.

“I don't feel that comfortable ... I don't think we click ... I get a gut feeling from
him that ... it is hard to explain ... like you know you just get a feeling about
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somebody and we {'ust don't hit it off. Sce, I had this feeling and it was really -
bothering me and I let it stew for 2 or 3 days and then I went in and talked to him
and I had a sheet of questions ] wanted answers to. [ found it really hard to talk to
him. He was almost like a politician where you get off on the wrong topic and
manipulate the conversation, and you don't really get around to the questions that
you wanted answered. It seems now that ] am back to thinking about school all
the time. It is the administration ... the worry ... which isn't where the worry
should be. I mean it should be with the kids."”

(Is there support?)

“No [laugh], there isn't. The small teacher group ... there is still support there and

(Ij :a%o;ey?&g'% %rﬂmmtcrg?;\fr su2/113 }:g; like I am out there to fend and now

For Darlene it seemed that her career was "hanging in the balance.” Her desire for
Interpersonal-affective support remained; however, she was cognizant that with
administrative support waning there was no assurance that she would receive any at all.

Listening to Sandra: For Sandra the idea of gaining Interpersonal-affective
support came with the job. It seemed, howéver, that although her discussions
concemning her principal and staff were complimentary, as time went on, her comments
became more guarded. Like Marsha and Darlene, she suggested that individual
personalities played an important role in limiting the amount of Interpersonal-affective
support offered to her.

She discussed the issue as if she was becoming disenchanted with how others
were responding. On being questioned in late November about whether she felt
comfortable in the school, Sandra responded

“Oh definitely! I just ... I think I like people, but I think that ... I don't like to
spend time with people ... I don't think I should say this ... that I haven't chosen
to spend time with others. Like there is a bit of team sense, but I can't get into it

yet ... may be Iam not letting myself. There are younger teachers there, but they
just ... they have different outlooks on life, like personality...” (Sandra: 11/23/87)

Listening to Ross: For Ross, the confidence he had toward his new teaching
career seemed to guarantee a certain amount of Interpersonal-affective svpport. Being

familiar with the school and having a "foot-in-the-door" made the chances of him



receiving positive-personal feedback even greater. He was grinning as he quipped an
answer about his expectation. He said in answering a question concerning suﬁbon:
“I don't expect it, I know I am going to get it. I know the people there ... I just
know. Like I don't foresee any problems that way. As for what I am going to do
... | expect some miracle to hit me.” (Ross interview: 8/21/87)
Listening to Kirk: Kirk did not expect to receive similar amounts of
Interpersonal-affective support in the form of positive-personal feedback. He did,

however, feel that being recognized for who you were and what you did as a teacher

was critical.

Emergent Sub-theme Interpretation: Acquiring Recognition

Being recognized for who they were and what they did while teaching brought a
sense of meaning and purpose to the lived worlds of the five beginning teachers.
Although preoccupied with their best interests and the needs of their students, Sandra's,
Darlene's, Marsha's, Ross's and Kirk's anticipatory willingness to please others and to
contribute to the functioning of the school came easily to them. Their up-bringing and
formal university training provided the five with an ability to be both personable and
"with it" when involved in their teaching duties. They did, though, wish to be
recognized for their efforts. In this sense they desired solicited and unsolicited positive
feedback in a form which identified their talents, their hard work, and personal natures.
This feedback bolstered their ego and motivated them to carry out their teaching duties.

Interpersonal-affective support was limited and only offered by those significant
others whom the teachers trusted. Close family members, loved ones, former friends
from university, and certain school staff members were included in this group. The data
revealed that significant others provided Interpersonal-affective support by listening to

beginning teachers, offering advice and reassurance, and by exhibiting support for the
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innovations beginning teachers brought to their jobs.
Case-study Sub-theme Interpretation |
Listening to Kirk: Kirk gained Interpersonal-affeptive support from other
teachers that he knew. These individuals were acquaintances who were teaching at other
schools in the jurisdiction who‘mogniud his ability and could enipathize with his new
teaching role. While not explicitly providing examples, Kirk did suggest that their input
made him feel better and he frequently commented that if he were in trouble he could talk
to his other teacher friends. In reflecting upon his first official trip to his school, Kirk
offered:
“Well I drove down ... well actually I went to Ribway and just talked to a few of
the teachers I knew down there. Gordon [a teacher fricnd in Ribway] gave me a
few hints and then [ went to see Lorna who I knew had been a teacher there. One
funny thing I was worried about was long range planning, like getting organized 2
or 3 weeks in advance. Everybody I talked to said not to worry about it because
you don't know exactly what they wanted ... just take it as it comes. After that
felt better about things.” (Kirk interview: 8/25/87)
One of Kirk's anecdotal comments again affirmed the importance of his teacher friends.

Kirk wrote:

“right now I am very nervous and kind of scared because I really don't have

anyone ... thank goodness Gordon is back and that I am getting some of his stuff.

I feel a bit better because of that.” (Kirk diary: 8/24/87)

Later Kirk suggested that if things were "tough” he would get most of his support
from his parents, his principal and/or Gerry, a teacher at Prairie View School. Gerry at
that time was sharing a teacherage with Kirk and was a person whom Kirk considered a
partial confidant. When asked about personal support Kirk replied:

Well ... probably my parents, mom and dad first. As far as the job gocs the

principal and Gerry. Then Gordon in Ribway ... he has just helped me out so

much ... I see him off and on and sometimes I phone him. (Kirk interview:
10/28/87)

Interestingly, Kirk had on several occasions commented upon the stress related to



his job and in doing so referred again to the Interpersonal-affective support he received
from Gerry and from the membm of his senior vqlleyball team. Kirk, however, did not
anticipate developing intimate ftiendships at Prairie View School. When asked ‘are you
developing friendly relationships?’ Kirk replied:

“Gerry, mainly Gerry. 1am not close to anyone and I really don't expect to get

close to anyone really. My closest friendship right now is with Gerry and then |

think ... with my volleyball team.” (Kirk interview: 10/28/87)

It seemed, nevertheless, that over time Kirk appreciated someone to talk to and
found support by developing other meaningful relationships. In December, Kirk
responded that:

“Everything is about the same as last time. I think Gerry's and my relationship has

tightened a bit because we know each other better now. ... Not really with other

teachers ... maybe a bit but not really.- The closest relationship outside of Gerry [

have right now is with the girl I am going with."” (Kirk interview: 12/2/87)

Kirk also had a better perception of the limits to gaining Interpersonal-affective
support. After he had made remarks about his principal's evaluative reactions, Kirk
said:

“As | was saying before, my -~ “pal has provided me with some sugport .. 1 do

not think I am getting as mucy support as | did at one time. I guess when I think

about it I am getting some support, but things have changed. Now you just go and
do things you are supposed to do and you don't always get positive feedback.

What my pn'zt}cz:}gal is really saying to me is ‘get your butt in gear guy.”" (Kirk

interview: 1 1))

Darlene, Marsha, and Sandra were also cognizant of the shift in the degree to
which Interpersonal-affective support was offered. From their perspectives, all three
voiced concern over the lack of consistency of positive, personal support.

Listening to Darlene: Darlene's perception of the kinds of recognition she was
receiving changed significantly throughout the six month period. Diary entries and

interview comments indicated that Darlene was very appreciative of the different kinds of
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suhpon offered to her by other teachers, but becduse of her circumstances, their offers
of suppor sometimes seemed wbe of e consoquence.

In August, baxlene wrote that the director was there to heip her and that he had
great confidence in her ability and he wanted her to suéceed. lSarlené viewed the
teachers of her school in a similar fashion. Darlene mentioned in her diary that “the
teachers are more than willing to help and assist me in any way they can. I feel equal
within the profession to share my ideas and methods, boost the enthusiasm in the
school, look at the positive, and work hard."(Darlene diary: 8/25/87)

Darlene, like the other beginning teachers, relied upon the teacher relationships for
support. Her perception of this process, however, drew attention to the challenge
frequently faced by young first year teachers. The teachers at Darlene's school seemed
very approachable, but were older, married with families, and at times preoccupied with
their own personal and professional agendas. Darlene, indicating the need for more
Interpersonal-affective support in the form of recognition, wrote:

“Sometimes I feel like I am a bother to the other teachers, asking too many

e peppi i e 9 s how g e B e e i comes i

and asks how things are going. I am feeling bogged down, tired, with so much to

do and not enough time to do it. I am questioning whether I'm doing a good job

or if I'm on the right track.” (Darlene diary: 11/2/87)

Later in the school year she wrote: “Had a teacher invite me to her house to plan for the
field-trip together, share materials with each other and plan to do a Christmas concert
together with our classes. [ feel good about this.” (Darlene diary: 11/6/87)

Darlene gained Interpersonal-affective support by the recognition she received
from Allan, a staff member who had been teaching for twenty-two years. In times of
doubt Darlene sought counsel from Allan who volunteered quite readily both personal
and professional advice. She referred to Allan saying:

“Well I would say right now that I am working with another teacher and building a
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friendship because I tell him a lot of my problems and he is kind of there to rescue
me if ] am h’av,ing a bad day. ... He keeps sa{ing ‘Oh I remember when | was in
my first year' and he has been teaching for 22 years! ... so that is nice.’ (Darlene
interview: 10/19/87) :

Later she again identified Allan as an important collegial confidant. Darlene
remarked: |

“I have one teacher [Allan] ... well he gives good advice. Like he told me that
both the director and my principal are two peogle who like aggressive women
[laugh). Iam not a very aggressive person and also he was the one thai told me
that you have to go to my principal ... like he [principal] will not come to you and
things will just stew and stew and stew.” (Darlene interview: 10/19/87)

From another perspective, Darlene indicated the gestures of other teachers
provided her with a sense of self-respect and recognition. By explaining one school
situation, she identified how a gesture by another teacher on staff gave her a certain
feeling of pride and equality. In response to a question about gaining respect Darlene
stated: '

“Well through what the teachers say and their reactions. Letting me deal with my

own problems. We were all in the gym watching the Queen and I was on one side

of the and she [another teacher} saw me as an equal by asking me to watch

that side. It showed that she thought I was capable of managing the group and I

was just like her.” (Darlene interview: 10/19/87)

Her perception about being recognized for what she was doing seemed to shift in
early December. Darlene began to experience a growing conflict between what was
expected of her and what she believed in. In her diary she recorded:

“I want to quit. I feel like everything I am doing is wrong. Ican't teach! ... My

bubble has been burst by my first report from my principal. I give up! ... 1

expected to be able to implement what I have learned, but I am finding I have to

conform to the way the system wants things done and my creativity is being
pushed aside. I expected to provide leadership in my specialization but find that
there are already two other teachers doing this who are more experienced. 1seea

definite split in the staff which I didn't expect. The family community [staff] is
breaking up. (Darlene diary: 12/5/87)

Listening to Marsha: Like Darlene, Marsha considered gaining recognition,
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reassurance and msbect from other staff members as important ingredients that would
enhance her feeling about herself and of the school as a family. Her good nature
extended outward to others, but because of the pace of school activities and the
numerous duties teachers had to perform, positive interpersonal interactions among
others were limited. As she recalled:
“One way is to gain respect and to get to know them [other teachers]. You,
however, never see them during the day so that is very difficult. I would like it if
we were all here.” (Marsha interview: 9/16/87)
Marsha, sounding disgruntled, reinforced the problem of not having enough time or
opportunity to acquire feedback from others around her. She said:
“Well there really isn't that much communication between other teachers as far as
the class. They just walk in the door and do their thing for the day and just walk
out. Oh! but if you have a major concern then I will go and talk to a teacher about
it. It seems like there is a lot missing in that area. Like just the relations. A good
example is the Grade Four teacher and she teaches in the momning and I teach the
afternoon ... we share the Grade Four's. As soon as she is finished she is out the
door and I go into her room and we don't have time to chat. There is no real
system for discussing things so you just have to do your own thing ... ."” (Marsha
interview: 10/14/87)
Marsha believed that the "situation around here" [organizational climate] did not

provide for many opportunities to interact. When asked about her knowledge of what
other teachers were downg she responded:

“How they teach? How they run the room? Well I know Betty [vice-principal] ...

her and I visit each other's rooms quite frequently ... saying ‘Hi! how is it going

... whatever ... walk back and forth. So you sort of know what each other is

doing ... but the others ... no!” (Marsha interview: 11/11/87)

The situation conflicted with Marsha's initial perception regarding the ways in
which she had expected to gain recognition and a sense of purpose. Her comment
signified the limits to the amount of Interpersonal-affective support afforded her. In
reflecting, she stated:

“You know I remember the interview for this job. The people were saying to me



‘what do you think about doing extra activities’ and ‘what do you think about team
work and group work '... and I thought he [principal] was talking about lets get
together and work together and communicate ... and I thought ‘right on!’ this is
the school that I want to be at. [ was pretty excited about it. Like wow! I -
wouldn't mind working here ... and it is just not going to happen. (Marsha
interview: 11/11/87) -

Listening to Sandra: Sandra's quiet confidence illustrated her independence.
While she appreciated the recognition her principal and other teachers gave her, she
wished to maintain a professional distance. She spoke many times of the positive
interactions she had with her principal but continued to reinforce her desire to be
independent and self-reliant,

She laughed as she stated:

“Well it is really very hard to describe ... like there is always that support there. |

always go in there to Bill [principal] and talk to him. One dzy he came in and said

‘I have been neglecting you’ and I thought no you haven't [laugh). But that is his

way. He goes into every room and knocks on your door and comes on in and ...

so it [affective support] is there, it is definitely there. I think as I was sayinP in the
beginning it might be a bit too much. Like I don't want to give out my soul to just

anybody.” (Sandra interview: 11/23/87)

For Sandra, having teacher colleagues who recognized her first year status was
fine. She did however, draw attention to the interpersonal pressures that influenced her
to maintain a professional distance. Sandra commented:

“Well it is openly available. Like they [other teachers] don't come to me harping

saying ‘listen | have all these good ideas and come and get them,’ but you know

sometimes they will say ‘if you have any problems I've got time.’

(Do you feel comfortable with the atmosphere?)

“Yes definitely on a school ... I shouldn't say school matters I am talking about

non-extra-curricular matters there are no conflicts. When you are talking about

subject matter and sharing ideas among teachers there is no problem. [ think the
conflicts come in with the ... way teachers interact with children. For instance just
this moming there was a knock at my door and one of the teachers asked one of
my students to come out ... and you could hear her harping at this child.”

(Are you being nice by saying harping?)

“Yes. This one kid ... heck! .. like there is a certain point in the day to give people
heck (laugh), but not that early. ... I do still feel like the rook. For matters like that
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(writing an official school letter to the govemment) I think that ell the staff listened
to me, but ... T don't want to come out with something radical ... I am still hesitant
to say a lot of things. You feel different at different moments. Ifeel I fit into this
group, but when there are these conflicts there are conflicts. You know my way of
adjusting? Iam just about finished my lunch and if someone starts nag 'ng or
complaining I will go. 1don't need to hear that.”" (Sandra interview: 2/3/88)
Listening to Ross: Ross, however, seemed to command respect from his
principal, other teachers, students, and also the parent volunteers. While his
"linebacker" size may have had something to do with how others perceived him, his
gentle but firm manner and his open and honest respect for others was infectious.
Others seemed to reciprocate.
Ross had previously worked and taught at his school and, not being one for
drawing attention to himself, believed that because of that experience certain

interpersonal bonds had been established. He commented:

“Being that I had worked for the jurisdiction I expected help and I knew it would
be there. I had my involvement here with Mrs Bradinski and I knew she would be
there. On the first two days I followed her around like a puppy. Now people
come to me for all their P.E. stuff. Ilike to fitin right. In a way I don't like to be
a sore thumb for too long.” (Ross interview: 9/8/87)

Ross was confident in his ability as a teacher and the examples of personal
recognition were subtle. On one occasion he casually mentioned that the principal,
another teacher and himself were going duck hunting the next day after school.
Similarly, a subtle reference to personal recognition was made regarding his principal's
evaluative comment. Ross said:

“His [principal] last comment before leaving the class was ‘are you going to sleep

twog;gtl.\’tg’ I said ‘I will have no problem sleeping’ and he said ‘I know you
Further he stated:

“Now with some of the other teachers I feel like I am really fitting in. They are

asking me ‘what would I do’ where as before I would have said ‘T don't know.
That makes a guy feel good’” (Ross interview:10/21/87)



When asked about the importance of being recognized for his contributions made to
teaching, Ross's metaphorical comment captured his perception. He replied:

“Well yes, the principal has mentioned that he likes the amount of work [ have

been putting in. ... It is like sports and you are coaching and your team wins the

tournament then yes! ... but if they don't your effort has been put in and there are
still people who will say ‘nice try,’ ‘good job,' ... ‘next year.™ (Ross interview:

10/21/87)

Similarly, a diary entry indicated the level of self-satisfaction he was receiving
from the job. His thoughts captured the kind of Interpersonal-affective support he, like
the other beginning teachers, reaped from working closely with children.

Ross wrote:

“Now everything is starting to come easier. I now know my way around the

school and the students. I get along with the other teachers and | have been able to

handle just about any situation that has come up. 1did expect all the above, but
the one thing I didn't expect was to have so much fun doing so. Some of the other
teachers say to me that I always have a smile on my face and I am always joking
around having fun. I guess it is because I really enjoy what I am doing and [
didn't expect to receive such satisfaction at such an early date. 1really enjoy the
kids and what I am doing which is probably the reason the days and weeks go by

so fast. I guess it boils down to work hard and be Sre ared for anything and your
reward will come from the results.” (Ross diary: 10/6/87)

Thematic Inter-case-study Summary

Sandra, Darlene, Marsha, Ross and Kirk all gained a feeling of personal
satisfaction from working with their children. Additionally, but in different degrees,
they felt good about the relationships they had established with almost everyone they
worked with. All five, however, were apprehensive and concerned about how well they
were carrying out their roles.

Their need for Interpersonal-affective support was genuine. In a sense, however,
they experienced "baptism by fire" (Gougeon: 1984 - 108) as they were quickly ushered

into their new teaching situations. Without many opportunities to express their
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expectations or feelihgs. they were viewed as professionals and summoned to prepare
programs, order textbooks, evaluate childn_en, deal with parents, axid nianage their
personal and professional affairs as thougb they had been teachin_g for years, The
beginning teachers for the most part were isolated in the profession. They arrived at
school before other staff members. They planned in their rooms over recesses and noon
hours. Most supervised or coached teams by themselves, and frequently worked late
and took whatever work they had not finished home to complete. Their daily work lives
lacked, to a large degree, the nurturing and affective expressions of support they seemed
to desire. In general, Sandra, Darlene, Marsha, Ross, and Kirk viewed their colleagues
at their schools in a positive way. Interestingly, however, the "physical and social
isolation” (Lacey, 1977; Lortie, 1975; Ryan, 1980) they experienced inhibited
opportunities for them to share personal concems with their school colleagues. Their
situations either discouraged Interpersonal-affective support or isolated them from it.
Consequently, the new teachers explored other ways through which they might acquire
that kind of support. In Darlene's and Marsha's cases, "playing the game" or "taking
the pill" by adjusting or deferring their ideas and/or approaches for other's, became a
common strategy which yielded positive responses from either the administration or
teacher colleagues. As Fyfield, Taylor and Tisher (1977: 1-2) observed, the adjustments
they made were in keeping with first year teachers' "coatinual reshaping of ...
perspectives and behaviours as they confront various situations.”

Being unfamiliar with the school and community environments also contributed to
the lack of close Interpersonal-affective support. Darlene, Kirk, and Marsha for
instance, found themselves living in different communities and being confronted with
the "adult world of responsibility" (Veenman: 1984 - 148). Because of the locations of
their new jobs they ended up living greater distances from their families and loved ones.

They lost the support network that they had established among friends during their



university training, and all had to "strike out" and make new acquniﬁmnces. bﬁy food,
pay bills while mldng sure they effectively performed their teaching dutfes. For them
their need fgr Interpersohal-affective support was strong and like "Gwen" (Craig: 1984 -
164) being reassumd by others early in their careers was important,

While each of the five beginning teachers experienced the reality shock of teaching,
both personal and situational causes attributed to how cacﬁ individual perceived the kind
and amount of Interpersonal-affective support they received. Their perceptions were
molded by the questions they pondered conceming their own abilities, the amount of
effort they put into teaching, the kind of school climate they were teaching in, the people
associated with their work, the availability of time to interact with others, and in some
cases, the "luck of the draw."

The traditional nature of their teaching situations provided more opportunities for
the five beginning teachers to be told what to do than to be told how well they were
doing it. While all expected direction and advice in dealing with professional and
organizational matters, the absence of being personally recognized by others was
considered a shortcoming of their initial six month experience. As a result, their own

definition of what made work worthwhile became even more important.
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Emergeni_ ’l‘hemaﬁc iﬁterpretatiom Profwionﬁi-hffecﬁve Sﬁpport

Sandra, Darlene. Marshé, Ross, and Kirk were eager io start theif new jobs and
were cncouraged by the way their principals and teacher colleagues seemed to accept
them. Inall insuinces the data revealed that the five beginning teachers viewed the ease
with which their colleagues volunteered materials and advice during their first few days
at their schools as being significant in helping them adjust. In this regard, the five
experienced feelings of self-confidence from knowing that the other teachers cared and
wanted to help them "get started.” Just knowing that others were willing to share, or
that their colleagues had experienced similar anxious feelings during their first year of
teaching brought comfort.

Breaking new ground was difficult, but all five new teachers seemed to adapt
quickly to their new surroundings and develop interpersonal relationships with other
staff members who in tum provided them with professional direction and a feeling of
belonging. Their impressions of their new situation came first through their assessment
of the job interview process, and second, from the openness of the staff during the first
few organizational days prior to the start of school. In this sense all five beginning
teachers seemed to identify with certain individuals on staff who either were receptive to
their needs, showed enthusiasm for their own jobs, had taught or were teaching the
same grade, had similar interests, or had common duties to perform at the school. All
five teachers initially viewed their principals as main sources of Professional-affective
support and as the individual who significantly influenced the climate of the school and
was an important figure in providing the Professional-affective support they needed.
Their principals' initial guidance and interpersonal support made them feel fundamentally
good about what they were doing in relationship to their teaching duties.

The support group notion was important to them and they looked forward to any

opportunity to share their thoughts and feelings. Correspondingly, the five beginning
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teachers seemed o amicibme being rewarded for the efféﬁ ﬂxey wém éxpgndins. Being
paid for the first time made their efforts seem worthwhile. To them the cheque
represented a tangible reward which in effect made them feel cohﬁdeht iti what they had
accomplished. Gaining a sense of self-worth from what others said to them or offered
was not only accentuated by each pay cheque, but also by the feeling they experienced
when others accepted them as equals. Developing a collegial bond among other teachers

and throixgh the receipt of salary, contributed significantly to their sense of purpose.

Case-study Interpretation

To emphasize these principle characteristics of Professional-affective support,
interpretations from Sandra's case-study are cited. Supplementary data from other
individual case-studies is incorporated to illustrate variations on the theme.

Listening to Sandra: Sandra seemed comfortable with the support she had
been receiving from the others around her. In most instances, as a result of her reserved
confidence, independent character, and the climate of the school the kind of support she
did receive was more professional than personal in nature. The professional respect
shown by her principal was an example of this. In commenting on the kinds of
interpersonal interactions which did occur between Sandra and her principal she stated:

“He [principal] approaches you in a non-threatening manner. He was talking like

‘when I started teaching there was nothing’ and he didn't want that to happen to

new teachers. He said that ‘it was ridiculous to expect people coming from the

University to know what they are doing.’

My principal set me up with the girl who had grades 3 and 4 last year so she is my

partner ... she is a resource. She doesn't help me with planning it she lielps me

with ideas and suggestions. Bill [principal] says that he doesn't call it stealing ...

it is teacher sharing [laugh).” (Sandra interview: 9/9/87)

Sandra als;> intimated that she appreciated the Professional-affective support she

received from her principal. In explaining, she said:
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“] am definitely getting professional support. ‘Like Bill [principal] thinks nothing
of coming in ancf asking me how it ai'si‘fmnz and ‘can [ help you with anything.’ 1
haven't been going to him as often and I am definitely getting professional sum:on
... itis there ... it is offered. There is a concern for my physical health and B '
has said if you are sick or are getting run down be sure to call me so he could get a
substitute teacher. I think that is great just for the fact that he is willing to come out
and say that. | wouldn't want to do that because [laugh] ... this is going back to
my personality ... I would probably get more sick writing the plans out than if [
did 1t myself [laugh].” (Sandra interview: 10/21/87)

Listening to Kirk: Unde: his new teaching assignment Kirk recognized the
significance of the principal and the teachers on staff in providing Professional-affective
support. The rural location of his school, and the nature of his sports coordinator's
position, influenced the way he viewed his role, the contributions others made, and the
way he thought he should execute the numerous tasks facing him. He also said,
however, that the onus to successfully complete tasks was his responsibility. He stated:

“The principal ... well I expect him to be understanding about any problems or

helpful with anything like problems or situations that I might run into. Iexpect

him to act like an administrator, just for the fact that this is my first year and that
am learning a lot. T am learning more that a veteran teacher maybe. ... as far as the
teachers, like I expect them to give me a hand. I hope they will give me a hand.”

(Kirk: 8/25/87)

“Well right now the teachers are really helping me out especially when we go on

trips. Things like eligibility forms, entry fees ... there are always others helping

me out. (Kirk: 9/17/87)

When making a comparison to his student teaching experience Kirk commented:

“There is a lot of work in internship but you can always fall back on the teacher.

Here you can't fall back on anyone, you are the guy who has to get it done.” (Kirk

interview: 12/2/87)

Kirk also believed that the principal, and similarly, the other teachers had an
obligation to provide professional-affective support. In summarizing his feelings toward
the matter Kirk stated:

“Actually you know I think there should be lots of interaction between the principal

and the first year teacher. The principal should sit down and also other teachers to
give this new teacher a hand.” (Kirk interview: 8/25/87)
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Listening to Darlene: ,At‘” three weeks of teaching Darlene also identified ihe
staff, the administraﬁdu, and others as important in providing pmfessionnl-affective
support. When asked about support she stated that:

“Yes it is the people. If they over hear you talking they will say ‘Oh yes I've got

stuff on that.' ... and yes the principal is very supportive [after her director had

evaluated her eight days into her teaching assignment] I went and talked to him

[about the evaluation) and asked him some questions. He clarified them. He was

still very open and willing to come in and help if I wanted anything.”

Listening to Ross: Ross seemed most aware of the Professional-affective
support he received from the school staff members. His interpretation, however,
explicitly reinforced the insular characteristic of his role and reflected what Kirk
perceived as the difference between student teaching and "the real thing." Ross
commented:

“Yes, ] expect support, but the support is not going to come like ... let me [other

teachers] help you plan. No, they went through it ... they don't want anything to

do with it ... and I don't blame them because it is tough. ... they [other teachers]
are there if you want it. They will help you ... but when it comes down to the
crunch then it is up to you. Like you have 28 students and you are going to teach

them exponents ... then what am 'I!' going to do?" (Ross interview: 9/8/87)

Emergent Sub-theme Interpretation: Acquiring Resources

The data suggested that for the five beginning teachers, acquiring resource
materials from other school staff or just locating resources materials within the school to
enhance their classroom environments or the teaching process, provided a positive
emotional up-lift, a sense of assurance, and a feeling of camaraderie. They frequently
commented upon how gratifying it was to have other teachers share materials or to offer
assistance in locating materials within the school.

The Professional-affective support associated with their jobs was made more

evident to the five beginning teachers during the first few weeks of teaching than later in

their experience. The isolated comments from all five beginning teachers captured the



emotional effect of having others respond to t}iem ina pmfessional-aﬁ'ecﬁve way. Their
initial thoughts about organization and resources illusu'dted an ihtehsé cthem for
knowing what to use and what io teach. All ﬁve felt conﬁdeﬁt in their uﬁining. but,
when the school year commenced, all expressed anxiousness and looked to others for
resources and direction. Knowing that others were willing to share encouraged them,
however, over the six month period teachers' personal and professional obligations,
personality conflicts, and the feeling on the part of the beginning teachers of not being

able to reciprocate in the sharing process inhibited those opportunities.

Case-study Sub-theme Interpretation

Listening to Marsha: Marsha was self-confident and in many ways
uncompromising. While she most certainly appreciated the Professional-affective
support she received in the form of resources and teaching suggestions, cccasionally she
took issue with the kinds of ideas directed her way. Certain practices seemed to
challenge Marsha's training. Reflecting upon her situation Marsha remarked:

“I am getting pretty nervous about the job. I have been looking at books, just a

few of them. [ don't even know what kind of system we follow. [ think for the

first little while it is going to be hard ... but I know that I can handle it because of

my training.” (Marsha interview: 8/25/87)

Marsha enjoyed the limited sharing of materials and the assistance she was
receiving from Louise [vice-principal], but she reacted strongly to the emphasis placed

on "note taking" and the syllabus given to her for the Social Studies component of her

Grade Six program. She stated:

“The basic structure that is carried out in my school is notes, take notes, and take
more notes and I can't stand it you know. Iam feeling like I should be doing that
but the kids hate it, | hate it and in some subjects I have been actually doing it and I
feel terrible about it. ... It was that one teacher down the line. Somewhere he gave
the kids notes and notes ... all year and then the next year another teacher said
‘what did you teach’ and he said well here is a student notebook; photo-copy this’
and that teacher did and taught the exact same thing.” (Marsha interview: 10/14/87)
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Listenihg to Sjndm Sandra's coMnt suggested thm the msition fmm
university work to school work was a relief. Her comments revealed 8 subtie shiﬁ in
her thinking toward the utility of packaged, textbook approaches to teaching and
learning.

“Yes, I expected [ would be doing more writing down because | was so used to
actually preparing lessons in student teaching ... but I didn't expect to get as much
help from the teaching guide books. For instance | was sitting there last summer
wondering oh my God! what am [ going to do. 1don't know anﬂ\inz about
grade three ... what am I going to teach these kids and it will be different than my
student teaching. Never in my wildest dreams did [ think [ could open a book and
there would be a lesson to teach. I think it is great.” (Sandra interview: 9/9/87)

Later Sandra commented on receiving materials from other teachers:

“Well I don't expect somebody to come in and tell me, but Gloria {a teacher across
the hall] will sometimes come over and for instance she found these for me
[pointing to curriculum guides and duplicating masters] and here up to this point |
have been making extra work by making these things. They are quite a savior.
Mind you I think T am quite lucky with this class in the sense that most of the kids
are well above average and there are just a few that are a bit slow.” (Sandra
interview: 10/26/87)

Listening to Ross: Ross seemed excited about receiving almost anything in the
way of resources, teaching suggestions, or equipment. The effect of teaching in a new
school was a thrill to him and having the responsibility of ordering new physi-al
education equipment bolstered his ego. Ross's principal wanted "team players.” In
sensing this, Ross felt comfortable approaching the other teachers for their help. He
seemed elated when he said:

“Well I have tremendous support ... that is no problem. I could ask anyone. For

example I was having problems with a kid in Grade One ... but now we are

partners ... I put my hand out [snapping fingers] and he is there like that. ... and

that was just something that another teacher told me ... we talked for about a half
hour and we came up with that idea.” (Ross interview: 12/17/87)

Listening to Darlene: The feeling of apprehension was over-shadowed by

delight when otlier teachers offered Darlene resource materials or advice. Her comments



put into context her teaching situation and her appuciation of other's efforts. Sounding
grateful she stated:

“I was talking with another teacher and she had a piano in her room and I had just
got a piano in mine and we started talking about music. And then she si'd she had

all kinds of records, a great big library of books and that type of mﬁ .. and to
come on in and help myself. So that was really nice.” (Darlene interview:8/25/87)

Later she stated: ;
“Well | had written in my diary that I was feeling like I was beginning to be ‘a pain
in the bunt’ for asking questions and for borrowing ideas and that type of thing
until all of a sudden the director was coming out and I had ... Allen [teacher] was
there again and another teacher to give me support, and materials, and stuff that I
could use. And then one of the teachers came in to my room and asked whether
my class would want to come over and watch a film. She also wondered if
wanted to get together and work on the Christmas concert together.” (Darlene
interview: 10/18/87)

Other comments made by Marsha and Darlene illustrated their concern over the
utility of some of the resources offered to them. Drawing from their university training
they questioned whether or not some of the resources were appropriate and/or in keeping
with educational trends.

In Darlene's case she felt the reading series chosen by the principal would be too

Q
difficult for most of her students. Believing in "whole language" and the use of a variety
of supplementary resource materials to enhance learning, she commented:

“I think it really surprised me [talking about the first year teachers' meeting held by

the school board] that they were saying use the guidebooks as Bibles. At

university we were taught that they shouldn't be used as Bibles. You sway from it

.. be creative with it and I almost got the feeling that they wanted you to follow it.

They gave me the feeling that too many teachers are swaying from it so they are

trying to get people back cn the track by using them.” (Darlene interview: 8/25/87)

Darlene, however, found herself being influenced by others to adhere to established

program policies

Emergent Sub-theme Interpretation: Acquiring Remuneration

The fortune of being hired by any provincial school jurisdiction in 1987 seemed
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reward enough for ﬁxe ﬁve b_e_jipning wachgn. The :com‘;‘:e.tiﬁ:o; qur_ tcnching posxtions :
was extremely aggressive and seciuing a job was perceived by them, ilieit fnmilies and ‘
friends as an imbomm accomplishment,

They felt positive about having an opportunity to test themselves in what was for
them a "real" teaching situation, but at the same time they felt somewhat reluctant
éonsidcr‘mg the level of responsibility the position held. For the first time they found
themselves personally responsible for the children's well-being and discovered very
quickly the subtle impact of knowing that being in charge meant being accountable.
Indeed, any positive feedback they received from others about what they were
accomplishing while teaching was greatly appreciated and served to relieve certain
tensions. Correspondingly, being paid for what they did, and just "making-it" to a
weekend or to a particular holiday regist'ema a feeling of achievement. In this sense, not
only did words serve to enhance their feeling of sélf-wonh, but having tangible results

in the form of a pay cheque or a day off was important as well.

Case-study Sub-theme Interpretation

Listening to Kirk: Acquiring a teaching position meant a great deal to Kirk's
parents even though he himself was not initially enthralled with the notion of teaching in
a rural hamlet. When asked about his new job, the notion of moving from student to
teacher and becoming financially independent, was inviting and strongly supported by
others close to him. In Kirk's words he said:

“Actually, let me tell you something. Ididn't want to go to Prairie View. |
thought I would be making some money and I thought if I didn't accept the
position I would be hearing about it from my parents for the next ten years. |
thought that every time [ would run into financial problems ... if I didn't get
another teaching offer they would be saying ‘well you had your chance.’ So that
kind of did it and I said ‘all right.’ I gave the board the verbal agreement and
signed the contract. Then thought after ... why did I take this job? ... because |
never wanted to go to the country, never. I just wanted to stay in the city because
there were so many things going on there.” (Kirk interview: 8/25/87)
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Kirk, however, seemed just as concerned over whether his students learned. In

reflecting upon being paid, he offered

“Well teaching is more than teaching stuff ... I am more or less out there to help
themi [students) learn. I had that idea in student teaching and more so now. ... The
cheque is important, but I enjoy teaching the kids. I would rather be recognized as
someone who can get his point across and who can help the kids learn than
someone who just picks up his pay cheque.” (Kirk interview: 9/17/87)

Kirk had mixed feelings about the amount of money he was paid and waited in

anticipation for their first pay day to arrive. When it did, he was noticeably shocked by

the deductions and felt somewhat let down when they reflected upon the amount of work

he had done over the month.

Kirk reflecting on the amount of this first cheque commented:

“Well I am still in debt [laugh] and this cheque will be gone pretty quick ... 1 owe
money to everybody. The September cheque was all right ... I netted $1050.00
because they deducted the teacherage. Well you know $24,000.00 is ok if you
are getting $24,000.00, but when you are getting $14,000.00 that isn't ok [laugh].

I think first year teachers will think about the pay cheque much, much more than
those teachers who are established because they work for it.” (Kirk interviews:
10/28/87 - 1/30/88)

Listening to Ross: Ross also reacted to the amount of the pay cheque and in

reflecting back said:

“Yes, coming up two months into the inb «nd man did it go fast. I will get paid
next week and boy! did they ever tak. a lot of money! Like I get $2350.00 a
month and I get $1550.00 clear ... they just take: $800.00, boom!” (Ross
interview: 10/21/87)

Listening to Darlene: Darlene's perception of the amount of money she was

being paid illustrated once again her circumstances and the subtle influence being paid

had on her own sense of purpose. Through a sequence of questions her feelings were

revealed. She said:

“Teaching is a lot of hard work and dedication to insure that you are providing the
best learning environment for a child.”



(Do you believe in that?)
“Yes"
(So you have not lost any of your idealism, your purpose?)

;No it is still there. It can be the pits sometimes, but there are still some good
ays."”

(What are you getting out of this?)

“Right now it seems just a pay cheque.”

(Have you been paid?)

“Yes I was. They take a lot of deductions off ... just about a third of your cheque
which is depressing and it will be like that every month. 1 was ex?ecting a lintle bit

more, but what I am getting out of teaching really is the satisfaction of seeing
someone achieve something. To see a kid say ‘Oh yes now [ have gotit.’ To see
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a kid sit there and struggle and struggle and then say ‘Oh yes I have got it!".”

(Darlene interview: 10/19/87)

Listening to Sandra: Sandra had previons knowledge of the final dollar figure
she would receive every month on her pay cheque. Her comment concerning being paid
for teaching revealed her feelings and her character in regard to the amount of money
teachers were actually beidg paid. She said:

“Well this isn't a fair question [laugh] ... you are getting a real answer from me

because I would have been knocked right off my chair with the amount if I hadn't

had the job I had last summer. I made out gay cheques and I took off deductions,
and so | was aware of the whole process. But before that [laugh] no. I would
have thought a couple of hundred not a third. Well the way I look at it is, there are
lots of people out there working tneir "butts” off for minimum wage and I am
getting really good money and I am enjoying what I am doing. You know I don't
have a family to support yet and there are certainly many people who do and they

have to work in kitchens and other places.” (Sandra interview: 10/26/87)

Listening to Marsha: Marsha's reaction to the pay cheque deductions was
similar to that of her other first year colleagues. The payment for outside activity
supervision was, however, another issue which Marsha struggled with early in
November. She commented:

“Remember I am getting paid to be outside you know. Ididn't know I was getting
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more. At first I thought Wow! $500.00, but now when I think ... it is really not

ﬁ?/éﬁ“}?éi%%a?ﬁf‘}i&ﬁ?ﬁ%%‘i (poor ids) bare® (Mareha merviow:
While the remuneration did not quite meet with Marsha's and the other beginning
teachers' expectations, the thought of being paid for the effort put into teaching was
encouraging.

From the five beginning teachers' perspective, money alone was not the only
source of remuneration. To them the weekends, seasonal holidays and the particular
school events associated with the holidays, personal preparation times, and professional
development days offered to them by their school jurisdictions were implicit payments
all welcomed by the new teachers. Sandra, Darlene, Marsha, Ross, and Kirk looked
forward to these special times, and believe ihat because of tradition and their hard work,
they were owed them. Surviving until to Christmas seemed to be their biggest reward.

Listening to Kirk: From Kirk's perspective, teachers scemed to work for the
holidays. In reflecting, he stated:

“I think maybe everyone works for the breaks ... I honestly do. Iknow everyone

e &1 working fo the Teazhers Converton. (Rirk merview: 1A0R8)
His comments, which were in anticipation of Christmas, identified that he too, was
looking forward to seasonal school breaks. In attaching a personal meaning to the
Christmas vacation period Kirk's comments were representative of a feeling of
accomplishment, of effort expended, and of time owed. He stated:

“I think the pace always slows down at Christmas ...”

(If 1 asked whether you were waiting for Christmas ... what would you tell me?)

Ahhhhh! [laugh] yes. A hundred and ten percent. I am not going any place. Iam

just going to relax and sleep-in until 1:00 p.m. everyday ... I am just going tobe a
bum [laugh)].” (Kirk interview: 12/2/87)
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Listening to Darlene: Darlene's response to the ducs;ions;cpnceming
surviving to Christmas was indicative of personal achievement. Darlene sighed:’

“Yes, it is hard to believe ... I thought Christmas would never get here[laugh]. It

just seemed like such a long haul to get here.” (Darlene interview: 17/21/87§

She was personally satisfiqd with such an achievement and reconciled her feelings
by reflecting upon the amount of time and effort she had expended over the last four
months.

Listening to Marsha: Marsha's excitement of the up-coming Christmas
vacation was accentuated by the joy she found in being involved in the Christmas
activities at the school. She happily commented: .

“Oh we are counting down the days. Just eight days until Christmas. We have

our concert on Monday so the whole week is a write-off as far as work is

concerned. The concert stuff I think is needed. We have a tree in the hallway and
each classroom is decorated with Christmas stuff. I guess it depends on whether
or not teachers get really excited about Christmas ... a few of us have had stuff up

as early as last week.” (Marsha interview: 12/8/87).

Listening to Sandra: For Sandra and Ross the Christmas recess had a
different personal meaning. Sandra was to be married over the holidays and Ross was
going to be making a transition from one school to another. Ross viewed the break as a
breathing point from which to orient himself to the new teaching position. Sandra's life
close to Christmas was like a "whirlwind.” In referring to her situation at that time, she
said:

“Oh! it is just crazy around here with the wedding... it is hard to concentrate.

Even Dick [fiance’] is going crazy now too, fourteen days before the wedding.

We finish here in seven days ... all next week and then Tuesday. Actually, to tell

you the truth it will really be a nice break. Iamreally glad we have more time after

Christmas. You know it has been hectic around here for different reasons. We

have a Christmas concert on Wednesday and we have already had two practices.

But I think most of the hectic things for me now have been personal” (Sandra:
12/11/87)
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Thematic Inter-Cose-Study Summary
Sandra, Darlene, Marsha, Ross, and Kirk considered themselves fortunate to have

been selected for a te#ching position so soon after graduatink. With lixnited knowledge
concerning the children they would be teaching, and the content they were expected to
cover in the fall months, they greeted any suggestions or guidance with genuine
enthusiasm. The initial interactions with their principals and teacher colleagues late in
June left them feeling anxious about their new roles and looking forward to the direction
and assistance which they anticipated receiving prior to the first week of school and
during the first few months of their new experience. The five beginning teachers took
their new jobs seriously and like the other teachers on their school staffs and attended to
the task of organizing themselves for a state of first-school-day readiness.

The initial informal induction session§ and the first few weeks of teaching were
cast in an atmosphere of congeniality and openneés. But as time wore on the insular
nature of the teaching situation became more pronounced. As the five beginning
teachers adjusted to their work and became familiar with their school environment, each
experienced a subtle shift in the kinds and amount of intexpersoxial and professional
support. Personal and situational factors such as the amount of interpersonal
communication among teacher colleagues, individual personalities, the climate of the
schools, and even the amount of time people found to spend together attributed to a shift
from Personal to Professional-affective support. Professional-affective support was
readily offered by others as the teachers worked their way into the fall school semester.
Interestingly, this kind of support appeared more often during the preparation times for
seasonal events such as Halloween and Christmas than at other times during the
semester. Adapting to and acquiring the skills for fitting into their new environments
(Sanders and Yanouzas: 1983) was a necessity for all the new teachers. As they became

more accustomed to the ways of the school and the people around them they tended to



115
become more slf-rliantIn alsy, becoming more self-reliant wasencouraged by he
infreduem opponunity tb inieract thh other t:achei' colleagues. While other teachers
were most willing to share thgir thoughts and ideas wuh the new teachers, ihose ieachers
too had certain personal and professional responsibiiities which they were obliged to
carry out. Completing their own work precluded many opportunities for interpersonal

discussions which would have engendered positive feelings associated with sharing

responsibilities, and comradery.
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 Emergent Thematic Interpretation: Organlzational Support

Sandra, Darlene, Marslia. Ross and Kirk were apbointed to their teaching.
positions during May or June, 1987, While their personaj and pre-service teacher
education exj:eriences pmvided them with insight into the nature of the teaching
profession, their need to ascertain specific information pertaining to their new duties
occupied their thoughts. Fundamental questions such as what grade level they would be
teaching, what subjects they would be teaching, how they were to respond to children
and parent needs, and how they were supposed to complete class registers reflected this
desire for early guidance and direction. In this sense, the data revealed their need for
Organizational support which would assist them in knowing wiiat and who to teach, in
understanding school organizational policy, and in developing workihg relationships
with pupils, other staff, parents, and those associated with the school jurisdictions.

They expected to be informed about the peripheral and pivotal norms of their
schools, the nature and number of the children they would be teaching, the type of
community in which they would be teaching, and the programs and curricula sequences
they would be charged with following. Similarly, they expected thai this information
would be explicit and readily volunteered by their principals and other staff members.
The information the five beginning teachers sought indicated their need to fit in.

The information which they were able to glean from the interviews and subsequent
short orientation meetings held in the Spring was general and somewhat limited. Few
decisions had been made concemning the Fall semester and most staff members, at that
time, were more preoccupied with bringing closure to the existing school year and
summer vacations, than with planning next year’s school agenda. Of consequence also
were Sandra's, Darlene's, Marsha's, Ross's, and Kirk's subordinate status. Being new
to the job, they were cautious in their approach. They did not wish to appear

unknowledgeable or naive, and as a result they left their initial visits with a sense of
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uncerainty. It became @pparem tba; all Ewe beginninz t_eqchgrs were looking forward to
the fall in anticipation of more concrete information that would assist them in carrying
out their jobs. The kinds and sources of this information were important to each

beginning teacher.

Case-study Interpretation
For purposes here, Marsha's comments will be first used to provide a foundational
thematic perspective. Supplementary data from the other individual case-studies will be
| incorporated to illustrate variations on the theme. |
Listening to Marsha: Marsha reflected upon her meeting with the principal in

late June:

“T had expected to get the job and to go there and get some books and look around
in June ... and that is all that it was. Now when I think about it, there were some
things that I was unclear about and it would have been nice if certain things were
laid out a bit better. ... As a first year teacher I think I need a little direction. I need
somebody to tell me how things are usually run and when [ am stepping out of
bounds. But I want my freedom within those boundaries. The principal so far has
been helpful. But you need to know what time to show up and even what to wear
8/2yS°/l8‘ _;c)now things that you have not experienced before.” (Marsha interview:

From Marsha's perspective, feeling unsure was a result of not having enough
information. She was most explicit when commenting on her situation:
“I had expected a little organization. Iexpected to come to school and have some
outlines and some direction. I was expecting to know what subjects I was
teaching and to know what kind of supplies I had to work with and I was
expecting them to tell me what had been taught the year before. Yes, getting
general and specific directions was an expectation and I was just lost the first
couple of days wondering what I was going to be teaching.” (Marsha interview:
9/16/87)
Marsha found that she had to depend upon indirect means to assist her in gaining
information. In many instances she was forced to informally seek out information

regarding school organizational policy.



Listeniﬁg to Ross: Ross's pbservation reinforced the notion of not being
specifically informed about school policy issues. His comments revealed a initial high
level of uncertainty due to the lack of information. He stated:

“Well | am not any farther ahead than I was before. 1 am going to talk to the

ﬁu'ncipal once more today and he is hopefully going to give me some idea of what

e wants ... right now I don't have anything to talk about. Idon't have any
information. f ess next week [ am going to the school to figure it out.” (Ross

interview: 8/21&“'7)

Not knowing led all five beginning teachers to rely heavily upon their intuitive
abilities. Sandra, Darlene, Marsha, Ross and Kirk considered their independence
important, however, they looked forward to receiving information or direction which
would help ease the transition from student to teacher. After his first week of teaching

Ross indicated:

“It would be nice if someone said do this and this ... that would be a piece of cake.

But the difference is you have to sort through it and figure out what the heck you
gx/cslﬁgli)ng to do and where you are going. Nobody else will."” (Ross interview:

Sandra's, Darlene's, Marsha's, Ross's, and Kirk's experiences at university had
reinforced their commitment to the profession, and had affirmed in their minds, their
level of theoretical and technical competence. Although the five beginning teachers
generally felt confident in their ability to perform their assigned duties, they did attach
great significance to the direction and guidance they received from individuals closely
associated with their schools. To each beginning teacher the main source of this
Organizational support came from their principal. From their perspectives, the principal
was the authority figure of the school, the individual who administered school policies
and procedures, and of significance to them, because they had played a major role in
hiring them.

Their descriptions depicted their principals as supportive and knowledgeable.
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Ross pgmeivo;d his prmcxpal as the captain of the team and in his words, "the one who
called the shots and took the heat." Sandra described her princiﬁul as a "facilitator,"
while Darlene's initial perceptions identified the explicit character of her principal as an
individual who "lays it out on the line." All five teachers had respect for and confidence
in their principals; however, over the six month transitional period personal and
situational circumstances altered their views.

Listening to Darlene: For Darlene the principal provided general guidelines
which were to be followed by all the teachers. Her concern, however, centred on his
prescriptive nature and the lack of frequent interactions. The situation it seemed, forced
Darlene to compromise her professional ideas for those of her superioi's. Darlene felt
obliged and even obligated to follow the suggestions made by her principal. Being a
new teacher, she felt that she should "go along with what they wanted.” Darlene's
comments further illustrated how other staff members perceived her situation:

“Well I expected to be able to use my own ideas but I feel like | have todo it the

way they want me to do it. They expect this and this and this. |expected this

would happen to some extent but I didn't expect it to be as rigid as what itis ... It
is this way and that is the only way."”
Further she stated:

“I had some teachers say to me ‘you have to learn how to play the game.’ They

have told me that, but right now I don't feel comfortable with that because they can

look in your day book and they can see what you are doing and if it is not
conforming to their expectations of what they want then ... .” (Darlene interview:

9/21/87)

In providing an example Darlene clarified her perception:

“The 'whole language' approach seems new to this system. Here they want

everyone following the 'Mr. Muggs' reading series. You follow the guide book

and the program. You do what it says so that everyone is doing exactly the same.

That kind of puts a cramp on your style. My idea is that kids learn to read through

a variety of sources. Through hearing things read to them, through writing,

12%%1 : different sources taken from a child's perspective. (Darlene interview:



In Darlgne's case the information and gdi/ice she mcewed was limited and

infrequent. Her principal would provide specific suggestions only on occasions and
those suggestions tended to be technical in nature. Darlene's frustration was revealed

when she said:

“He usually doesn't say a whole heck of & lot. Even when I have gone to him to
ask advice about handling certain children he really doesn't give me the direction I
would like. I think he should you know! But even still, when I want to get the
children into more specified programs there is still no direction given. I don't have
a clue about what programs are available here for those kids. 1 seem to be getting
more support from the other teachers rather than from the principal. The }arincipal
to me is taking more of a back-seat approach.” (Darlene interview: 11/18/87)

For the most part, various data identified that the principals associated with the five

teachers did not clearly detail school policies and procedures to the extent that the first
year teachers wished. For this reason Sandra, Darlene, Marsha, Ross and Kirk leamed

on the job by solicited advice, or received unsolicited advice from other teachers on
staff.
Listening to Sandra: For Sandra "leaming on the job" about the implicit

school policies associated with playground supervision was often frustrating. The

example she provided illustrates communication limitations associated with the workings

of her school. She said:

“Sometimes, for instance, when [ am on supervicion I will let some things go by
and someone [other teachers] will say something to me about the incidest and I
will say ‘is that a school rule?’ and the other teachers will say ‘no but that is the
way it has been done in the past.’ I don't want to contradict them but I wonder
sometimes about the rules, It puts you in a contradictory position which I don't
want. [ definitely want to be the one to back down. Who am I o tell the other
teachers to take a hike.” (Sandra interview: 10/26/87)

The Organizational support the five beginning teachers expected to receive from

others associated with the school reflected their need to understand more specifically
their role as teacher. They wanted information concemning their teaching responsibilities

and information that would assist them in carrying out their duties. They desired
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information from signiﬁcant_ oihem in the form of feedback about whnt 10 tmh and what
to plan, and similarly, they desiied fegdback on how they were to Muge the day-to-day
routines associated with their job. Sandra, Darlene, Marsha, Ross and Kirk were
generally aware of the formal evaluation procedures usually conducted with first year
teachers. To them this latter type of Organizational Support was perceived as
developmental in nature &ind similarly viewed by all five as information important to their

career growth.

Emergent Sub-theme Interpretation: Acquiring Role Information

The five teachers brought to their new jobs their own personal definition of what
their career entailed. Their experiences as pupils and then as students in a teacher
education institution reinforced, in their mihds, what their roles would and should be.
Being new served to produce a feeling of uncertainty. In all cases the need for explicit
role information about what was to be expected of them to reduce the anxiety associated
with their new jobs, was important. The opportunity to gain information to clarify their
new roles with respect to, for example, teaching duties, prioritics, time allocations for
classes, recesses and lunch period responsibilities was a key ingredient that would assist

them in carrying out their jobs.

Case-study Sub-theme Interpretation

Listening to Kirk: Kirk's new role encompassed teaching students and
coordinating intramural and sporting events. He brought to his job the impressions of
teachers from his past schooling and his impressions of the university training he had
received. In recalling his school days Kirk said:

“The teacher I think that was most influential was my Grade 8 teacher. He was a

young guy, maybe twenty-four. He was a good role model for me because he had
played football for the "Cats," he was sports oriented and he started getting us
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involved in dﬁb\aﬁc aﬁlays to present in front of the public. From m ' J:ersj:ecﬁvc.
he was one of those all around good teachers.” (Kirk interview: 8/25/87)

Kirk's image of what a teacher should or should not be was similarly influenced
by a high school algebra teacher. In commenting Kirk stated:

“Another teacher, who is still teaching had as much influence on me as anyone.
Maybe on the negative side because he was an excellent teacher, very smart, but
most of his favonite students received high gﬂdes and if you scored below eighty
percent he showed no interest in you at all. He discouraged gghople from asking
questions and therefore memm left behind in the subject. That more than
anything made me want to become a teacher. Right then I thought I could go up in
front of the room and teach these kids a lot better than he could, Notin those
subjects [laugh] but in a way so that others could grasp the ideas and concepts
casier.” (Kirk interview: 8/25/87)

Kirk's university experiences were mixed. He was convinced that his teaching
practicums provided him with a wealth of knowledge and insight into the teaching
profession. Like Sandra, Darlene, Marsha, and Ross, Kirk had had three different
teaching experiences throughout his four year teacher edbcation program. Many of the
education classes associated with the program caused him, like the others, come

concern. He offered:

“I can see how the pre-internship is beneficial because it pw‘ﬁams you for
internship. In that sense it was good; in another I think we did a great deal of
insignificant garbage. I can remember having silly assignments which everyone
thought were inappropriate. Also some of the professors were something else.
One professor talked about the Falkland Islands for the whole semester and
nothing about teaching. Oh! and another professor [laugh] ... remember we were
supposed to be learning a variety of teaching approaches ... she would speak in a
monotone voice, give notes, give handouts and lecture more in a monotone voice.
Everybody tried to learn, but you came out more confused than when you went in.
Like when I think about it the university wasn't the greatest positive teaching
environment.” (Kirk interview: 8/25/87)

Listening to Ross: Ross had reflected upon one of his Grade Nine teachers
and the importance that teacher had on his new career. In his comments he identified a

role he was willing to play in his new position.

“I had a Nun as a teacher in Grade Nine. Now what would a Grade Nine jock get
from a Nun? Well she paid attention to me. She gave a damn about what I said



and she hsed my ideas;' m 'stutf arid I féli needed I expect t§ give like that too

" (Ross interview: 9/8/87)

Listening to Darlene: Darlene had wanted td be ﬁ iémﬁu sim her childhobd.
In reflecting, she indicated that the teachers throughout her schooling had influenced her
in small ways but for her, the praciicum experiences linked to her teacher education and
the people associated with those experiences helped mold her impression of what a
teacher was or should be. In her initial student teaching experience Darlene was
uncomfortable with the rigidity of the Grade One/Two classroom setting and the
approaches taken by her cooperating teacher. Her second student teaching experience
was shared with another second year teacher education student. Darlene found the
teaching opportunity to be challenging as both she and her teaching partner had
experimented with different teaching approaches without the fear of making mistakes.
The student comradery seemed to impress Darlene and she carried that expectation of
"family" support with her into her new career. In talking about that experience Darlene
said

“It was good. We were honest with each other. Instead of having someone

saying you are doing a good job when you really weren't ... we would provide

feedback and help each other out.” (Darlene interview: 8/25/87).

With their initial roles tentatively defiried prior to starting their job, each beginning
teacher looked forward to receiving more formal information that would clarify in their
minds the immediate job they were facing. Sandra, Darlene, Marsha and Ross
commented on meetings organized by their boards before the school term started.
According 1o them, the meetings were informal and designed to serve as a way of
introducing the new teachers to board members, the other new teachers hired, and to
provide the directors with the opportunity to speak in general terms about the goals of
the school jurisdiction. From their accounts the one hour meetings were considered

discussions organized to provide some initial direction and enthusiasm. Darlene and
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Sandra had remembered the mectin_gs as being_ sessions which told the new teachers
something about tlieir school systeins, the names of people they could goto for
assistance, professional teaching association information, and general board policies and
procedures. While the details were not made explicitly clear, Darlene and Sandra
indicated that the sessions also provided the administration an opportunity to outline
certain objectives and expectations, and for the new staff members to interact socially
with others.

The meeting which Darlene attended gave her the impression that only the best
teachers were hired by her school jurisdiction, that the new teachers were lucky to have
teaching positions considering the over supply of teachers in the province, and that
excellence in teaching was expected. Darlene, in later recalling what was said by her
director at the induction meeting, identiﬁed.herself as the direct recipient of his words.
To Darlene his words had a more sobering impact on her six months into her new career
than they did at the time they were said. Darlene stated:

“You know during that first meeting with everyone ... I remember the director

standing and saying ‘we expect excellent work ... and mark my words, one of you

will lose their inb because of poor classroom management’ and now I think that

one person is me.” (Darlene interview: 4/20/88)

The beginning teachers were informally introduced to certain duties or tasks
during initial meetings with their principals and staff during the week prior to the
commencement of school. The first year teachers asked questions of others when a need
arose or issues surfaced and in most instances answers to their queries were provided by
either the principals or members of the teaching staff. From all accounts, however, there
were no systematic organizational efforts to minimize problems confronting the new
teachers in their school settings. |

Listening to Marsha: Marsha's comments identified the nature of the problem.

After ten days of teaching Marsha said:
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“I am feeling more organized. It may be because I am getting used to being here
but you know you don't know what the kids are like the first day. It takes a while
to adjust and I am still adjusting. 1was just wondering at the beginning about
what [ was going to teach and what I was going to be doing. 1 was going day to
day. We didn't have certain timetables for what was to be taught, when it was to
be taught and the time you had to teach it All that was not clear at the beginning.
1 didn't know what the principal expected from each teacher. Did he wanta
month‘}f' planora weekldv Jalan ... and how closely should we follow the
curriculum guides ... and do we have curriculum guides? Maybe I was expecting
too much. What I was expecting was that someone would give me a nice little
piece of paper saying this is how ... we have these basic rules in the school and we
use the curriculum guides to this extent and these things were taught last year so
don't work on them this year ...Just general structures so that I would not be

sticking out.” (Marsha interview: 9/16/87)

In the late Spring during their job interviews, Kirk and Ross had been generally
told what their teaching responsibilities were to be in the Fall. Like the other beginning
teachers, both Ross and Kirk had been assigned a particular grade to teach and had been
given some direction as to what textbooks and materials to use. Their roles, however,
were expanded to include the coordination of their school's intramural and athletic
programs. For Ross that meant planning activity programs for Grades Four through
Eight. In Kirk's case, the additional role meant coordinating similar programs from
Grades Four to Twelve. Both were confident about being given the opportunity to be
involved in an extra-curricular activities; however, the lack of specific direction in the
planning and implementation of program initiatives caused them concern.

Listening to Ross: Ross's guarded comment reflected Kirk's situation as well.

“I knew I would be chiefly responsible for teaching Physical Education. I sort of

knew that ... and maybe I didn’t want to know that the intramural program would

be mine, the weight room, and the gym would be mine. My room and my role all
of a sudden became ten times bigger. So my role has changed and if it had been
laid out before I would have done things differently. It goes day by day right

now.” (Ross interview: 9/8/87)

From their day to day experiences all five beginning teachers were involved in the

process of re-defining their role. The meaning they attached to what they did came

mainly from their images of the past and their personal interpretations at the time.
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Listeﬁing to Kirk' Ku'k believed that lus role extended into the community.
~ His mention of the "small town" nature of the _community suggested that whatever he did
would be clearly visible to and scrutinized by the people living within the district. Kirk
found out early that his decision to live odtside the school jurisdicﬁoﬁ boundaries was in
direct conflict with his school board. In commenting about his decision to move, Kirk
said:

“It seemed as though [ could never settle down because I was always worried

e move | s mating. You e a the inusview 1 sid shas | woutd not wund biving

in Prairie View and so with this move they are questioning my credibility. I mean

it is absolutely ridiculous. There is a three mile difference and besides, I am still

B moved ous and th bod [ost $320,00 rent.” (Kik interviews J028/80)

The five beginning teachers' expectation of gaining Organizational Support rested
mainly on their ability to anticipate and adapt. All found themselves reflecting upon and
ascribing new roles to what they were doing.

They found that it was inappropriate to expect their principals or even other
teachers to explain precisely what the role of a Grade Three teacher or a sports
coordinator was. While they had expected more direction and guidance in carrying out
school policies and procedures, all felt comfortable assessing what they were doing and
re-defining their roles. Over time they determined that such perceptual shifting was
characteristic of the job. The five beginning teachers discovered their roles expanding
and their level of responsibility increasing.

Listening to Sandra: Sandra had been trained as a middle-years teacher and
found herself teaching Grade Three. While she enjoyed and seemed confident in what
she was doing, she found the role adjustment initially quite taxing. Sandra commented:

“I think I had a misconception of the energy that is actually spent because [ was

with older kids before [student teaching] and you need a lot more energy [laugh]
with these little guys ... also patience.” (Sandra interview: 10/26/87)



Seeing her role expand to meet the needs of the children she taught, Sandra offered:

“My role is bigger. Personally I think to be a good teacher you don't have to be

such a good speaker so much as a good listener. 1 think that the children are just

dying to tell somebody about all the wonderful things they have done and maybe
thaej' don't get to do that at home. ... This moming I had a girl crying ... someone
had told everyone what her sharing time thing was, so it was not special
anymore.” (Sandra interview:11/23/87)

The multi-faceted nature of their jobs became apparent to the five beginning
teachers early in the school year. For all the teachers their role demanded intuitive
thinking and an ability to quickly react and adapt to various situations.

Listening to Ross: During his first week of teaching Ross had rescued a child
from an auger hole located on the school grounds and applied first-aid to 8 Grade One's
bruised forehead. In reflecting upon what he perceived his role to be, Ross stated:

“The job is multi-faceted ... intensely multi-faceted. You play more than one role

every day. You are a teacher, a friend and then all of a sudden you are on the

Klayground and you are an authority figure. Then you find a girl crying over what

er boyfriend said ... so then you become a father and a counsellor.” (Ross

interview: 2/4/88)

Listening to Darlene: Darlene also perceived her role as expanding in a similar
way. In defining her role as teacher, Darlene commented:

“My role is to provide the best leaming environment and experiences I can for my

children. Overall, however, it seems like I have to be a teacher, a friend ... |

suppose a nurse to take care of the little headaches and cuts, and a parentin a

disciplinary manner. Also my role is to nurture love at school.” (Darlene

interview: 2/3/88)

In early November the five beginning teachers sensed their roles of evaluator
becoming more prominent. The first reporting period occurred in the middle of that
month and all were concerned about the policies and procedures of reporting student
grades. It became clear that little information had been provided to them conceming the
ways of evaluating children or the format in which the assessments were to be reported.

Similarly, limited information had been provided to the beginning teachers which
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addressed the function and procedures of conducting the pmng-tgx_tcher interviews. Of

consequence to them was the thought of being, for the first time in their profgssionnl
careers, personally responsible for evaluating the student they taught. All were struck
by the predicament of having to judge children's progress and all were deeply
concerned over the absence of specific evaluative information and their own ability to
evaluate appropriately.

Listening to Darlene: Darlene had been briefly introduced to her school's
reporting system early in September. She did indicate that little mention of reporting
practices had been made after that time and that she found herself asking other teachers
for advice on how they completed their report cards. In most cases each teacher had
devised their own methods of determining grades. Her comments before and after the
reporting period suggested the difficulty she had in doing something for the first time
with minimal direction or guidance. In mid-October Darlene said:

“It is pretty scary but I think it is part of the job. It is scary right now because [

don't really know what the principal and the parents expect on the report card.”

(Darlene interview: 10/19/87)

After the reporting period she offered:

“I filled them out at home and found it very difficult. Ididn't think that it was

going to be as difficult as it was. I found placing a "stamp" on a kid very hard.

We [all teachers] had a mark sheet with no comments to give to the principal. |

handed it in and nobody said whether I was marking right or anything like that.”

(Did you have a meeting to discuss parent interviews?)

“Well just a talk with him [principal]. He gave us a handout to read on what you

should or should not do ... other than that we were just to tell the parents how their

children were progressing. There wasn't really a lot of direction as to what you
should do or how you should go about doing it.” (Darlene interview: 11/18/87)

Listening to Marsha: Marsha's comments also illustrate that her role as

student evaluator was :iot clearly defined. In her situation she relied upon her university

training and the informal advice her colleagues in the school gave her concerning

128



efective evalustion procedures Like the olerbeginning teachers e hd lmied

pmviousexberience talkmg to pargnts. and found the ii)fprinaﬁoh on whdt and h&w id

conduct interviews with panéﬁts inadequate , M@rslia mﬂected ,
*There was just a liitle bulleﬁﬁ oh helpful hims for inteﬁié\#s stuck in our mail
boxes. And to me he [&nncipal] said *if you are kind of worried about interviews

... here is a little book that you could read at your leisure.’ The interview schedule
was all set up and I wasn't too happy with that.” (Marsha interview: 12/8/87)

Listening to Kirk: Evaluating students for the first time created an interesting
learning experience for Kirk, While he did not complain about insufficient direction or
guidance conceming student evaluation, what occurred suggested his need for directed
support. Reflecting upon his experience at evaluating students and preparing report
cards, Kirk reflected:
“Let me start from the beginning. The week before report cards I thought that
hadn't given enough exams to base my marks on. So that whole week | made up
somethtgg like fourteen examinations and gave them to the kids all week which
then I had to correct. It was hectic [laugh] all that week. Ididn't get to sleep
once before 4:30 a.m. and [ stayed up all night two times. ... On top of that, |
was ready to hand out my report cards, but I had to re-do my English marks. My
principal was not too impressed because I didn't have my report cards out on
time.” (Kirk interview: 12/2/87)

His diary entry also illustrated his situation. He wrote:

“I amin a state of panic. I stayed up all last night trying to get the report cards

finished and the exams corrected. I shouldn't have given so many exams last week.

I never got my report cards out today and my principal gave me a talking to about

spending more time in the classroom. I will easily have the report cards finished for

Monday, but I feel so burnt out because of exams, report cards, volleyball, and

intramurals that I could drop.” (Kirk diary: 11/20/87)

As their teaching roles changed and as time passed Sandra, Darlene, Marsha, Ross
and Kirk seemed to receive minimal Organizational support. They all found themselves
more personally responsible and accountable for what they did sooner than they
expected. While they enjoyed having this flexibility and independence, many questions

were still left unanswered. Having opportunities to gain feedback from others around
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them became consequential in assisting them evaluate their effectiveness.

Emeraent Sdb-théuié Inféfprmtlom Acqulﬁhg lﬁaedbuck

The university teacher education program from which Sandra, Darlene, Marsha,
Ross, and Kirk had graduated included various sequential practicum components that
provided them with opportunities to apply different teaching methodologies in a variety
of classroom settings. For each practicum experience, emphasis was placed upon
observation, lesson planning, the execution of appropriate teaching strategies, and
procedures for acquiring supervisory feedback. The major student teaching component
of sixteen weeks, focussed directly upon their ability to set goals, meet targets, and gain
as much knowledge from the interactions they had with their cooperating teachers and/or
faculty supervisors. This experience minfofced the utility of a cooperative supervision
cycle, and the importance of the feedback gencratéd from both the pre-conference and
post-conference discussions which occurred between themselves and their cooperating

teachers.

Case-study Sub-theme 1..terpretation
Listening to Kirk: Because of their practicum experiences the five beginning
teachers felt comfortable being observed and all welcomed the feedback, either in the
form of written data or verbal comment, they received from others. Kirk's remarks
concerning the observations made by his principal illustrated this point. Kirk said:
“You get used to being observed because of the program at the university ... you
were ‘under the gun’ all the time ... constantly being watched so really it is nothing
new. I could see that if you had never gone through that type of thing it would be
tough.” (Kirk interview: 12/2/87)
It was a result of these experiences that Sandra, Darlene, Marsha, Ross, and Kirk

expected to receive feedback from others in their new schools that would assist them in
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improving their teaghing_anjd plénxiixig slulls To them suéh féedﬁncic wiﬁ cdﬁsid_é_ied
ppnﬁvp.luat_ive._developniénﬁl in nature. aﬁd normal pmcuce In their new iedching
positions tiley. foi' iﬁe ﬁxost paﬁ. looked uuﬁally ib thexr ﬁﬁﬁcipﬁis for this
Organizational supﬁon.

Listening to Sandra: Sandra, like the other four teachers, planned day by day
and sometimes hour by hour. In her case, opportunities were initially made available for
Sandra to discuss with her principal her day plans. From her perspective she welcomed
this kind of feedback. She commented:

“Every day I sit down with Bill [principal] and we talk. He likes all his teachers to

go a day at a time because you never know what to expect. He seemed to be

breaking me in ... because the director is coming Monday and he was saying that

the director will be looking for this and that. Bill was just being a general help.”

(Sandra interview: 9/9/87)

Later, however, Sandra indicated that her talks with her principal tended to be
every week rather than daily and most discussions centered on the management of
children or long range planning. His feedback was constructive and she felt his advice
assisted her in a professional way. For Sandra, feedback from her principal conceming
her yearly plans typified the process and the kind of feedback all the beginning teachers
received. Prior to Halloween, Sandra commented:

“I handed in a draft of my year projections and just got it back from Bill a week

ago. He wrote some comments down on the Language Arts part and | didn't

know if I was to change something or that they were just suggestions for instance,

... how does this connect with that ... ‘you know." I was wondering whether it

was acceptable or not. I guess he didn't want to get too specific but the language

arts part was just overwhelming.”

(How did you know what to do?)

He sat down with me and talked to me before and then I went and talked to some
other teachers and every single one of them did it differently [laugh].” (Sandra
interview: 11/23/87)

The feedback the five beginning teachers received was general in nature, and the
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process did not bamllel the kind of feedback imocess they had experienced throughout
their pre-service training. In this sense, incorpemting pre- and post-conference sessions
with their principal that were designed to establish and monitor the implementation of
teaching targets and/or tasks, frequently did not occur. Consequently, the teachers, for
the most part, were left on their own to invite comments and suggestions from others.

Listening to Kirk: Kirk like the other beginning teachers would pian or
organize certain initiatives and then seek approval from his principal to implement them.
Kirk in assessing his situation stated:

“When | take an idea to my principal [ don't feel rea.ll&lconﬁdem .sog'ust take it to

him to see what he will say. A loi of times you may think it is a good program but

he will just say no I don't think so. He is fair and I like a principal who will tell
you how you are doing.

(Does he do that all the time?)

Well he doesn't. But if I am doing a good job he will say ‘excellent idea’ kind of

thing ... just informal. My principal is a hard guy to communicate with. You

don't know if you can joke around with him or not. I sometimes find it hard to

relate to him."” (Kirk interview: 1/30/88)

Listening to Darlene: Darlene recognized that professional feedback would be
important considering her first year teaching status; however, her perception of the kind
of feedback she had been receiving was inconsistent with what she had expected. She
commented:

* I expect to develop professionally. In teaching strategies, in developing

programs ... university can only prepare you so much. Really I think they should

take into consideration the fact that you are a first year teacher and that you still do
have a lot of developing to do. I expect that [ am going to grow and improve and |
expected all the work. My expectation was that they [principal and director] would
be more understanding toward developing professionally, but I got a real ‘bomb

shell’ when the director came.” (Darlene interview: 9/21/87)

The data revealed that all five first year teachers acquired most of their feedback
from other teachers on staff. The input they received from their administration was more

in the form of evaluative assessments.
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o Emergent Sub-theme lnterpretation. Acquirlng Anenmm |

All ﬁve beginning teachers anticipated being fommlly mmed on their tenching
pexfounance throughout both their first and second years. They implicitly understood
that by signing thei.r contracts to teach, either their principals and/or their directors would
be frequently visiting their classrooms as a means of evaluating their effectiveness as
teachers. While the data identified that a limited amount of procedural infosmation
conceming the number and nature of evaluative assessments was provided, all five
beginning teachers anticipated that such assessments would follow a format similar to
that of the supervision cycle they had experienced during their pre-service training.
Furthermore, they expected the assessments to help them professionally by focussing on
how well they planned lessons, effectively utilized classroom management skills, carried |
out school policies appropriately, and coopérated in enhancing the school environment
by becoming involved in various extra-curricular projects. To them, acquiring
assessments from their superiors supplemented the limited amount of informal feedback
they were receiving throughout each day or week.

The data that were collected over the six months revealed that the process of
evaluating each teacher differed. Marsha, for example, was assessed twice by her
principal while the other four beginning teachers were evaluated on various occasions by
both their directors and principals. Primarily, no pre-conference sessions, designed to
formalize the assessments, were employed. Most often, each beginning teacher would
be informed in advance about an assessment observation. The teacher would then be
observed either by their principal or director, and participate in a post-conference
discussion following the observation. In this regard, supervisory comments were
written on stanGardized teacher evaluation forms, discussed immediately following the
lesson or re-written by either the principal or director and discussed with the beginning

teacher the next working day.
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Anxious moments seemed ip wcqmp@y the obsewatidﬁ ass&ssmcnis. Whiie
Sandra, Darlene, Mmsha. Ross, and Kirk initially felt cohﬁdcnt and cbmformble with
the process, the uncertainty of being a first year ieachér and not knowing what was
expected of them caused concern. It seemed that it was to their advantage to find out
from other teachers what the administration considered to be traditionally accepiable

performance criteria and then try and meet them.

Case-study Sub-theme Interpretation

Listening to Ross: Having previous knowledge of the school jurisdiction
proved advantageous for Ross and Sandra. Both knew what their directors expected in
the way of lesson planning and upon establishing dates for assessment, planned
accordingly. |

Ross felt confident in his ability to teach, however, in reflecting upon being
evaluated by both his principal and the director, Ross indicated some apprehension. He
said:

have 0 6oms n tomorrow ond we will ik about t bectuse we &' have e

today. Ifelt a lot better with my principal than I did with the director. The director

sort of put me on edge. I know him and I was nervous and speeded things up.”

(Ross interview 10/21/87)

The assessment reports Ross received were positive and attributed to his feeling of
accomplishment. Ross nerceived himself as a good teacher, ready to deal with any
situation that came his way. In reflecting Ross said:

“I don't plan for the worse, I just deal with whatever when it comes. Idon't

choke! It is a full count bottom of the ninth ... I swing the bat ... I don't keep it on
my shoulder ... it is better to be a hero.” (Ross interview: 10/21/87)

Later Ross stated:

“With time and experience over the past four months I can see I have changed a
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Mt deal. ‘Itis because of the e periences hen‘thﬁi'i am um d&ept b deal with
things. The more in-class experiences | have, the more beneficial it is.” (Ross
interview: 1/17/87)

Being recognized for anticipating and adapting to new and different situations
reinforced his perception of his ability. His comment regarding the formal assessments
reflected a concem. From his perspective, being a first year teacher and receiving an
excellent evaluation was impossible. Referring to an assessment made by the
vice-principal at his new school, Ross commented:

“T was observed by the vice-principal while teaching a Kindergarten class and it
was an excellent lesson. ... There was no question about it, because I knew it was
good. The pre-conference was minimal because of time, but after we talked for
about a half hour. Out of a ‘very good,’ ‘good,’ ‘fair,’ ‘poor’ he g.veme a
‘good’ because I knew he wouldn't give me a ‘very good.'

(How would you know that?)

Well you can't get a ‘very good.’ If you are a first year tcach:gou won't get a
‘very good® just because people think that you can't be that good right away.
There are two people whom [ won't mention, that just think that you can only
move from ‘good’ to ‘great ' after a lot of experience. But I am great right now.
In a way it bothered me because it seemed like they were digging to find something
wrong. For example, my last evaluation [from his previous principal] said that my
greatest strength is that [ am a natural teacher, So what do you do ... I don't know
... it kind of fits, teaching is natural for me.” (Ross interview: 2/4/88)

Listening to Sandra: Sandra had indicated that her principal had provided her
with some information about lesson planning and the expectations of her director. In
reflecting upon what he had told her she said that her director had observed her once and
Bill, her principal, four times. Commenting on the visit by her director, Sandra said:

“I couldn't believe I wasn't nervous. I am familiar with him [director] and [ think
that made it comfortable. He looked at my day book and I had a whole lesson made
out because | knew they were real sticklers for having all the parts of the lesson.
They gave me some information at the orientation session about that. I found it hard
because at the University we used set, development and closure and he wants seven
lesson components. He was really picky. He said I should have done closure
before guided practice and independent practice. You know I didn't agree but [
didn't tell him [laugh]. Right now I view him as an evaluator because [ am still
trying to establish myself. I will probably think of him as a support system after a
few years.” (Sandra interview: 11/23/87)



Understanding the process used for making assessments was a concem for all the
beginning teachers early in the year. In this ngard, explicit information concerning the
number of assessment observations, who would be conducting the assessments, what
process would be used and what weighting each assessment would have was not
articulated.

Listening to Marsha: Marsha , like the other beginning teachers, felt
comfortable being evaluated. She did expect a formal approach to evaluation but was
initially unsure of the procedures used in the teacher evaluation process. She
commented:

“I am expecting a visit sometime, but I don't know when. Idon't know how to

set that up, [ was going to ask him [principal] if I could structure it or if he was

Just going to walk in. ... I am sure he would give me notice. At least I hope he

sets it up ... because you know when someone comes into your class when you

are doing something it throws you off.” (Marsha interview: 9/16/87)

Marsha anticipated that her principal would observe her three or four times and
make reports to her director. She did indicate that a general policy information handout
she received at the beginning of the year was useful; however, it did not explain exactly
how her principal interpreted his role in the assessment. From her point of view she
thought that he would visit four times, depending upon the amount of time he had, and
that he would arrange each assessment in advance. Marsha, in reflecting on her first
assessment, commented:

“He came in and observed the other day and I was uncomfortable. I have never

been so uncomfortable with anyone in my classroom before. I felt so tense. Idid,

however find what he did interesting. He sat at the back of the room, did a time

study, listened, got up after the kids were writing their own stories. He stayed for
the entire lesson. Before he left he said that it was a good lesson and that we
would go over his notes the next day. There was no pre-conference, but the
post-conference was good. Even though I am not happy with his social ways his
gemfessional approach is good. I think, however, that the university feedback was

tter than what he gave. It was good to know what he felt especially at that time,
because I was thinking he thought I was a total "air-head."

(You were thinking he was thinking this?)
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Yes. Ireallydid not think he valued my opinion about anything. ‘At the time | was
feeling pretty low. After his assessment it was nice to know that he thought T was
doing ok. ‘I think professionally he is giving me the support I need, He said ‘it is
great to have you, a good lesson, you are doing extremely well for a first year
teacher’ ... so that keeps you going.” (Marsha interview: 11/11/87)
Later remarks provided a different impression. For Marsha assessments should have
been developmental in nature and require that'pmliminary discussions be held prior to

formal assessment sessions. In reflecting upon the assessment process, Marsha stated:

“He doesn't shy anything until the next day. We do not have any pre-conferences
as such. That really bothers me. I don't like it when someone just comes in to
watch one lesson and then foes out and makes a big judgement on it. If I was
viewing someone's lesson | would say now ‘what is this ‘?an of the lesson going
to do, or how is this going to make sense in your unit?’ Yesterday hee’[frincipal]
asked if he could come into my room today ... and I asked if he wanted us to sit
down and discuss everything [ was going to be doing ... and he said no that he
would just come in and be one of the kids. [ said I would feel more comfortable
letting you know what we are doing. "You see he doesn't know what I will be
doing with the children for the rest of the time. He only knows what I am doing

for one lesson.” (Marsha interview: 1/21/88)

Listening to Darlene: Darlene, like the other beginning teachers, viewed
formal assessments as part of the job. What she experienced, however, fell short of
what she had expected. In accounting her experiences throughout the six month period
it became evident that the evaluative process in her mind was threatening, lacked
consistency, caused her great anxieiy and was non-developmental. The comments she
made over the data collection period clearly illustrated the impact formal assessments had
made upon her career.

Dariene was excited about teaching. Her training had been in early childhood
education and she felt confident in her ability to create an effective leaming environment
for her Grade Two class. She had been working at the school a week prior to school
starting and seemed ready for the first day of school. Similar to the other four beginning
teachers, she was anxious about starting and sincerely wished to do the best job she

could. Darlene recognized that her first year of teaching would be difficult and openly
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admitted that she had a great deal to leam. She was under the impression that the system
would suppoﬁ her and help her to develop into an cffective teacher throughout the first
and even second years of teaching. As a first year teacher she was initially reluctant to
ask for advice and :iccepted at face value the advice that was offered to her. Eight days
after the commencement of school Darlene was notified that tne director would becoming
out the following day to conduct an initial observation assessment. Concerned and
anxious, she sought advice from other teachers, and worked late into the evening
preparing her lessons for the next day. From Darlene's perspective the evaluation  hich
she received from her director was devastating. She felt that she had not met the
expectations of her director, that what she had planned for her children was wrong, and
that the director’s opinion of her teaching capabilities was mostly negative. From that
time on she became extremely anxious aboﬁt future assessments. Throughout the six
month period she questioned the purpose of the assessments, her personal integrity and
teaching ability. While Darlene suggested that she was confused over the nature of the
assessments, her ability to articulate her perception of the process of being assessed
indicated that she was very cognizant of what was occurring to her. She considered the
experience to be an emotional "roller coaster ride” with her career hanging in the

balance.

Thematic Inter-case-study Summary
Gaining an organizational sense of their new working arrangement was important
for all five beginning teachers. Having clearly articulated expectations, defined school
policies and procedures, and an environment conducive to open discussion and debate
were the organizational ingredients which, to them, would significantly contribute to a
heightened awareness of what their roles were. Such knowledge and understanding,

they generally believed, would contribute to a stronger and more productive school
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climate.

The opportunity to develop such a level of awareness was initially hindered by the
barrage of tasks and duties they had to complete or casry out once they started their new
jobs. All five found that opportunities for them and others to clearly dniculate folcs. of
philosophically discuss the merits of the teaching profession were limited.

Whether Sandra, Darlene, Marsha, Ross, or Kirk at first wished to be completely
responsible for what they did in their schools and classrooms, the "professional”
element of their jobs implicitly reinforced that they were independent, self-reliant, and
accountable for everything they did. In a sense, while others offered assistance in
organizational matters, all five beginning teachers intuitively understood that they had to
take the personal initiative to find out for themselves what they thought they should
know in order to survive. . |

Independently, they struggled to qualify their own roles and expectations. They
interpreted the processes used for their personal evaluations and found themselves
comparing and contrasting what teaching was or should be in relationship to their most
recent student teaching experiences. Adjustiﬁg to the climate of their schools and to the
significant others associated with their schools placed all five in compromising
positions. With what Powers (1981) describes as a stabilized perception of teaching,
these beginning teachers found themselves continually reflecting upon their personal

abilities, the meaning they had of teaching, and their roles as professional teacher.



Eﬁcrﬁeni ’_l'hémutic lﬁterpr@fauoh: Per@nai-?réfibﬁdl_ Effprt

The exbeiien_ce of attending grade scliool. couplgd wuh the thecrgﬁqil ahd practical
knowledge gamed fmm the teacher educdﬁon trammg pmgmm. pmvxded all five
beginning teachers with a perspective from which io better uxiderstand the coinplex roles
and tasks associated with the teaching profession. Sandra, Darlene, Marsha, Ross, and
Kirk in reflecting upon both their experiences as school students and as teacher
education students, realized at the onset that teaching was a demanding professional
occupation which required them to perform numerous interrelated duties demanding
large amounts of time and energy. All five also recognized that such a job required both
emotional and physical stamina and in this regard, each realized that completing the tasks
required working at teaching for more than the all-too-familiar 9:00 a.m. to 3:30 p.m.
shift. The five beginning teachers developed a personal work ethic which channeled
their efforts in ways that would assist them in performing the duties associated with their
new professional careers. As Ross remarked

“For anybady at the university who thinks being a teacher is the easy way out they

sure are wrong. There is no question that there is a definite time factor ... if you

;\ggxt_t fg ae{ op;sc?:tr::iv :2;" ly(?/lzl 1/8t_t’§r be prepared to put in a great deal of time and

The emergent theme Personal-professional effort represented what all five
beginning teachers expected to give to the teaching profession. Implicit in the theme was
their desire to direct their personal energies and professional abilities in ways that would
ensure over-all teacher effectiveness. For them, spending time and energy in preparing
support teaching materials, creating effective learning environments, meeting individual
children's needs, developing extra-curricular programs to extend or supplement school
programming, and assisting in the development and maintenance of positive school
climates were important contributions which all five beginning teachers wished to make.

The teacher training experience which Sandra, Darlene, Marsha, Ross, and Kirk
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received provided them with a sgduénﬁal blend of practical wﬁcﬁinﬁ exbéﬁencps nnd |
theoretical coﬁrse work expeﬁenceé. which were couiﬁlémehied by vnrious obﬁb&uniﬁes
to imeract_p_mf_essionally with faculty and fgllow students in both formal and mfonnal
settings. The training experience provided the five beginning teabhéfs with oppoxiunizies
to reflect upon their experiences in student teaching, to discuss the relevance of applying
theory into practice, and to speculate upon the kinds of future teaching environments
they may be introduced to or may wish to create in their first year of teaching.

The student teaching component of their university training provided Sandra,
Darlene, Marsha, Ross and Kirk with first hand knowledge of schools and heightened
their awareness concerning the professional duties and roles of teachers. Such
experiences helped to confirm their reasons for choosing teaching as a career, and

reinforced the notion that they were ready t0 teach.

Case-study Interpretation
The data revealed Marsha, Darlene, Kirk, and Sandra's perceptions of their new
jobs to be useful in interpreting the meaning of Personal-professional effort. From their
perspectives the dimensions of Personal-professional effort are identified.
Listening to Marsha: Expressing her thoughts about returning to the
university following the student teaching experience and the need to learn more about the
act of teaching itself, Marsha stated:
“When I finished internship I was ready to go out and teach. I just didn’t want to
go back to university at all. I think a lot of other people shared the same view. |
talked to many people and found that they wanted to teach right after student
teaching and because they had to wait ... most of them a year ... they were not as
confident as before. You see, when you student teach you feel really good about it

and then when you are back at university for a while you start thinking that there is
so much more you need to know.” (Marsha Interview: 8/25/87)

The theoretical and practical teacher training experience, while providing more than



a simulation of what teaching was, did not and could not capture all of what first year
teaching entailed. During student teaching, the successes nnd failures mey experienced
were considered part of the developmental learning process. In their new jobs the level
of tolerance shown by others was limited. Failure to meet an implicit expectation
associated with their jobs was perceived more as a shortcoming than as a professional
growth experience.
Listening to Darlene: For Darlene extra hard work was necessary just to
prove her worth, and failure to conform to established procedures was considered
unacceptable by her super-ordinates. She remarked:
“I could not believe that I actualiy {;ot a job so close to the city. [ felt lucky
because I fi that a lot of people had to have a F;:lit:d for this job so I felt lucky
that I was chosen. 1 still feel lucky and I feel like | have to work extra hard to keep
it because there are a lot of people out there that they could choose from. ... In a
way you have someone saying to you that you can not do this or you should do
that. | am realizing that when they are not in here it doesn't really matter. If the
principal or director isn't in here then I am free to do what I want and that makes
me feel good. But when they are in the same room you had better make sure that

you are doing what they want or you will hear about it.” (Darlene interview:
10/19/87)

In comparing her university experiences with her present teaching responsibilities,

Darlene reflected that:

“i suppose during internship I felt more freedom to just do things and make

mistakes ... | guess they [faculty] expected you would make mistakes. But now

that you are a ... teacher ... now [ feel like I can not make any mistakes. It seems
they [princiPal, director] expect you not to make mistakes ... to be [snaps fingers]

right there!" (Darlene interview: 2/3/88)

Listening to Kirk: Kirk, like the others, had student taught under the guidance
of three different cooperating teachers during pre-service training. Each experience
provided opportunities for experimentation, open assessment and reflection, and the
chance for the teacher and the student teacher to discuss the successes and failures of

cach day. For Kirk his new teaching situation was quite different. The reality of being
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the only one in charge was new and for him demanded courage. As reported, Kirk
stated: | |

“comparing this to student teaching ... there is a lot of work in student teaching but

{,ou can always fall back on the teachers. Here you can't fall back on anyone.

ou are the guy who has to get it done.” (Kirk interview: 12/2/87)
In anticipating his new teaching position, Kirk's comments revealed the nature of his
responsibilities.

“Well, I expect to put in an extreme amount of time. Probably will be working

every night for three to four hours. Iexpect it to be a lot of work because [ have

four different classes. ... I also expect to get a lot of things 3oina. They said one
of my main jobs is to get an intramural program going and do some coaching.”

(Kirk interview: 8/25/87)

Although the five beginning teachers devoted different amounts of time and energy
to their new professions, each individual associated the need to maintain or increase the
amount of Personal-professional effort with their first year teaching status. As first year
teachers not only did they have to plan, organize, and present lesson material to meet the
needs of their pupils, they also had to discover, in many instances, the policies and
procedures followed by the staff. This took an inordinate amount of time and energy
which was reflected in their daily routines. As Kirk and Sandra suggested, the work
was enjoyable but energy draining. Kirk remarked early in his new career that he had
never been so tired, while Sandra in explaining her daily experiences, clearly identified
factors which taxed her physical and emotional stamina.

Listening to Sandra: In discussing what her days were like, Sandra
commented:

“Well, my days are very busy. I would say that usually I am on the run from 6:30

a.m. to 6:00 p.m. and then I stop and I do something like have supper ... go to the

store (laugh) or whatever ... do my laundry and then I do homework. [ have

always been the kind of person that has always been busy or has tried to keep busy

...  would much rather be that way but I don't know how long my energy is

going to last (laugh). Iam not bad right now but by the end of the day | hit the
pillow and I am out like a light. I would describe the teaching profession right
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nowas (iaﬁgh) hectic, full, ioaded .. like there is always sdmebod&'falking inmy

ear needing my attention ... there is never that moment of silence (laugh) that you

need ... there is always something changing. (Sandra interview: 10/26/87)

Securing a teaching job was perceived by My new graduates as difficult. In
such a competitive market ﬁlace many first year teachers v:lm'ing job interviews were
encouraged to indicate other teaching area interests and their willingness to participate in
extra-curricular school programs. For Sandra, Darlene, Marsha, Ross, and Kirk
indicating their willingness to teach a variety of subjects and participate in coaching or
other extra-curricular duties was in keeping with their natures. Enthusiastically, the five
beginning teachers agreed to act in various ways to help ensure their school's over-all
effectiveness and to further illustrate their cooperative and professional character. To
them, becoming a first year teacher meant agreeing to carry out numerous non-teaching
school related duties that were designed to assist in the effective implementation of
school policy. Implicitin their thinking was that such involvement would assist them in
understanding better the ways and means of the school, and relieve other teachers who
in previous years had carried out similar duties. For Sandra, Darlene, Marsha, Ross and
Kirk, the extra work associated with carrying out those duties was onerous at times.

All five beginning teachers perceived themselves as having to give more
Personal-professional effort than most other teachers on their staff in performing their
duties. They felt that more time and energy would be required on their part in order for
them to become acquainted with school policies, familiar with the school's physical plant
and the exact nature and duties of their new responsibilities, and prepared for the
frequent evaluations conducted by their principals and directors.

Listening to Kirk: Kirk, reflecting upon being a first year teacher captured the
essence of what he and others perceived their role to be as compared to those of others.
His remarks indicated that there was a clear distinction between being new at the job and

being a seasoned professional.
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Answering a series of questions Kipklsﬁ,ted:

“First year teachers will think about the pay cheque much, much more than those
people who are established.”

(What is a reason for that?)

“I think because you have so much work in your first year that you are just bogged
down and you know it is a lot of work and once you have everything established
then all you have to worry about is marking and making your lessons up ... like it
is not as intense, you can relax a little bit more. In a couple of years if you are
teaching in the same subjects you can actually sit back and enjoy it ... more than
being under the gun like now."”

(What would cause you to anticipate that?)

“Well just probably being a first year teacher and having to be in charge of so
much and because you are under the gun to get things going because you want to
impress people during f'our first year. You work really hard and you don't even
have time for personal life. Another thing you see that frustrates me is other
tqachhers who have been teaching for a few years doing hardly any school work at
night.” :

(What do you mean by that?)

“Well they don't have to take anything home with them or prepare anything ...

they just write it up in their day book and the materials are already there. They

may do a lot of work at home, but I still see some inequities.” (Kirk interview:

1/30/88)

Listening to Marsha: Of interest were the perceptions by the first year teachers
that they considered themselves doing more work than most other teachers. While all
five realized that they were new to the job and had to "learn the ropes,” they felt that
many others simply put in time. Marsha's subtle comment captured this perception.
She stated:

“I get here really early in the morning ... nobody knows I am here. Iknow I am

here before they come and after they leave. I didn't expect people to say ‘Gee she

is great!” but I will tell you one thing ... this teacher said that I was at the school
when she gets out of bed and I sort of thought ...hmmm!.

Last week I thought I would never catch-up, but I realized that you could always

be doing something ...  am not at a point right now where I am behind, but if |
was it would make me feel terrible.” (Marsha interview: 9/16/87)
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The data indicated that Sandra, Daflcne. Mmha, Ross and Ku‘k were pnpared 10
spend a great deal of time and energy in order to meet theu' own pctsohal expectations
and the implicit expectations of the job of teaching children. To thém. giving ideas and
being innovative, cnﬁng and assistirig childuh. impleménting and promoting school
initiatives, and generally giving of themselves emotionally and physically were
important. Through data interpretation "giving ideas and being inﬁovative." " giving to
the children," "giving to the school organization,” and "giving of one's self" were
identified as sub-themes of Personal-professional effort.

Emergent Sub-theme Interpretation: Giving Ideas and Being
Innovative

The teacher training experience had provided the five beginning teachers with
various opportunities to explore different aﬁpmachcs to teaching children while using
traditional and innovative curricular materials. Duﬁng their training all were encouraged
to develop materials that were content oriented and motivational in nature. For the most
part Sandra, Darlene, Marsha, Ross, and Kirk were provided with many practical
teaching/leamning opportunities during their four year teacher education program in
which to experiment with their newly developed materials. They were encouraged to
address contemporary educational issues in a critical manner and challenge themselves to
consider innovative ways of effecting positive change. Driven by provincial curricular
initiatives, all five beginning teachers felt confident in the views they held concerning
teaching, and furthermore, felt assured that the ideas and innovations they were to bring
to their new teaching situations were worthwhile.

The expectation of giving new ideas and being innovative was representative of
their perceptions of being a first year teacher. Being new and recent graduates from
what they believed to be a progressive teacher education program motivated them to

display, in subtle way, an eagemess to please others, demonstrate their worthiness, and



illustrate tlmr unique personal and professnonal charactenstics. o ,
All five were inmally cauuous in shanng thexr 1dens nnd mnovanve appmaches
with other teachers in their schools. Sumlarly._most felt muuudnted by the ease with
which ttiore experienced teachers organized, planned, and piisented iheir materials.
From another perspective, the five beginning teachers felt obliged to follow existing
school policies and procedures that were outlined to them prior to starting their new
teaching jobs. They also believed that deviations from the norms were either not

acceptable at their school or should be introduced at an appropriate later date.

Case-study Sub-theme Interpretation

Listening to Darlene: Various data reflected Darlene's intentions of giving
new and innovative ideas to her teaching, aﬁd captured her perception of the
environment in which she had to work. Prior to beginning of the school term, Darlene
had decided to spend the first few weeks of school observing and monitoring what
others on her staff were doing. She intended initially to be accommodating and follow
the program guidelines offered through the provincial curricula, and similarly follow the
implicit guidelines which characterized the past and present philosophy of the school.
Throughout her teacher education, Darlene had been encouraged to plan extensively and
consider new and motivational approaches to teaching. Following the first meeting with
her director Darlene became more concerned about and preoccupied with identifying
what the director and her principal expected her to do than with planning innovative
activities which reflected her training. Earlier comments by Darlene indicated that new
teachers were expected to introduce innovative ideas to some extent imd the schools;
however, she felt obliged to acquiesce to the suggestions provided by her
administration. When responding to questions which focussed on innovation Darlene

remarked:
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“The way I feel right now is that I have to go along with what they want ... at
least until I have tenure and then I can start bringing in my own ideas. ... For
example the "whole language" Mgpmach seems new to this :ystem; “Here they.
want everyone following the "Mr. Muggs" reading series. You follow the
guidebook, and th?]%”%m ‘You do what it says so that everyone is do_inij
exactly the same. That kind of puts a cramp on your style. My idea is that kids
learn to read through a variety of sources. Through hearing things read to them,
through writing, and through different sources taken from a child’s tive. It
would be more motivational and more interesting for the children, One of my
expectations was to introduce the whole language approach, but they are saying
follow one series so that all the teachers in the system are following the same
program.” (Darlene interview: 9/21/87)

Darlene also remarked that she wished to assist her children in becoming
independent leamners and to more effectively address the process of student evaluation,
More precisely she said:

“I want to eventually have an activity oriented child centred room where the
children have to make decisions and where they become more responsible for their
learning. Evaluation would become an on-going thing rather than the one-shot test
approach which seems to be the way now."” (Darlene interview: 9/21/87)

Darlene's concern for being innovative shifted to accommodate the expectations of
her super-ordinates and the realities of better understanding the children she was
teaching. Being innovative in trying to determine what her director and principal wanted
initially became more important to her survival than meeting the needs of her students.
Darlene was placed in a compromising position and struggled with the notion of having

to subvert her own ideas on what and how to teach. Darlene reflected:

“He is going to be coming into my class in November and looking for classroom
management. What he expects for classroom management is that the children are
to sit in their desks for the five hours they are here, and that they are to learn to put
up their hand. ... I really had to sit down and think about whether he is being
realistic, or if I am being unrealistic. Where do you draw the line ... ] will be
questioning myself probably until he comes out again. Because of this [ don't
really think I am introducing any innovation. [ feel like I am still trying to find
where I am and where I am going ... it is because of the system to a certain extent
and the fact that I need to get an idea of what exactly grade two's do.” (Darlene
interview: 10/19/87).

Darlene introduced her grade two class to different motivational activities,



i_e—organized her mom. and worked with 6:13:: ﬁrst year teache_fs in developins a
Remembrdnce Day pmmm She believed that thésé ini;iati§¢s _W@,iﬁmvaﬁve_nnd
reflected her dtiemfst at meeting the exj:eétaﬁons of her bﬁncibal. director nnd other staff
members.

In trying to create an effective leaming environment, Darlene's comments
conceming the changes she was making to the grade two mading program were
indicative of her personal and professional struggle. Darlene stated:

“You can not follow the Grade Two reading program and at the very beginning of
the year [ said that, but I was told that I had to stick with it ... you can't do this.
So finally the children were saying that what they were doing was too hard so I
decided to take them off it and started doing vocabulary with them, easier stories
so they could have some success at what they were doing ... and then [ told my
principal. Ifelt confident in what I was doing. 1had conducted some testing and
their work books were evidence enough that these children weren't ready for the
reading series and were not going to experience any success if we didn't change
something. And he (principal) said that we have to develop programs to suit the
needs of the children ... and that was after he had said earlier to stick to the reading
series. It was like we had wasted a whole month.” Darlene interview: 10/18/87)

Her decision to re-arrange her classroom reflected not only her desire to provide a
more motivational environment but demonstrated her willingness to address classroom
management concems effectively. As Darlene explained:

“T am better prepared and more organized too. Even the changes in my classroom

have really made a difference. Ihave other teachers coming into my room and

saying ‘I feel good coming in here ... it feels warm and comfortable’. Also the
director has not seen the room since | have changed it, but he came in when [ had
just moved the student desks into pairs and it was working very well. You see that
was another thing that I had mentioned to him regarding the steps | was taking in
dealing with classroom management ... it had been one thing I had tried and 1t had

worked very well.” (Darlene interview: 11/18/87)

As a beginning first year teacher the opportunity to provide leadership in different
ways was difficult. Darlene's comments, which focussed upon certain initiatives,
reflected her thoughts about becoming more independent. When asked about taking the

initiative and becoming more independent, Darlene in frustration remarked:
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“I don't want to bother anybody ... I am a teacher, I have my own ideas and I am
going to have to learn sometimes from my own mistakes. Right now, however, |
am not as confident to go ahead and do it. I think the other first year teachers are
feeling the same wtfv. In a way I expected to be able to do my own thing. thenl
found that I had to do it their way, and now [ am trying to get back to where I was

before. In the mean time my self-confidence had been blown-up, built-up and
over-all changed.

I think maybe the reason I am getting along with the other new teachers is that this
is a new school for them too and maybe they are feeling a lot of the same things
am feeling. The anxiety of not coming in and pushing things around ... like
worrying about whether I should be doing this or doing that ... ] am always saying
I could be doing more.” (Darlene interview: 11/18/87)

Later Darlene's comments encapsulate her perceptions of giving
Personal-professional effort in relationship to giving ideas and being innovative. In
considering what she would tell future teachers about the profession, Darlene remarked:

“It is a lot of hard work, you have to be dedicated, and there are a lot of "ups” and
"downs" which you have to be prepared for. Another thing for them to keep in
mind is that you are not going to be the only one who has gone through it ... it is
not all roses and you might have your ideas but I found out that you just can't
come in and push all these ideas because you will be influenced a lot to do it the
way they want it to be done. For the first cm.:gle of years until you get tenure you
might have to conform to the way they want things done before you can start
moving in your own ways. Some students might question why they have done all
this university training when in fact they won't be able to apéaly it anyway. For
new teachers [ think they have to leam to play their game and read & lot into
things.” (Darlene interview: 12/21/87).

Commenting on her role as a new teacher, Darlene stated:

“I suppose this is the wrong day to be asking me that question. It is not the pretty
picture that I thought it was going to be. There is a lot more. Like I expected stress
and I expected problems, and I expected a lot of those things, but I did not expect
the intensity. 1did not expect the type of climate ... not at all. You see just when
you think you have figured it out, and I suppose that is all part of life too, but just
when you think you have got it there is always something that blows it. You then
have to start all over again ... at least this is what has happened in my situation.
Teaching is just not teaching kids, there is a lot more to it. ... until you are right
there in the situation you can't understand it or comprehend what it is going to be
like."” (Darlene interview: 2/3/88)

Listening to Ross: Giving Personal-professional effort in the form of ideas

and being innovative was important to all the five beginning teachers. All spent time



st schooloron weekends thinking abou ehool work. Ross usually spen many
hours at his Asghd,ql and fiom early in the moming to late in the nftemoon Ross o?ganized
and planned lessons, cooxdinated extra-curricular dctiviti_es, and assisted others wliqn
necessaiy. Although he initially was concemned abbu_t what he shouid or shouid not be
doing he believed that certain innovative ideas cbuld be introduced by virtue of ibe role
he had been assigned and by the very t"act that he was new. He commented later that he
stuck close to the basics, prior to introducing changes to the way he organized his
classroom or structured intramural programs, however, he did suggest that being new
and because of the unique circumstances he felt that he could be innovative. Ross in
reflecting upon being a first year teacher remarked:

“T guess you have the knowledge to come up with new and innovative things to

help move the old stuff out. [ think you start with traditional things ... but it

changes, it is different. I am allowed to buy things, get people involved in doing

things my way ... it is all left up to me.” (Ross interview: 2/4/88)

Listening to Marsha: Marsha too seemed to have a cadre of exciting and
innovative ideas which she planned to introduce throughout the year. Full of energy the
thought that her principal might welcome some of her ideas was most gratifying.
Marsha launched into teaching by providing her students with various motivational
activities. She became involved with inter-school program development planning and,
because of her personality, acted as a catalyst to bolster school spirit and "energize” the
school climate. She, like Darlene, was concerned about how subjects were tmditionally
taught and spent personal-professional effort effectively designing course materials.
From her perspective her recent teacher education experience did not seem compatible
with what the system demanded. Marsha remarked:

“Another thing that I am battling right now is first that I am not subject oriented - it

was like that at university and then all of a sudden I get into my first year of

teaching and I am more subject oriented at this point than holistic and [ am feeling

terrible. That is why I feel a little frustrated right now. I feel that to an extent you
have to obey all the rules of the system where we have a curriculum, and this is
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what we are to teach, and there is general structure throughout the school on how
to teach things ... you feel like you should follow it even if you don't agree. The
basic structure that is carried out in my school is notes, take notes, take notes and !
can't stand it. I am feeling like I should be doing that but the kids hate it and I hate
it and in some subjects I have been actually doing it and I feel terrible.” (Marsha
interview: 10/14/87)

Marsha also indicated that her children had problems adjusting to her innovative
ideas. Darlene and Marsha found that traditional approaches embedded into the system
made it difficult to assist children in becoming independent leamers. From her

perspective, Marsha stated:

“You have to ask 'what have the kids been used too? They are used to sitting at
their desks and taking notes all the time so when you give theru that free learning
experience where they do more things on their own ... they have to think for
themselves and they go loony because they are not sitting at their desks taking
notes ... it is really something else. Teachers here also drill it into you how
important discipline is. 1have had so many people say to make sure you are mean
to the kids the first month of school ... they nezd that they say regardless of how
doing that makes you ¢l. I go home at nights and just wonder ... be a witch for
the first two months of school, that is what everyone says. It is incredible.

You know I think I might have felt a little autonomy when I first walked into the
school with all my ideas, but then as the month went on the feeling slowly
disappeared as I bent to the traditional ways of the school system. The funny thing
is ] can see how teachers can give way to this kind of thing. You tell them 'this is
how you read and write and memorize this so they know what society basically
expects of them, but what about helping them understand decision-making, being
responsible ... . You know it is funny. At the induction meeting for first year
teachers you were given a pin and introduced ... everyone clagped ... and then
someone read aloud the goals of education. It made me think how different our
school was compared to what was expected.” (Marsha interview 10/14/87)

Kirk and Sandra expressed their perceptions of giving Personal- professional
effort in the form of ideas and innovations in similar ways. They graduated feeling
confident in their abilities to teach children in an innovative and motivational learning
environment. At first they felt somewhat reluctant and inadequate when the realities of
their first teaching job became apparent. Later they felt disappointed in realizing the
extent to which the tradition-bound processes associated with their schools influenced
their ways of thinking.

Listening to Sandra: As Sandra's comments suggested, being a first year
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teacher and ini;ia;ing new ideas, was somewhat precarious. She stated: ;
“I think to a degree I am bringing in new ideas ... but right now I think | am being

d;;y-toemg around using the materials straight from the

a bit cautious ... sort of t?
books and then maybe adding my own twist to them."” (Sandra interview:

10/26/87)

Emergent Sub-theme Interpretation: Giving to the Children

Giving Personal-professional effort in any form was a means through which all
five beginning teachers expressed professional feelings. Their intentions were noble
and through their work they wished to illustrate to others their commitment to the
teaching profession, their sincere desire to do well, and meet the needs of the children
they taught. All five not only expressed an affinity toward children prior to selecting

“teaching as a career, but all five were able to channel their energies in ways which helped

them organize and plan rich learning experiences for their children. All felt it a mission

to give direction, guidance, and love to the children they taught.

Case-study Sub-theme Interpretation

Listening to Marsha: Like the other five beginning teachers, Marsha had
indicated her warm feelings toward children and how she enjoyed their company. Her
formative experiences with children through military cadets and her teacher training,
affirmed her interest in children and indeed confirmed in her mind that a great deal of
satisfaction would be gained through the teaching of young children. Her student
teaching experiences provided her with the opportunities to work with Kindergarten to
Grade 8 students in a variety of school settings. For Marsha, statements like "I love
little kids" when she spoke of her involvement with primary age children, or "you could
be yourself ... you could tell a joke and they would understand” when she commented

upon her teaching experience with middle-years students, were indicative of her feelings



154

toward the children she taught. She, in her way, commanded respect from her children
by showing them respect and concern for their well being.

A month inb her new teaching role her initial perceptions of the children she taught
changed. Her comments revealed first a concern over not knowing more about her
children prior to teaching, and second, a concern about the nature of certain problems
some of her students had. Marsha's comments were accented with the tone of surprise:

“I have been in this class a while and the kids are not what I expected. When |
first started ... from the interview it sounded like it would be an older area where
more older people lived and a small school with not too many kids in it... |
naturally was thinking that they would be all from good families. But that is not
so. They have been some real serious problems ... things that happened in the
summer that [ didn't hear about until now. It is not that I wanted to walk into the
room after looking into all their files, I was just disappointed that I had to pretty
well dig it out for myself.” (Marsha interview: 10/14/87)

Later Marsha made a further comment related to the children which illustrated her
perceptual development. Concerned about how her principal and staff viewed the

children Marsha stated:

“Sometimes | really don't agree with the way they treat the kids (principal and
staff) like kids come to school and they haven't eaten or they have been beaten at
home and they come to school and they are not all there ... and I haven't accepted
that yet. You think that everything is rosy and you are going to teach this and it is
going to be beautiful and the kids are going to leamn, they are going to be so excited
and then you get these kids that can't think because they don't have the energy ...
so that is depressing . (12/8/87)

Marsha's concemn for the children she taught was also reflected in her struggle to
plan her lessons in advance. Marsha stated:

“I think I am hitting a realization stage ysu might call it. I think that my
expectations are too high for myself to always be ahead ... to have more peace of
mind [ will have to lower my expectations. [ am at the point of working day by
day and I wish ] was not. I have been a person for "winging" things and when I
do whatever it turns out better than most things, but I am at a point in school where
if I "wing" it, I feel like ] am short-changing the kids. At university I used to
"wing" things a lot ... life is life and don't take it too seriously. But now all of a
s{\(x)c/iii:/ns ;f) I "wing" something [ feel I am cheating the kids. (Marsha interview:



One of Marsha's main concerns for giving Personal-professional effort was to
assist and lead the children to become more independem and self-reliant. Circumstances
seemed to negate such an opportunity. Marsha's remarks reflected the conflict she was
having with respect to the kind of disciplined environment her principal wished to create
and her personal philosophy. She stated:

“Before I went in with the idea that ] am here to help kids learn and think for

themselves and to love ... and now | am making sure that the kids line-up straight,

and that they are quiet. Thateit! Andif I don't do it the principal is right behind
my door and so | spend more damn time worrying about whether these kids are
doing this or doing that and I actually get grumpy. At night I sit down and think
oh my God! what this guy wants is really rubbing off on me. | have been just
terrible to the kids. | probably make it sound like he does this all the time; he
doesn't, but, I was thinking that in a way | was disappointing the kids because
they can't say boo! and I don't believe in that and it makes me grumpy and the kids
hate it and I hate myself for it."” (Marsha interview:12/8/87)

Marsha directed her efforts in ways that provided her with opportunities to share
her enthusiasm and genuine concem for the welfare of the children. In reflecting upon
what she personally thought she was getting from the job of teaching, Marsha comments
again emphasized her personal and professional commitment to the children, but
correspondingly hinted at being disillusioned. Marsha said:

“I would have to think back to what I thought [ was getting out of this. Iam

happy, but at university I had this idea of what I would like to see in a school, but

1 don't really think that is what I expected when I came to this school. Actually,

no! ... what I expected was not fulfilled ... but there are days when [ know I am

helping these kids and [ am still doing my best to have them think and care.”

(Marsha interview: 1/21/88)

Darlene, Sandra, Ross and Kirk were of similar minds when it came to their
commitment to and love of children. Each found that their unique situations influenced
how they gave of their Personal-professional effort.

Listening to Sandra: Sandra found very early in her new career that teaching
Grade Three was a challenge. She discovered that the large amount of time and energy

she spent was due in part to her children's short attention spans and their sorted needs.
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From her perspective, taking time to adjust to the new situation was a very important
requirement. As Sandra said:

“[ just have more to do and I have realized that there are more things that need to be
prepared for the students that need more help and set the room up with learning
centres. It is busy work ... I think last year [ expected to be in a different position.
T used to think that you planned your week or month even, and things would come
together but no! (laugh) I can't see myself doing that for a long time.” (Sandra
interview: 10/26/87)

Sandra's later comments also illustrated her commitment to giving to the children

she taught. She stated:

“I like being at the school with the kids ... having them come in the moming and
having them tell me stories. I have always been concemned about the children, but
I find I have more time now to think of these concerns. Before | would say ‘Oh
gee Tommy has a terrible home life’ and that would be it because I would have to
stop there because I would have to run and do all this other stuff, Now it is like
am really thinking about this kid and I am helping to keep him on track.” (Sandra
interview: 2/3/88)

Listening to Darlene: Darlene's response to how she would describe teaching
captured the essence of how all five beginning teachers viewed their role with children.
To her the job meant a lot of hard work and dedication to ensure the best possible
learning environment for the children. Furthermore, Darlene’s impression after five
"rough" months of teaching still remained the same. Darlene reflected:

“My role is to provide the best learning environment and experiences for each

child. Ihave had to be a teacher, friend, I suppose a nurse for the little head-aches

and cuts, a parent in a disciplinary manner, and also in a loving way where that
care is lacking in the home. I have to nurture love at school. I worry whether I am
doing the right job and doing it the way they (director, principal) want it to be done

... | sometimes get more worried about what they want than what [ am doing with

the kids. What I am doing right now with the kids is, | know, meeting their

needs” (Darlene interview: 2/3/88)

Listening to Kirk: Kirk directed his personal-professional efforts particularly
toward coordinating extra curricular activities. He never seemed to lose sight of his

larger more complex teacher role. Kirk in explaining his perception of hi- role stated:
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“As far as hel&ing students for example in the sporting area | am very involved. |
am coaching the girls senior volleyball team.'orgfnnizing boys touch football, and
looking after the cross-country team. My overall goal is however, to help the kids
learn to the best of their ability and do the best they can. If I can help them out
with anything, 1 will stay with them. But what is funny is that some of these kids
are not that much younger than myself. I want to help but here is :ngu who is
twenty-two years old coming in far example and working with Grade Twelve
girls who are eifhteen years old. Itis alittle unnewing to say the least. |did
expect that and I had to prepare myself mentally for it.” (Kirk interview: 9/17/87)

Listening to Ross: Ross, too, was sensitive to the needs of the children and
attributed the success he was having with his students to the way he was taught by his
former teachers. From his perspective, meeting the needs of his children revolved
around the leve! of respect generated. As Ross reflected:

“I guess rapport with your students is essential. If you don't have it you are out of

control ... you are not going to get anything accomplished. It is respect. When

playing with the other older boys I may drop the sticks and go after one kid and
give him a head lock and then go back to playing the game. You can only teach so
much ... the kids desire to do it comes from inside and that is part of my job too.

You know ... like I don't think that this is a job at all. If I didn't get paid I would

still come here and play with the kids. Itis a way of life ... you are trying to help

and develog these kids to the utmost of their abilities and I am very scared ! am
not doing that.” (Ross interview: 12/17/87).

Emergent Sub-theme Interpretation: Giving to the School
Organization

All five beginning teachers viewed their role as more than teaching. To them
involving themselves in activities which were either designed to provide the children of
the school with an enriched program, or to foster school policy initiatives was important.
Prior to securing their teaching jobs Sandra, Darlene, Marsha, Ross, and Kirk had
indicated their willingness to participate in extra-curricular activities first to illustrate their
eagerness for the job and second, to illustrate their commitment to a broader concept of
school. At that time, all believed that being willing to participate in other school
activities was an important prerequisite for first year teachers being hired. Beyond this
was their commitment to education and their desire to create effective learning

environments which were designed to meet the needs of the school children. In this



sense all five teachers were professionally committed and they all felt it best to dssist in
any programs which were extensions of ihe basic school programs.

All five had a desire to work for the school in ways which contributed to the
overall climate and image of their school. It seemed evident that the five beginning
teachers wished to create a friendly atmosphere, generate school spirit, and effectively
implement initial school policies as identified either by their principals or other staff. In
many instances their initial willingness to please superseded what they philosophically
believed in. As time wore on, all five beginning teachers struggled with whaf they
believed were conflicts in the way certain activities were carried out, or policies were

initiated and implemented.

Case-study Sub-theme Interpretation

Listening to Ross: Ross found himself immersed in a new teaching situation
which demanded he have an understanding of the schools goals, an ability to organize
and plan extra-curricular school events, and a working knowledge of curricular
development. He approached the task of teaching with confidence, was challenged by
the thought of developing new programs in a recently renovated facility, and seemed
open-minded to existing school policies. Ross did not want to create problems and
believed that following the guidance provided by his principal and teacher colleagues

would be the most appropriate way of beginning his career.

Ross believed in the philosophy embedded in the goals of both schools and viewed

himself as adjusting ver well to each situation. He did not expect many problems and
considered himself lucky to be teaching in progressive schools. Ross was initially hired
to teach Grade Seven, instruct Physical Education classes for Grade One, and the other
Middle Years grades, organize intraraural programs for the children of the school, and

coach different school sports teams. To him the job fit his training; however, he initially
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found the tasks at hand somewhat overwhelming. In discussing his new role Ross
stated: ‘ 7

“I knew I would be chiefly responsible for teaching Physical Education. [ sort of

knew that ... and maybe I didn't want to know that the intramural program would

be mine, the weight room, and gym would be mine. My room all of a sudden
became ten times biﬁger. ... It is a big room now with two hundred kids, Getting

to know them all will be tough ... a litle bumpy.” (Ross interview: 9/8/87)

Ross accepted his multi-faceted role based upon his past knowledge of the roles
played by his high school and cooperating teachers. Ross accepted, many of the
responsibilities dire .ted his way and unfamiliar policies were not, according to him,
initially challenged. In coramenting upon the student evaluation policies at his school
Ross stated: | ’

“Well we have been sort of spoon fed this new evaluation system ... and because |

have never evaluated anybody before, this new way is just as natusal as doing the

conventional way. Anybody who starts out has the privilege I think to do what
ever they want, but as soon as they come in here there are a bunch of things I think

they have to abide by" (Ross interview 10/21/87)

In reflecting upon the climate of his school, Ross emphasized again the importance
of promoting the schools initiatives, creating new opportunities for students and
directing Personal-professional effort toward the maintenance, and strengthening of the
school's philosophy. In this latter case Ross indicated that the philosophy of his school
was not openly discussed among staff but was implied by what teachers and the
principal did.

Listening to Marsha: In Marsha's case, the opportunity to promote a family
type atmosphere in her school by effectively contributing to the various functions of her

school, was important. Concerned about contributing to the school climate, Marsha's

comments regarding her involvement reflected the problems associated with first year

teachers roles and the amount of Personal-professional effort directed toward the school.

Asked about her involvement in extra-curricular activities Marsha replied:
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““When the kids are outside, I am outside. It is hard sometimes because I would
like to have my coffee and sit and talk to others in the staff room. You see they
asked me in June whether I would be willing to help out in the sports pro, s
and I said oh that would be fun ... I agreed hecause | was a first year teacher
(Iaugh) and nobody else would do it, The problem I am finding is that I don't see
the other teachers anymore because I am with the kids all day long. 1 figure I am
losing out on the teacher interaction stuff.” (Marsha interview: 11/11/8
Marsha's comments also indicated her understanding of the role she played in

maintaining the general integrity of the school. The comments also illustrated the time
and energy required to carry out this role. Marsha stated:

“It is cnjoyable to think that I am working with these kids and that we are doing

things for each other. We seem to be communicating well and we are growing

together. But some days it is not so great. It seems to fluctuate. You know it is
so hectic sometimes ... you have your school work to keep up with and the sports
schedule, and then ... being outside with the kids and then there are Remembrance

Day presentations and the Christmas play, report cards and wow! ... all this to just
keep the ship going.” (Marsha interview: 11/11/87)

Listening to Darlene: In a similar way Darlene worked hard at promoting a
positive classroom climate. She spent timie thematically decorating her room with
children's work, participating on committees, and volunteering to work with others in
planning school functions. She, too, found the extra work time consuming. In her
effort to accomplish the variety of tasks facing her Darlene commented:

“Oh I am still trying to get to school by 7:30 a.m. and lately I have not been going

to the staff room for recess or whatever ... [ have been so busy that I have not

bothered. With Halloween, Christmas and this marking and everything else I have
not found the time like I was able to earlier.” (Darlene interview: 10/18/87)

For first year teachers, the giving of Personal-professional effort in a form which
assisted the staff in enhancing the various responsibilities associated with the school,
was done rather cautiously. Not knowing how much to contribute, and in some
instances what to contribute, caused the five beginning teachers some concem. In

commenting upon the Remembrance Day program that Darlene and another new teacher

to the school had planned, Darlene indicated the problems associated with being a first
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year teacher and having certain ideas designed to enhance particular school initiatives
accepted by senjor saff members, | o

“Because we were both new to the school we came ub with an idea that was totally

different and it kind of threw the other teachers' noses out of joint. But there was

something that we didn't expect to happen ... the other senior teachers who were

really upset with the idea never came to us. It was only when one teacher

happened to make a "snappy" comment like ‘how exactly do tg'ou expect us to do

it" did we know that others were upset. It seems to me that there is a split

developing. At the beginning of the year I thought everybody was clicking really

well and I really didn't expect this separation to develop. It is not like there are a

lot of bad feelings developing, but it is subtle.

I don't know, maybe it is because of these new ideas coming in and the people

who have been there are thinking that these rookies are trying to change everything

we have been doing for the last six, seven, or eight years.” (Darlene interview:

11/18/87)

Emergent Sub-theme Interpretation: Giving of One's Self

The five teachers had graduated from a rich practicum program and were
accustomed to working long hours in preparing lessons, completing assignments and
designing unique approaches and materials to be used in teaching. In essence, through
their teacher training they had developed a sense that the teaching profession would be
demanding, somewhat stressful, and overall personally and professionally rewarding.
Cnce employed, however, the responsibilities associated with the job significantly
influenced this perception of teaching. All five beginning teachers struggled with the
thought of being professionally responsible. For them the realization that they now were
responsible for the students' developmental progress, their physical and emotiona!
safety, and each child's evaluation altered the way they perceived their role. Realizing
the scope of their responsibilities, all five teachers found themselves placing the children
they taught first and adapting their r:.:sonal lives around their efforts to create an
effective learning environment demanded by the profession.

Being a full-time employed teacher and not an unempioyed stucent forced them to

. change their living styles. For all five beginning teachers, their social lives and the
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pémnal muﬁne; they had esiablishgd over tune changed 'me)} t’ound thetiiselves for
instance chéhﬁelinz most if not al of their effoﬁ.s toward school oriented tasks. They
iended to eonﬁhuﬁﬁy discuss school experiences ahd in most cases foﬁnd little ume
during each week for themselves or loved ones. The profession of teaching engulfed
their lives and in a conscious way all had to make an effort to forget their job
responsibilities on weekends. Of consequence was the stress placed upon each teacher's
personal relationships, the worry and guilt associated with doing or not doing the right

thing for the children and the school, and the time and energy they expended in

effectively carrying out their new roles.

Case-study Sub-theme Interpretation:

Listening to Kirk: Kirk found the éhange from student to teacher somewhat
challenging. He first had to cope with locating a suitable residence and initially found
himself driving approximately one hundred-and-thirty kilometres each day to and from
school. It tnok Kirk over a month to finally locate an appropriate residence. The
situation caused Kirk many anxious moments. Reflecting upon what had happened to
him in his search for a residence Kirk, in frustration, commented:

“Well moving ... ] was supposed to move into a house in Prairie View but the
night before the start of school, the people who owned the place telephoned me
and said the house was no longer for rent. I was left out in the cold so I had to
find another house. I moved half of my belongings into a house owned by the
school board. It was a place that [ wasn't too crazy about. At the same time [ had
heard of a new house on a farm and the owners said sure I could move in. They
cleaned it up and the night before I was going to move in they called and said that
they had decided to sell the house. This was the second time I was left outside. So
I ended up moving everything into the town of Prairie Flats. The place didn't have
any hot water and I kept on asking them to fix it but they never did. Two weeks
ago I finally moved into a place with Gerry.

It certainly hasn't been the greatest ... I was always worried about moving here or
moving there, but now [ can start tc. settle down a bit.” (Kirk interview: 10/28/87)

Kirk's explanation of a day at school and his impression of teaching, clearly



163

illustrated what he was puttil}g into his job. Kirk commented:

“It is pretty hectic ... My Wlle&aill team didn't get home until 11:00 p.m. from the
tournament and I didn't get to bed until after 1:00 a.m.. I got home, watched the
sports wrap-up on T.V. for a few minutes and then did some planning. This
morning [ was up a 6:30 a.m. and I did my day book. I would have been at school
earlier but I had taken a steak out of the freezer and [ had to cook it, plus I had to

get gas for my car. You see | am a heavy eater and [ am trying to eat goad

nutritious foods, but this moming [ didn't have time to eat breakfast and [ had little
time to eat at noon because I am gerting intramurals rolling so | am hurting. 1 think
lack of sleep is the main thing ... teaching isn't hard, it is enjoyable but it takes a

lot of time. It seems like you don't have enough time to do anything. I could use
another twenty-four hours in each day. So far my days have been made up of
teaching until 3:30 p.m., coaching from 5:30 p.m. until 9:00 p.m. every night and
ptetgaring for the next day here at the school until 11:00 p.m. or 12:00 a.m.. Now
with the move ] will probably take more things home ... basically [ have been

living here (laugh).

The last week [ have been tense. 1 have had to meet certain deadlines ... the

tension of just running all the time ... I am very tired right now and very stressed
out. Teaching is fast paced and right now exhausting. [ think that will change

once I get some rest. | still think that the job is fun and enjoyable ... just working
with the kids is enjoyable ... but it is a lot of work" (Kirk interview: 10/28/87)

Sandra, Darlene, Marsha, and Ross also found their jobs challenging. Like Kirk,
Darlene and Marsha had to find suitable living accommodations and found adjusting to
their new surroundings somewhat stressful.

Listening to Marsha: Marsha seemed initially concerned with being away
from her family and boy-friend. Similarly, she seemed anxious about the new
community she would be living in. These factors, and not being far enough in her
lesson planning, caused Marsha a certain amount of anxiety. She said:

“I aris aever three days ahead ... | am usually far enough ahead so when I walk

into the classroom I know exactly what | am doing ... but there are more things I

want to do and I am not as up-to_!-{ar as | wish | was. Itis a mixture of things all

of a sudden you get back [from Thanksgiving long weekend] and you realize that
this is mid-October and report cards are coming up and to tell you the truth going
home is hard on me ... so hard ... my personal life has an effect on how I do
things too. I almost feel out of place here sometimes ... it is hard ... Ithink your

personal life has to be in "sync" with your professional life. Sometimes I wonder
why [ am here ... it sometimes doesn't make sense. (Marsha interview: 10/14/87)

Listening to Darlene: Throughout the initial six-months of her teaching career



Darlene took pride in the effort she put into her work. Her comments at times nﬂected a
subtle tone of anxiety and frustration. In describing what her days were like Darlene

stated:

I get up at 6:30 a.m. ...  don't eat breakfast ... I try, but I am usually too nervous
about the day. You see as soon as I get up I start thinking school. [ walk to
school and usually get there before 7:30 a.m.. Iam the first one there and [ don't
usually take a break at recess or at lunch ... I stay in my room and work. The
majonty of time is spent in my room ... I know I could be down in the staff room
more and sometimes that is on my mind. [usually eat when I get home at night.”
“Things now are starting to dgo casier. The first few weeks I would stay until 8:00
p-m. or 8:30 p.m. ... ] would not go home, I would just stay here. Now I am

trying to take a break.”
(What do you do to relax?)

“Idon't ... it is constantly school. Iam going to try and make a change though
because if this keeps up I am going to get sick.” (Darlene interview: 9/21/87)

Later Darlene said:

“T am still trying to get to school by 7:30 a.m. and lately I haven't been going to
the staff room for recess or whatever, like I was starting to do, It is because [ have
been so busy with Halloween, Christmas and this marking and everything else. |
stay after school until at least 6:00 p.m. or even 7:00 p.m. and then [ still take
work home. [ hit the sack around 10:30 p.m. It is a long day.

The first thing [ think about when I wake up in the morming is what do I have to do

to get ready before the day even starts. 1do rcading poems with the kids so I

might wake up and wonder whether I should look for another poem or not.

Sometimes I go to bed and think I could be doing this or I could be doing that ...

sometimes I have sleepless nights where I think school and look at the clock.”

(Darlene interview: 11/18/87)

The five beginning teachers turned to their loved ones to vent their frustrations
and/or to discuss future school plans. In all cases the strain between their professional
responsibilities and their personal relationships became evident.

Darlene frequently discussed her situation with her boyfriend by long-distance
telephone. She appreciated his close personal support and sometimes felt guilty that she
was not providing him with that same kind of support. Upon his return from a four

month work studies project Darlene found it difficult to fit her career in with her
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personal life. In trying to adjus_t Darlene reflected: _

“I am always at school and my boy friend has to drag me away in order for us to

o some where. For instance last night we went to a show and half way through |
came ... I couldn't sit and concentrate on the movie because | had a million

things going through my mind. I was feeling guilty that I was sitting there because

I should have been doing somethi&g. It was a lot easicy when he was uwaty. I

mean [ didn't talk to him until 10:00 p.m.. Now he is right here and 1 am feeling

guilty because I am spending more time socializing than [ did and | am feeling

guilty because of it." (Darlene interview: 2/3/88) _

Listening to Sandra: Sandra gamered support from her fiancee and suggested
a number of times that he was patient and willing to listen, In Sandra's case however,
working and planning for her Christmas wedding placed some strain on the relationship.
Sandra tried to put her job in perspective and commented that she thought of the good
things that happened during the day rather than the bad. Further to this, Sandra's view
of her job in early February captured the essence of what all five teachers were giving to
the profession. Sandra stated: ' |

“I think I am giving more than I thought I would be. 1 think every day I am

emotionally drained because I have given so much. I mean with these youngsters 1

have given so much socially and emotionally ... more than I expected. That is one

thing that I will remember ... being emotionally drained by the end of the day ...

not like my feet being sore ... I really think I am giving more of myself.” (Sandra

interview: 2/3/88)

Thematic Inter-case-study Summary

Doing your best, or dealing with the fears and anxiety of not knowing what exactly
was expected of you, influenced the ways Sandra, Darlene, Marsha, Ross and Kirk
perceived their new teaching positions. These factors acted as catalysts which spurred
them on, kept them going, and at times drained them of their physical and emotional
energy.

Their previous student teaching experiences had taught them that the teaching
profession was not only a rewarding one, but also a profession which was demanding,

required personal integrity, intuition, and a high degree of self-responsibility. All five



beginning teaciiefs_ héd successfﬁlly learned to kec_b j:acg wuh the rigors associated with
iheir university education. Over the four yea.f training penod they had worked long
hours, scrambled for and organized materials, and adjusted to abrubt changes in daily
routines. From their perspectives, they had reached a level of professional
understanding which they believed would assist them in coping with the expectations
placed upor. them by the job. Sandra, Darlene, Marsha, Darlene, Ross and Kirk,
marshalled their energy in different ways. Each of their situations demanded different
kinds and degrees of Personal- professional effort and each situation required
adjustment, personal sacrifice, and a measure of humility.

The multiple shifts which each new teacher had to make to accommodate the needs
of the children, the policies and traditions of their schools, the newness of their job, and
even the wishes and desires of their families and loved ones were testimonials capturing
the intensity of the teaching profession. Fighting a lack of experience, the five
beginning teachers, in their own unique ways, drove their emotional and physical spirits
to their limits. As a result, all found themselves dealing with the overall stresses
associated with their iew jobs.

Their efforts, in a sense, could be considered the cost they had to pay for the price
of membership in the profession (Schein: 1968). They applied themselves and directed
their energies in ways which accommodated the values, norms, and behaviour patterns
of their schools while at the same time maintaining, to the best of their ability, their
personal and professional integrity.

The five beginning teachers held visions of what they thought teaching and the
school environment should be like. Their initial experiences over the six-month
transitional phase altered their perceptions. Generally, they compromised many of their
innovative ideas to follow established school policies. They focussed their attention

directly on the children they taught and assumed the duties of organizing extra-curricular
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activities without complaint. They worked many hours during each day to complete
their work and spent time reflecting and seriously evaluating their ability as a teachers,

their teaching situations, and their teaching roles.

Summury

The data interpretation and analysis provided in Chapter V identified major themes
and sub-themes which tépresented what the five beginning teachers expected to gain
from and give to the teaching profession. The data revealed the unique and complex
experiences and effectively provided a vantage point from which to investigate common
perceptions of becoming a teacher.

Chapter V exposed the realities of becoming a teacher and as such afforded the
researcher with the opportunity to draw conclusions and make recommendations.
Chapter VI provides concluding remarks which summarize the data, answer the
questions posed in the study, and identify topics that should be explored in order to
contribute to the existing wealth of knowledge associated with the process of becoming a

teacher.
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U CIIAI’I‘ERVI L
SUMMARY OF FINDINGS, CONCLUSIONS, RECOMMENDA’I‘IONS
AND IMPLICATIONS FOR FURTHER RESEARCH
Introduction

The purpose of this study was to determine what beginning teachers expected Io
gain from the teaching profession and to give to the teaching profession during the
transitional phase of the teacher socialization process. The inquiry stemmed from the
need to understand the socialization process as it applied to beginning teachers and to
interpret the implications of the psychological contract in relationship w the outcome of
teacher socialization. The literature on teacher socialization and the nature of the research
methodology provided an opportunity to reflect upon answers generated by the study,
and to address new questions related to the brocess of socializing beginning teachers.

The work of Eddy (1968), Getzels, Lipham, and Campbell (1968), Lortie (1975),
Kotter (1973), Schein (1978, 1980, 1985), Wells (1984), Zeichner and Tabachnick
(1981) and others has collectively provided insight into the socia'ization process of
beginning teachers. The research posture taken by these educational theorists
contributed to the study which focussed on what influenced or guided the attitudes and
perceptions of five beginning teachers. Their research reinforced what Brim and
Wheeler (1966) identified as a process of acquiring the knowledge, skills, and
disposition of a social group.

Current teacher socialization research has identified apprenticeship training of
prospective teachers, role modeling, and the influence of the organizational structure as
factors which mold beginning teachers' knowledge, skills and disposition to teaching.
Research which takes into consideration the impact of the psychological contract on the
socialization of beginning teachers is limited.

The purpose of this study was to consider the influence of the psychological
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contract by identifyinﬁg \yhatk begmmng teachers' exbectations were of the teaching
profession. Six questions guided the research:

1. What are beginning teachers’ expectations of the teaching bmfession before
teaching and while teaching during the initial six months of their first year of
_tegching? | ,

2. What expectations of the teaching profession are met during tkis time period?

3 Whg;g;pectaﬁons of the teaching profession are not met during this time
peri

4. What socialization factors contribute to meeting beginning teachers' expectations
of the teaching profession?

5. What socialization factors serve as impediments to meeting beginning teachers’
expectations of the teaching profession?

6. What actions can be taken by educational administrators and teacher educators to
enable the transitional period of becoming a teacher to be a positive and
developmental experience?

Methodological support (Craig, 1984; Hawke, 1980; MacKinnon, 1987) for the
multi-case study approach employed in this study emphasized the importance of
informant affiliation and the opportunities for informants to articulate their perspectives
in a supportive environment. While this study used complementary data collection and
analysis techniques, the research was limited by the choice of the exploratory multi-case
study process, the informants' ability to accurately and willingly respond, and the
researcher's capability to record and analyze their responses.

The five beginning teachers who volunteered to express their thoughts during the
transitional phase of their first year of teaching developed a perceptual understanding of
the research problem, and an interest in reflecting upon their own perspective of the
teaching profession. Their responses were transcribed and later analyzed as a means of
clarifying and amplifying emergent ideas.

It is the purpose of this chapter to provide a summary of the findings, draw

conclusions, and consider recommendations and implications for further research. The

169



ﬁn&ings of the study are outlined in wsponse to the mmal quesuans wluch guxded the |
in(juiry. Cpﬁclusions are prcsemed to address fundamgmal coﬁce_t_ns_ aséociate_d with the
bmcesé of becomiﬁg a teécher. Recommén&#tiods gef;emwd from this study addiess
issues that pertain to the developmémal nﬁtuie of teacher éducalion and colleéﬁveiy

provide direction for future research.

Summary of Findings

The interpretation of the data gathered over the six-month transitional period
revealed major themes and sub-themes which collectively explained what the five
beginning teachers expected to gain from and give to the teaching profession. Further
interpretation and data analysis identified certain ambiguities surrounding the matching
of those expectations and also provided insight into actions that could be taken by
educational administrators and teacher educators to enhance the transitional phase of
becoming a teacher.

It became evident that the complexity associated with the lived worlds of the
informant group reinforced current notions that rich layers of info.mation form a
qualitative picture which, through analysis, leads to a more definitive interpretation and
understanding of the phenomenon being studied. The interpretation led the researcher to
identify beginning teachers' perceptions of themselves as teachers, their teaching
situations and roles, and the organizational climates of their schools as predominant
factors which influenced the matching of professional expectations.

The themes Interpersonal-affective support, Professional-affective support,
Organizational support, and Personal-professional effort were representative of the five

beginning teachers' expectaticiis of the teaching profession.
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Beginning Teachers' Expectatlons of the 'l'enching Professlon -

- The thematic xnterpretauon and analysis of the data presented { 1n Chapter V
provided a qualjtative picture that xdenuﬁed the tacit expectations of beginning teachers
before and during the initial six-months of their first year of teacning.
Interpersonal-affective support, Professionnl-affective supnort. Organizational-support,
and Personal-professional effort were identified as the major four themes which
described the expectations of Sandra, Darlene, Marsha, Ross, and Kirk.

Graduating with baccalaureate degrees in education, the five beginning teachers
considered different forms of external support offered by individuals closely associated
with their schools as being crucial during their transition from student to teacher. They
valued interpersonal and professional support that invariably made them feel gend about
themselves. They appreciated organizational support which made their jobs easier and
they recognized the need to gain the kind of support that would make them better
teachers.

Sandra, Darlene, Marsha, Ross, and Kirk wanted to do well in their new
positions. They were cognizant of the challenge facing them, and all were confident in
their ability. As a way of maintaining and/or strengthening their self-confidence, the
beginning teachers anticipated gaining recognition for who they were and what they
could offer the children, the staff, and the school. They expected to gain a feeling of
belonging, a sense of family, and interpersonal respect. Of consequence to them were
the positive human relationships they developed between themselves and others whom
they viewed as important. As new teachers, they depended upon their principals,
teachers, and others whom they considered significant to initiate Interpersonal-affr.:iive
support. By degree, they quickly responded to those individuals who made the firs:
interpersonal moves.

Positive verbal remarks or subtle positive gestures by others were indicative of



Interpersonal-affective spppoh. Wﬁilg certain mdxvxduals aésopiat;& wuh their schools
did offer Iﬁtefpcrsonal-affecﬁw}g support early in ;hejr pe& te#cﬁink gxi:gﬁeﬁce, ﬁlis kmd
their new pmfessional careers and then it appears to have dummshed

The beginning teachers expected to gain a sense of belohging and personal
understanding through the generosity of other teachers. At various times certain staff
members shared resource materials and teaching suggestions that made the beginning
teachers feel accepted and more self-confident. This Professional-affective support was
provided by those who were sympathetic to the needs of the beginning teachers and/or
who had taught or were presently teaching similar grades or content areas. This support
was offered during the first few weeks of school and before special event days or school
functions. |

The knowledge and the expectation of being remunerated for their efforts also
provided the beginning teachers with feelings of pride. This form of
Professional-affective support combined with the expectation of gaining preparation time
and time-off during seasonal vacations lent support to the beginning teachers' sense of
accomplishment. While these expectations were contractually based, they were
considered as residual professional benefits by the beginning teachers. As a form of
support, all found the residual benefit of being paid inequitable in relationship to the
amount of work they were doing. Completing major tasks and/or successfully teaching
up to a particular school holiday tended to reinforce their professional feelings of
achievement,

The five beginning teachers expected clear organizational direction that would
assist them in clarifying administrative, technical, and logistical concerns associated with
their teaching responsibilities. They expected information that would help consolidate

their extended roles and help improve their teaching skills. They also anticipated gaining
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crpnisior g o voud s e dein s iz
of their schools. qupie tgachitjz and dunng the sxxmomh transmonal penod, all five
beginning teachers éxpected sui:ervisory suppoxi dnd professionai evaludtion lmked io
promotion and tenﬁre. , |

The ﬁndings from the study indicated that Organizational support, which
encompassed acquiring role information, feedback, and assessment was limited. The
five beginning teachers, only on occasion, received role information, feedback and
formal evaluations.

All five beginning teachers felt prepared both academically and emotionally to give
Personal-professional effort designed to enhance child leaming and to contribute to a
positive school climate. Upon completion of their education degrees all five had a tacit,
idealistic belief in what they could offer their pupils and their schools. Providing
innovative ideas, caring for and assisting children to leam, participating in school
initiatives, involving themselves in school policy implementation, and committing their
personal time and energy to the cause of education were among their desired
contributions to the tcacﬁing profession.

These beginning teachers approached their new jobs with intensity, willingness,
and genuine concern for others. They believed that teaching was a shared responsibility
and they took the initiative to ensure that what they were doing was within the scope of

their positions.

The Matching of Expectations

" The study also sought to identify the socialization factors which either contributed
to or impeded the matching of the five beginning teachers’ expectations. The results of
the data interpretation and analysis identified that what beginning teachers' expected to

gain from the teaching profession remained relatively constant throughout the six month
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fransi;ional penod ’I‘heﬁndxngs sugﬁesg ihat i._he degree of ‘in:tg;pefsonzal, ?@fessiéndi.
and Orgamzauonal st‘xpponA they received was ixicongﬁiqm wuh thexr _exi:ectz_iﬁoﬁs. From -
their pastes the ﬁve beginping teﬁchgrs anticib#ted conﬁnﬁg& support throﬁéhout
their first year experience; and, furthermore, they expected a clearly defined
organizational atmosphere to allow such interactive support to occur. The findings
revealed the general absence of opportunities for continual interactive support and the
infrequency of professional supervision that they had grown accustomed to during their
teacher education. The process of providing non-evaluative feedback, designed to
enhance their ongoing performance as beginning teachers, was inconsistent by
comparison to their pre-service experiences.

The data revealed the temporal and experiential nature associated with the process
of matching professional expectations. The findings identified that what beginning
teachers expected to gain from the teaching profession occurred more frequently during
the initial weeks of the the six-month transitional phase. The data also suggested that the
experiences gained during the first siz months assisted them in clarifying their
expectations and in helping them determine whether their expectations would or would
not be met in the future.

The interpretation and analysis of the data also revealed that the intensity of giving
Personal-professional effort increased over time as the beginning teachers gained
teaching experience. It was determined that all five beginning teachers were prepared to
give more Personal-professional effort despite any incongruence between what they
expected to gain from the teaching profession and wh.at they did in fact receive.

The data further indicated that becoming a teacher created feelings of subordination
caused by inexperience, of caution because of provisional status, ar:d of insecurity
because of the implicit expectation that they should perform like seasoned veterans. The

data likewise revealed that the perceptions beginning teachers had of themselves as
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teachers, et teaching statons and e, and the orgnizatonl et of i
schools cllestvely influenced the matcing ofpofessonal expocatons. The o
identified thatfor each beginning teacher the influence of the extemal agents of the
socialization process assocxated wuh organimnonal clunate vaned by degice. Such
findings suggested that ‘~dividual differences, and unidue variations ih the
characteristics and quality of the schools as organizational units influenced, in different
ways, the matching of expectations.

The findings revealed that the gaining of new experience assisted these five young
teachers in assessing their professional self-image as well as in assessing more
accurately what was implicitly expected of them in their specific situation. Over time,
these five beginning teachers seemed more acutely cognizant of whether their
expectations of giving and gaining from theA teaching profession, and ultimately their
overall perceptions of the teaching profession fit with what Tagiuri and Litwin (1968:
27) described as the "relatively enduring quality of the intemnal environment of an
organization . . ." the organizational climate of their schools.

The organizational climates of their schools were characteristically formed by the
organizational goals and structure of the schools, and by the super-ordinate leadership
styles related to school administration along with the values of the personnel associated
with their schools. Once hired, these five beginning teachers were immersed in the
cultures of their schools and inherited organizational climates to which they had to
adjust. |

The degree to which the beginning teachers adjusted, however, was due in part to
the compatibility of the psychological contract implicitly made between themselves and
their schools and/or school jurisdictions. The data established that this compatibility was
oriented around how closely their expectations of giving and gaining fit with the

organizational elements which, in essence, formed the climate of their schools.



Althpugh each ;bggin_ning wgch;r had a prpqonceiyeq nqﬁpn Qf what ?ggching was
about, includifig their b;ofessiqnﬁl ability, their roles, the i:a;_tcu;s of behaviour
associated with thi; goals and orﬁanizationﬁ swcm of each sc}iobl. the le@mhip
approachies take:i by their principals and/or directors, and the toie models of other
teachers on the school staffs st a tone that each teacher had to deal with. As a result,
and with limited initial opportunity to clearly articulate and share expectations, each
beginning teacher focussed on him/herself critically examining his/her professional
expectations, and affirming, clarifying, or formulating new perceptions. The findings
determined that as the five beginning teachers gained experience working within the
climate of their schools, the certainty of whether or not their professional expectations
matched with those of their schools became more evident.

It became apparent that what beginning teachers expected to gain in the form of
Interpersonal-affective support varied over time. Similarly, Professional-affective and

Organizational support in the form of resources, remuneration, role information,

feedback and assessment, respectively, differed in kind and amount as factors associated

with the school climate and individual perceptions interacted.

The data also revealed that the five beginning teachers expected to give
Personal-professional effort as a means meeting the needs of their pupils and fulfilling
the duties associated with their job. Their initial enthusiasm to provide innovative ideas
and to participate in school related activities, was made evident by the way they
approached their new positions. Their uncompromising zcal was countered by the
influence of the organizational character of their schools, and the certainty of giving
Personal-professional effort gave way to the five beginning teachers frequently

questioning the usefulness of their efforts.
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Conclusions

The complex nature of the five beginning teachers' ex?eﬁgncgsinﬂuqnced}he

ahalysis process and made it difficult to initially identify common reasons for why
certain expec_tgtio_ns were met or were not met. The data revealed, liow;vér. an
important fundamental conclusion. The mﬁtching or mismatching of expectations was
contingent upon the degree of congruence in understanding the - urpose and function of
the process of becoming a teacher by the individuals associated with the university and
the school jurisdictions.

There is an important need for greater underst:inding of the process of becoming a
teacher by all constituent groups associated with teacher education in order to ensure the
effective transition of new teachers into the work frrce and, ultimately, to achieve the
fulfillment of educational goals. Such an uﬁdersumding requires the defining and
strengthening of the professional working relationships among all constituent groups
through the clear, collaborative articulation of goals and objectives associated with
teacher preparation.

There appears to be a process of changing perceptions that is part of the overall
socialization process that occurs as new teachers enter the profession. Organizational
structure, leadership style within the specific school, the role of significant others appear
as factors or influences within the perceptual change process. The process itself is
manifested through the variations in the expectations held by beginning teachers.

To assist in the inter-organizational collaborative process acknowledging that
organizational structure, leadership style, and the role of significant others irfluences the
perceptions beginning teachers have of the teaching profession is important.
Understanding that through a perceptual change process, expectations held by beginning
teachers are either verified, clarified, or changed is also considered significant in

assisting the inter-organizational collaborative process.



Spanning Organlzatlonal Boundarios
Although the purpose of this study was not duectly focussed on the nature of the

linkages between teacher education organizations and their affiliated constituent groups,
acknowledging thnt such intcr-organizaﬁonai relaﬁonsnips have degrees of
formalization, intensity and reciprocity (Marrert, 1971: 95) is important. In certain
provincial jurisdictions strong formal agreements, articulated procedums. and
coordination processes have been developed. While the intensity of the relationships
among constituent groups may be considered appropriate, their terms of reference in
relationship to the preparation of teachers may not be mutually understood.
Understanding and bringing new meaning to the process of becoming a teacher requires
some common agreement that such a process is shared and developmental in nature.

The fundamental conclusion that organizational linkages should be clarified and
strengthened at all levels reinforces what educators (Hopkins and Reid, 1985; Tafel,
1985) have observed as a need for the partners in teacher education to interact more
effectively as a means of responding to the reeds of future teachers and learners.
Answers to how this interaction can be improved partially lie in the preponderance of
organizational theory and research which recognizes teacher education organizations as
open systems.

Scott (1981: 22-23) contended that the boundaries associated with open systems
allowed for one system to interact with other systems and for all systems to interact with
their environments. The process of converting inputs (resources) to outputs (products)
is contingent upon this environmental involvement (Katz and Kahn, 1978: 16-17).

The multiple links between teacher education institutions and other associated
constituent groups make it difficult to specify clearly organizational boundaries.
Significant contributions to a better conceptual understanding of organizational

environments in conjunction with boundary spanning has been provided by various

178



researchers (Emery and Trist, 1965; Hall, 1972; Jackson, et al. 1986; Lawrence and

Lorsch, 1967; Perrow, 1970; Scott, 1981; Schein, 1980; Thompson, 1967; and others). -

There appears to be somvag.wemem that the structure and activities of an organization
are directly or indirectly influenced by the constituent groups associaied with its
environment.

Within an organizational and theoretical context teacher education institutions,
school jurisdictions, professional teacher organizations, affiliated school trustee groups,
and other interested publics interact and influence the outcome of teacher education. It is
from this frame-of-reference ‘that the articulation of goals and objectives needs to be
reinforced. For this to occur collaborative leadership in defining the purpose of teacher
education is necessary. Such collaborétive action could strengthen the traditional
linkages that presently bind teacher education groups together in promoting efforts to
address the future needs of teachers and leamers.

Debate over the usefulness of maintaining or changing teacher education programs
within a complex inter-organizational environment has emerged. Lanier and Little
(1986) and Tafel (1985) have already questioned whether the goals of teacher education
are appropriate for the future. Tafel (1985) has voiced concern over whether the present
organizational framework for teacher education can respond to the needs of future
teachers and learners and whether the leaders in teacher education can approach chabge
in a provocative manner. Tafel's concerns illustrate the need fo  ..stituent groups to
interact more effectively. Her comments are tempered by her suggestion that educational
organizations are slow to respond or unable to recognize their collective responsibilities
to teacher education.

The fundamental conclusions drawn from this study implicitly encourage this
debate. This study raises questions related to the effective and compatible transfer of

pre-service pedagogy into in-service practice and the utility of professional internship
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experiences. The smdy also dr_a_iws_ attenﬁon to the mlevance of ipducd@n nnd tﬁentoﬁng
initiatives that are conducted in conjunct_ion witli hmng pmcedmes as well as the role
played by all constimem groups in monitoring the professional de\}elopment of
beginning teachers.

To answer questions generated from these conclusions the findings identified the
importance of educational decision makers recognizing and understanding the perceptual
change process associated with becbm‘mg a teacher. It was also believed that they
should be made aware of the influence the organizational climate of schools had upon

that process.

Socialization, Perceptual Variance, and Organizational Climate

The interplay between a stable social system and new members who enter it is an
experiential socialization process through which new members leamn the values, the
norms, and the required behaviour patterns of the system they are entering (Schein,
1968, 1980; Getzels, et al., 1968). What new people bring to an organizational system
reflects a history of past experience which either blends or conflicts with the
temperament of the system. The relationship is interactive and seems to unfoid through
the jostling of personal and organizational wills. Schein (1980: 99) suggests that in this
regard mutual bargaining occurs throughout the career of an individual in an effort to
establish and/or reestablish a workable psychological contract.

Socialization. Defining the experiential process of socialization has cut across
the social and psychological domains of organizational theory. Each attempt (Feldman,
1981; Caplow, 1964; Schein 1968; Van Maanen, 1975;) has provided more information
about the function that acquiring new insights, skills, and personal adjustment play in
the formulation of peoples' perceptions or beliefs in themselves in relationship to their

jobs. Collectively, the various definitions of socialization reinforce the struggle
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researchers have hadindeseribing  proses tha combines the dynamies asocited with
human persoﬁality and or@nizational motive. The work of Argyris (1957), Bakke
(1952), Barnard (1964), Getzels, et al. (1968) in social systems theory and research
methodologies has provided educators with the knowledge and skill to interact more
directly with and to understand the phenomenon of people and organizations.
Socialization, the bonding factor between individuals and organizations, has been
considered by several social scientists as a complex experiential process which warrants
continued clarification.

Feldman's (1981) socialization theory, for example, considered process and
outcome variables as a means to monitoring and measuring the effect of organizational
socialization. He viewed organizational socialization as a set of multiple simultaneous
processes with a range of outcomes. Schein (1968, 1980, 1987) interpreted
organizational socialization metephorically by suggesting that the process required the
unfreezing and freezing of peoples' perceptions, values, and behaviors. Schein
suggested such changes occurred in phases and could be interpreted as "fusing"
(Argyris, 1957; Bakke, 1957) the individual and the organization in such a manner that
both simultaneously obtain optimum self-actualization. Schein's work also addressed
career patterns and explicitly linked socialization theory to a series of psychologically
meaningful units described as career stages (Schein: 1978, 1987). Emphasizing the
concept of "internal career," Schein reinforced the properties associated with the
psychological contract. He suggested that such a contract was not set but was constantly
changing through implicit and explicit renegotiation that occurred throughout an
individual's organizational career.

Perceptual Variance. While Power (1981) believed that the transition from
student to teacher was the ideal place to begin the attempt to understand the impact of

social reality on personal reality, the problem of articulating a scenario encompassing
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sucha phenqmenop ;emaips difficult. Beginning teachers, like other neﬁr ,édibioyées. |
ﬁnd themselves vefifyin_g ibeir ﬁmebﬁons @d expectétioﬁs @ tﬁey méet the éﬂiﬂes éf
work life. Their perception of themselves ﬁs teachers, as Power (1981; 288) suggested,
meets the challenge provided by themselves in the role. Commitments to teachisg as
their life work are fully tested for the first time and career aspirations come face to fuce
with the actual experience of teaching in the formal and informal organizational structure
of their schools. In this regard, and related to this study, the complex theoretical
interpretations provided by Getzels, et al. (1968), which identified the dimensions of
behaviour in social systems, are considered foundational.

Parallels were drawn between professional expectations and the perceptions the
beginning teachers had of themselves as teachers, of their teaching situations, and of
their professional roles. The data revealed that organizational structure, leadership styles
and the role of significant others directly influenced the perceptual variance of the five
beginning teachers. This conclusion supports Getzels's (1968) work in identifing the
observed behaviour between the Nomothetic and Idiographic dimensions of a social
system, and what Schein (1968, 1980) termed "renegotiating."

Perceptual variance, in conjunction with becoming a teacher, was interpreted as
part of the experiential socialization process and considered useful in interpreting the
interaction that occurred between new teachers and their school organizations.
Perceptual variance, in this regard, was considered a dialectic process or professional
learning cycle which integrated experience and concepts, observations, and actions
(Dewey, 1938) in association with organizational climates.

The experience of becoming a teacher represented the sequential phasing of the
interactions between an individual's perceptions and the external agents of socialization
associated with school organizational climates. This professional learning cycle

involved reflective observation, comprehension and judgment, and perception
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formulation. ‘

To iliusirate, the perceptions the five beginning tcachgrs had of themselves as
teachers, of tlieir teaching situations and their roics befom teaching were articulated
originally in terms of what they initially expect to gain and give to the teaching
profession. As they began teaching they mutually tested their professional perceptions
within an organizational frame of reference. As the five beginning teachers reflected
upon the congruence or incongruence created between the matching or mismatching of
their expectations, they formed judgements in accordance with the degree of matching
and formulated new variations of their perceptions. As their perceptions of themselves
were either confirmed, or as variations to these previously held perceptions were
formulated, their expectations of gaining from or giving to the teaching profession were
either affirmed, clarified or changed. It was through this reoccurring process that these
beginning teachers became sensitive to the matching or mismatching of their professional
expectations.

To capture the essence of the professional learning process linked to perceptual
variance, reference to the work of Dewey (1938), Lewin (1951), Piaget (1970), and
more recently Kolb (1984) is necessary. While it was not the function of this study to
deliberate the merits of these theoretical perspectives, the researcher believed that
attention to their work was essential to the researcher's attempt at explaining the
perceptual variance process the five teachers experienced during the six-month
transitional period of becoming a teacher.

The work of Dewey provides a more theoretical understanding of the professional
learning cycle related to the transitional phase of teaching. Kolb (1984) and Lang
(1986), in their interpretations of Dewey's (1938) treatise on education, stressed the
process of transforming impulses, feelings and desires of concrete experiences into

higher-order purposeful action as foundational to Dewey's work. Dewey (1938: 80-81)



in writing about experience and education wrote
The formation of purposes [perceptions) is, then a rather complex intellectual
operation. It involves (1) observation of surrounding conditions; (2) knowledge
of what has happened in similar situations in the past, a knowledge obtained partly
by recollection and partly from the formation, advice, and working of those who
have had a wider experience; and (3) judgment which puts together what is
observed and what is recalled to see what they signify. A purpose differs from an
original impulse and desire through its trans!ation into a plan and method of action
based upon foresight of the consequences of acting under given observed
conditions in a certain way. ... The crucial educationatllf lem is that of procuring
the postponement of immediate action upon desire until observation and judgment
have intervened. ... Overemphasis upon activity as an end, instead of upon
intelligent activity, leads to identification of freedom with immediatc execution of
impulse and desires. This identification is justified by a confusion of impulse with
purpose; although, as has just been said, there is no purpose unless overt action is
postponed until there is foresight of the consequences of carrying the impulse into
gxgcution - - a foresight that is impossible without observation, information, and
judgment.

A synthesis of Dewey's interpretation leads to the construction of a more precise
explanation of the perceptual variance process associated with becoming a teacher.
Through (1)"observation of surrounding conditions" (based upon beginning teachers'
previous school and university educational experience), these beginning teachers
formulated initial perceptions [impulse] of themselves as teachers, of their teaching
situations, and their roles resulting in the articulation of professional expectations. From
(2)"knowledge of what has happened..." (the interaction of their perceptions and their
experiences as influenced by the organizational structure of their schools, leadership
styles and the beliefs, advice of significant others they work with) their expectations
were tested. Independently, beginning teachers made reflective observations and
ultimately (3)"judgments” about the level of congruence bztween their professional
expectations and the implicit expectations of their schools. Through the process, the
beginning teachers invariably affirmed, clarified or formulated new variations of their
initial perceptions ("purposes”). The experiential cycle then repeated (See Figures 2 and
3).
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EXPERIENCE: Impulse g Impulse 3 Impulse 3 PURPOSE

Judgment;  J3 Observationy J3 O3

NV

Figure 2

Dewey's Model of Experiential Learning
(adapted from Kolb, D.A. (1984). Experiential Learning. Englewood
Cliffs, NJ: Prentice-Hall, 23)

EXPERIENCE: Perceptionsy _Perceptions3 Perceptions3 PURPOSE

Judgment;  J3 Interactiony

(Formulation) XZ
\ Reflectiong y J

Figure 3
Experiential Learning Socialization Cycle

(adapted from Kolb, D.A. (1984). Experiential Learning. Englewood
Cliffs, NJ: Prentice-Hall, 23)



Wrightsman (1977: 95, 97) [in Johnson: 1986] argued that individuals took
advantage of experience associated with new events to continuously refine their
perceptions and perceptual systems. He argued that as behaviours and events were
exhibited, initial perceptions were replaced by new leaming, and pcréeptions were
progressively clarified and extended.

The initial perceptions the five beginning teachers held of themselves as teachers,
of their new teaching situations, and of their roles reflected some of their experience as
pupils and university students. Their initial perceptions of themselves as teachers, of
their new teaching situations and their mles were positive, albeit idealistic (Fuller, 1969,
Katz, 1980; Wheeler, 1988;). Throughout the initial six months of work these
perceptions were influenced by the organizétional structure of their schools, the
administrative leadership styles, and the role of significant others in their work settings.
These beginning teachers began to reflect upon how compatible their expectations were
in relationship to those implicit expectations of the school organizations.

Organizational Climate. The organizational climate is a conceptual
interpretive derivation of the more encompassing concept of organizational culture.
Organizational culture as interpreted by French et al. (1985: 521-546), represented
current patterns of values, norms, beliefs and assumptions embodied in the language,
symbols, management goals and practices, attitudes and interactions associated with an
organization. Organizational climate is defined as the relatively persistent set of
perceptions held by members concerning the characteristics and quality of organizational
culture. In relationship to this study the definition of organizational climate was
expanded to reflect Halpin's (1966) thoughts by incorporating what Hoy and Miskel
(1982: 185) defined as the set of internal characteristics that distinguishes one school

from another and influences the behaviour of people in it. Implicit in the the five
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teachers’ conversations was an awareness of the role organiz#tional structure and the
influence of significant others associated wuh the organization m forming the climate of
their schools.

The data revealed that the five beginning teachers perceived their schools as
hierarchical in nature. Their sense of being a beginner with a subordinate role was
reinforced by their initial views of the organizational structure of their schools, and by
how others interacted with them during their first days in their new jobs. They
expressed feelings of compliance, and a need to follow what they were told to do. They
acted cautiously, initially agreed with the advice they received from their administrators,
and without question tried to implement established school policies. The five beginning
teachers were accommodating; they suppressed certain beliefs they held about teaching,
and yielded their own perceptions of teacher assessment to those held by either their
principal or school director. Although the beginning teachers viewed their schools as
traditionally run bureaucratic institutions, many ambiguities in the operations of their
schools undermined the thick veneer of that tradition. The research data indicated that
the insular nature of their schools forced these beginning teachers to become more
personally independent than bureaucratically dependent. The organizational expectations
had been implied rather than explicitly articulated and they perceived their day to day
teaching experiences to be only loosely connected to the formal, traditional
organizational structure. The data made it evident that the five beginning teachers work
within two dichotomous but parallel organizational structures; one is hierarchical, the
other is "loosely coupled" (Weick: 1976;). Sandra, Darlene, Marsha, Ross and Kirk
found themselves unsure about how to co-ordinate certain activities, uncertain when and
how to participate in specific events, and at times even confused about the overall goals
of their schools.

Inidally they had perceived themselves as competent young teachers with much to
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offer. They viewed their new teaching situations as important milestones in their lives
which demanded punctuality, thoroughness, and accountability. Durmz their first
weeks of teaching they also believed they should be well planned, agreeable to most, if
not all, suggestions made by others, reserved in their own opinions, and generally
amiable.

The disequilibrium of the structure influenced how they gained either
Interpersonal-affective, Professional-affective and/or Organizational support. They
began to experience confusion about where information should be originating from, and
concern over the effectiveness of their schools, All five found themselves questioning
their roles as teachers and their sense of self-worth.

The impact significant others had on the climate of the schools was important to
this study. The administrative leadership styles in addition to the personalities of staff
members colle..tively blended together to help form the climate of each school. The data
revealed that the leadership style the principals used in communicating, organizing and
delegating tasks set the mood within which the beginning teachers learned to work. The
principals’ personalities in association with the beginning teachers’ personal
understanding of the role of administrators interacted to alter their perceptions. The data
disclosed that these beginning teachers’ originally viewed their principals as the authority
figures who set the tone of the school and provided direction. During the six-month
transitional period the beginning teachers began to question the integrity of their
principals and generally showed concern over how effectively their principals worked
with others in the making of decisions and performance of their duties.

The data revealed that all five beginning teachers' impressions of their principals'
styles of leadership changed over the six-month transitional period. A beginning
teacher's initial perception of his or her principal as a friendly, humanistic program

facilitator and later as a person who was considered difficult to talk to, was indicative of
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a perceptual shift. The shift was the result of expectation incongruence which further
resulted in a teacher icﬂecting upon his or her personal mems as a teacher, the
atmosphere of the school, and the role he or she performed.

Other staff members also helped set the tone of their schools and in doing so
influenced both the perceptions and the professional expectations of the five beginning
teachers. Initial contacts with staff members were cordial and projected a sense of
camaraderie. The data suggested that the other teachers were established in their
teaching styles and tended to focus more time and attention upon their own work than on
that of others. Initial support decreased over time forcing the beginning teachers to
become more accountable and self-reliant early in their new careers. Following their
own professional agendas and having their own perceptions guiding their actions, the
other teachers of the schools inadvertently created a professional distance between
themselves and their new colleagues. With such social realities unfolding, beginning
teachers’ perceptions of themselves as teachers, of their teaching situations, and of their
roles continued to shift. A teacher who, for example, initially offered to help a
beginning teacher organize materials found little time to continue to do so once school
started. Unintentionally, the beginning teachers felt isolated and/or reluctant to ask for
assistance.

The data revealed that the communication of professional expectations occurred
infrequently between the beginning teachers and those closely associated with their
schools. This limited interaction restricted the opportunities for Sandra, Darlene,
Marsha, Ross, and Kirk to openly clarify and/or confirm expectation compatibility. It
became incumbent upon the five beginning teachers to intuitively speculate upon the
utility and suitability of their professional expectations.

The data disclosed unique variations in the degree to which the five beginning

teachers' expectations were met or not met. Such variance was due in part to different



individual personalities interrelating with the dynamic properties of the organizational
climates.

In ccmﬁn instances the formal organizational nature of their schools impeded the
opportunity for Sandra, Darlene, Marsha, Ross, and Kirk to gain Interpersonal-affective
support. The influence of authority figures, the seniority of staff, the prescriptive
teaching assignments, the structured timetable, and even the physical arrangement of
their schools restricted possibilities for close interpersonal interaction. This same
hierarchical influence assisted in facilitating the flow of specific organizational
information which each beginning teacher expected to receive. The informal
organizational nature of the schools gave rise to some Professional-affective support and
Organizational support. This support compensated for the restrictive nature associated
with the formal hierarchical structure of the schools or the leadership styles adopted by
their principals. |

The leadership styles of principals complemented the formal hierarchical character
of each school and proved useful in providing role information to the beginning
teachers. The principals encouraged beginning teachers to direct their efforts in ways
that promoted current school practices. The formality of their styles seemed to minimize
opportunities for Interpersonal-affective support and restricted the opportunities of these
beginners to share their innovative ideas.

The factors of influence which either assisted or impeded the matching of
expectations are embedded in each specific case study. The following case study
summaries provide an interpretion of how organizational structure and the influence of
significant others assisted or impeded the matching of the five beginning teachers’
professional expectations.

Marsha's Case:  One of Marsha's original perceptions focussed upon the

importance of a classroom atmosphere that nurtured friendship, professional growth,
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and an overall canng t‘or others. Her percepuon and the expectauon u engendered was
formulated upon her experience as a child and university studem wlueh both encouraged
the sharing of ideas, and the giving of oneself to others. The data revealed that the
climate she found herself working within was closed and one which did not cultivate her
perception of family. Teachers arrived at school, organized their work for the day,
performed their teaching duties and left soon after the final bell had rung. School policy
required students to enter and leave the school in straight lines, and to sit quietly in their
classroom desks. Teachers were requested to adhere to the student-management policies
and they usually closed their classroom doors to the rest of the school as soon as the last
child had entered the room. Marsha also found that school procedures and her specific
role as playground supervisor curtailed numerous opportunities for her to interact with
others

Marsha shared her teaching duties with her principal and one other teacher and
expected to receive Professional-affective support from them. For Marsha the sharing of
resources, teaching strategies, and new ideas was important and while initial guidance in
choosing content materials was provided, Marsha became discouraged over the kind of
material provided or the way information was disseminated. In many respects she had
to initiate opportunities to acquire information.

The Organizational support Marsha received from others was limited to specific
role information and assessment. Marsha was told of her teaching duties in late Spring
and upon the commencement of school she was provided with orientation literature and
information which assisted in clarifying, to some extent, the general policies of the
school. Marsha's principal used written memorandums to communicate with the school
staff and frequently issued directives concerning school policy. On occasion he
discussed student management problems directly with his teachers and exhibited a

tendency to correct the performance of his teachers in front of students and staff



tixembers. Marsha getierally perceived his style of lé&dership to be unpetsonal anﬁ less
than supportive. o

Marsha did not receive the kind of non-evéluative fecdhﬁck sité had amwn
accustomed to during her university teacher training. Marsha's principui followed set
evaluative guidelines that resulted in what Marsha believed to be useful but formal
assessments in comparison to her student experiences.

Marsha's comments revealed that the general organizational climate of her school
seemed to inhibit opportunities for her to introduce innovative ideas. She found herself
not incorporating approaches and activities she had anticipated implementing, opting
instead for curricular programs that reinforced the conventional nature of her school
environment,

Her expectations of giving to the children in the way she wanted were restricted by
the management policies emphasized by her principal. She expected to, and did enjoy
directing her efforts toward extra-curricular school activities and the welfare of her
pupils, but shé became frustrated with the school rules which impeded opportunities for
her to work with the children after school.

Marsha reflected upon her day to day experiences keeping in mind her initial
perceptions of herself as a teacher, of her situation, and her role. She frequently
evaluated her experiences, clarified her expectations, and continued to teach while
challenging the system she worked in.

Ross's Case: The previous knowledge Ross had gained about the school he
would be initially teaching in assisted him in formulating perceptions of himself, his new
teaching situation, and his role. Being familiar with staff members helped him adjust.
This familiarity stimulated opportunities for teachers to share their thoughts and
comment upon what he was doing. Ross was aware of how the principal led his staff in

planning and decision-making and felt comfortable following his approach. The
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semi-open edvi#pnment offered sﬁfﬁcignt opponumues for Ross to gain
lnterpersonal-affective support. From his perspective his brincipal seemed fair and open
to suggestions while at the same time required specific school policies to be closely
followed. .

Interaction among all staff members, however, was inhibited by traditional grade
divisions and the interests of teachers. Ross interacted more frequently and seemed to
gain more Interpersonal-affective support from the teachers in his grade division thai
from other teachers on staff. As time passed he did recognize the limitations of the
situation and the professional distance that was created because of it.

Ross gamered Professional-affective support from those staff members who were
closely associated with his grade division. Since he had been hired primanly to teach
physical education, he was considered by others to be an expert and the one
knowledgeable in that subject area. Because of this, he found himself relying more upon
his own personal resources than those offered by othe=s. Over time, both in his first
school and then in his second school, Ross considered himself to be professionally
isolated. As he organized special activity events for the children of the schools, he
found himself soliciting help rather than getting help. In a sense Ross had to take on a
lead role that encouraged staff members to participate and share their expertise.

Ross did receive some Organizational support from his two principals and the
other teachers. Initially, they either directed him to where he could locate school
supplies or assisted him in understanding school policies or duties. The data revealed
that his first principal encouraged participation and provided Ross with the freedom to
initiate and/or participate in various school functions. Ross did not receive any informal
feedback of a supervisory nature and reasoned that those in authority did not have
enough time during a day to structure opportunities to provide such feedback.

Formal professional assessments were carried out by both the school



adminisarion and the irector of hisschooljuidiction. Confident n isablity, Ross
considered the evaluations to be procedural in nature and of limited utllity.

According to the data Ross's expectation of intorducing innovﬁﬁve ideas was
encouraged by the manner in which others on his staff organized or planned course
materials. In his grade division the teachers worked in a team sharing their thoughts and
providing ideas for consideration. Ross, however, was employed in a system that
demanded a standardized approach to lesson development and execution. The
organizational policy, from his perspective, restricted the opportunities to be creative in
the ways of teaching. Ross would follow the policy guidelines when being evaluated
and revert back to what he felt comfortable doing once the formal evaluations had been
completed.

Ross expected to give to the children, and give to the school organization in an
effective and positive way. His perception of himself as a teacher shifted from a
follower to a leader. He felt comfortable in his role and did not become discouraged by
the routine pressures associated with the procedural duties.

His perceptions of the organizational climate of his first school changed as soon as
he had settled into his second cchool environment. Initially he had described the climate
as relaxed and friendly. Upon further reflection, he perceived it to be more restrictive
and controlled.

Sandra's Case: . Sandra's modest expectation of gaining
Interpersonal-affective support was met initially by the warmth of the teaching staff at
her school and the open approach taken by her principal. Sandra tended to provide
others with positive personal feedback and genuinely appreciated any positive comments
directed her way. Teaching Grade three children for the first time and interacting more
directly with Division One teachers was an entirely new experience that required her to

adjust. Sandra notonly found the traditional grade division structure of her school an
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impediment in qunmuﬁicaﬁng with other teachers, bui she discovered that dista_nce wés
created betweéh hérsélf and ot}iets ofi staff #s she bccaine more m)vay_e of other ieacher
preferences, prejudices, and apbmaches io worldﬁg with children. In cMn instances
Sandra's perception of teaching differed greatly from the perceptions her other
colleagues held for the profession.

Professional-affective support she received from her principal was graciously
appreciated. His involvement in helping her organize long-range plans made her feel
good and part of the system. As a new teacher of Giade Three she required resource
information but discovered that although others were willing to share their ideas, the
notion of sharing them was not spontaneous. This insular climate encouraged each
teacher to work independently. As Sandra gained experience she enjoyed being left to
herself. |

Sandra expected to initially gain a certain amount of information which would
assist her in understanding her role and improve her teaching ability. While traditional
curriculum policies prevailed, role specifications linked to what she would be teaching
were to a great degree decided by herself. The leadership style of her principal
engendered an open environment; however, the traditional classroom organizational
structure together with the implicit hierarchical nature of the school gave her a temporary
sense of subordination.

Through experience Sandra grew to expect continued organizational support in the
form of supervisory feedback from her principal, and limited assessments from her
director. Knowing that certain skills were to be assessed, Sandra organized her work
specifically for evaluation periods and then like Ross, returned afterward to her preferred
ways of planning and teaching.

Sandra expected to and did introduce innovative activities that from her perspective

encouraged and assisted her pupils in leamning and in liking school. She, similar to her
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other first yeaf colleagues, was obliged to foilov) h prescnbed cumculum. and felt o
ﬁositive aboﬁt the way she was able to supplemgm i;. iacking tehum. ﬁowg\(er. Sdndm
perceived herself as having to be more dcébunmble for what she planned and how she
taught. She believed thgt her first year status inhibited her in going too far heybnd the
scope of the required iarogram.

Kirk's Case:  Each beginning teacher held slightly different perceptions of the
kinds of support they might receive and the amount of Personal-professional effort they
expected to provide. Kirk did not initially expect a great deal of Personal-affective
support. Although he appreciated others acknowledging his work, he interpreted what
he contributed to teaching as being part of the requirements of the position. The data
revealed that the amount and kind of Interpersonal-affective support was limited.

Kirk compared his role to that of other teachers on staff. With minimal
opportunities to articulate his professional expectations, Kirk performed his dutics in a
manner similar to those of others. The data revealed that the size of the school, the
number of grades and the complex timetable other teachers followed inhibited
opportunities for sharing ideas and materials. From his perspective individual teacher
agendas interfered with resource sharing. Teachers in his school arrived late and left
early providing few formal or informal opportunities to meet and exchange ideas. Kirk
received most of his Professional-affective support from friends teaching in other
schools within his school jurisdiction.

Even though Kirk did appreciate the informal climate his principal had seemed to
create, the data revealed that Kirk was forced to complete many tasks with limited
organizational information. The job of sports coordinator required Kirk to organize and
implement various sports activities. He had received minimal amounts of information
regarding the role of coordinator and limited amounts of informal feedback conceming

how he was progressing. Kirk attributed the lack of information and feedback to the
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leadership style of the principal who perceived first year ieachers a$ being able to take
charge of their duties.

Formal approaches to teacher assessment were carried out by Kirk's principal and
by the director of the school jurisdiction. From Kirk's perspectivg. the approach seemed
very traditional and it did not match with what he had expected. No supervisory cycle of
a professional development nature that he had grown accustomed to as a student teacher
occurred.

Darlene's Case:  The perceptions Darlene had about herself as a teacher, of
her new teaching positon and her teaching role changed over the six-month transition
period. Her perceptions were based upon her previous educational experiences and
tested against the organizational goals and behaviors associated with her school.

Darlene expected modest amounts of intexpersonal—affective support and believed
that her principal and teacher colle#gues would supply it. The formal evaluation she
received from her director early in her new career negated to a great extent the effect of
future Interpersonal-affective support. As a first year teacher she began to view herself
as subordinate and compromised her beliefs for those of the local school organization.

The data revealed that although she did receive positive acknowledgements from
another teacher on staff, the leadership style of her principal and her fear of not meeting
the performance expectations implicit in her director's evaluative comments greatly
influenced her perceptions. Specific teaching procedures as outlined by both the
principal and director had to be followed by all teachers. As a first year teacher
Darlene's success was based upon whether she could accomplish what she was told to
do rather than what she thought was appropriate.

The closed climate of her school did not affect the opportunity others on staff had
of informally sharing their resources and ideas with Darlene. Gaining

Professional-affective support enhanced her sense of self-worth and motivated her to



continue teaching, V‘Sup;')on did ﬁot conié dn'ectly from the school adiiiinisuﬁtion bu; did
come informally t'mm certain other teachers on staff |

Thé insﬁlar nﬁtum of her school placed limits upon the amount of sharing that
happened later on during the six-month transitional period. The data disclosed that no
deliberate attempt to articulate professional expectations occurred. While Darlene did
appreciate the initial direction and warmth provided by her principal prior to the
beginning of the school year, she found that the Organizational support received was
implied rather than explicitly stated. She felt forced to define her role through trial and
error. Darlene also viewed certain decisions made by her principal and her director as
condescending, and incongruent with her professional expectations.

The data revealed that communication between Darlene and her principal became
strained. Darlene's initial perceptions of herself as teacher, of her teaching situation, and
of her role were influenced by the pressure to conform and compromise her beliefs. The
presentation of innovative ideas was restricted to times when she had her classroom door
closed. Closing the door was a means of escape from the institutional dilemma she
found herself in.

She, like the other four beginning teachers, expected to give to the children, to the
school, and of herself. Darlene gave Personal-professional effort, but became less
involved with general school initiatives over time. The uncertainty created by the

absence of administrative support influenced Darlene to approach her work with caution.

Attribution Theory and the Matching of Expectations

The methodology employed in this study provided the opportunity to identify
patterns of social interaction. The qualitative process encouraged the documentation of
social phenomena which evoked an awareness of the social realities of beginning

teachers. Of interest to the researcher was that Sandra, Darlene, Marsha, Ross, and
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Kirk's involvement in the study placed themina ppsitipn to better understand the reality
of becoming a teach_er. The fac; that they were fmjucmly discussiﬁg theu' thoughts
conceming the matching of their professional expectations mnﬁe tliem mon acutely
aware of their perceptions as teachers, of their teaching situations, and of their roles.
The ongoing task of examining, judging, and formulating their perceptions based upon
their new reality made them even more sensitive to what their expectations were and
whether or not they were being met. Through the perceptual variance process they
refined their perceptions and looked inward in an effort to reconcile reasons for why
certain expectations were met and others were not.

From their perspectives, generated over the six-month transitional period, they
identified that many of tireir expectations, by degree, were not met. As a result, they
found themselves at times questioning their professional integrity, the value of their
training, and even the school as a social institution. In juxtaposition with what Beyer
(1985) referred to as the "Culture of Teacher Education" these five beginning teachers
perceived that the perceptions which they held of the teaching profession often were
quite different from the accepted practice of their schools.

A theoretical point for discussion emerged which underscored the necessity to put
into context the role that educational administrators and teacher educators play in what
Kotter (1973) termed the joining-up process.

The theoretical work conducted by Atkinson (1964), Heider (1958), Lewin
(1951), Rotter (1966), Van Maanen (1976, 1979), Weiner (1979,1980), in conjunction
with self-attribution theory, has important implications for the findings generated from
this study. The results of several studies including Andrews and Debus, 1978; Marsh,
Relich and Smith, 1983; Nicholls, 1984; King, 1979; have demonstrated the importance
of studying individual differences in self-attribution and their applicability to education.

Accounts of theoretical explanations of the attribution processes have been made
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by numerous theorists (King, 1979; Marsh et al., 1984; Weiner, 1985; and others).
Rendering a simplistic interpretation of their work becomes prbbieniatic. Capturing the
fundamental elements of the theory does provide a prospective from which to understand
the resultant effects of the perceptual variance process and the matching on professional
expectations.

Attribution theory "deals with the processes by which people integrate information
to arrive at causal explanations for events" (Borko and Shavelson (1978:271) [in King,
1979: 47). In this sense what causes something to occur is consequential to what might
happen later. Causal beliefs about the success and failure experiences have important
consequences for subsequent feelings, expectancies and behaviour (Andrews and Debus
1978: 154). Marsh et al. (1984: 4) suggested that beliefs in self-attribution stem
primarily from "locus of control” research (Rotter: 1966) and indicated that social
leamning theorists argue for a generalized expectancy for the internal or external control
of events,

Internal and external control events represented a person's belief that the outcomes
depend upon personal attributes and a person's belief that the outcomes depend upon
causes outside one's control. People are motivated to understand the causal structure of
their environments. Based on information received about their performance individuals
ascribe their successes and failures to such factors as ability, effort, task difficulty, or
luck (DeBoer 198S: 234).

Drawing from this theory it is possible to build a conceptual interpretation that
explains the social reality of becoming a teacher. The data revealed an implicit
relationship between the five beginning teachers' perceptions and their beliefs of success
and failure.

During the critical time period of the transitional phase of the teacher socialization

process, all five beginning teachers became more aware of the congruence or
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incongruence of professional expectations. Through the experience of fqnnulating
j)erceptions of themselves as teachers, of their teaching situﬁtions. zmd of their rples.
judgments were formed regarding what influential factors assisted or impeded the
matching of their expectations. The data revealed that over time each beginning teacher
artributed the matching or mismatching of expectations to either internal or external
control events. Assuming matching of expectations to be success related and
mismatching of expectations to be failure related, the inference was made that the
reasons each individual had for explaining their experiences influenced both their
expectations for the future and their emotional experience (Weiner: 1980).

As the five beginning teachers became more aware of whether their professional
expectations matched with those of the school organizations they ascribed different
attributes to explain their social realities. From the data three examples have been chosen
to add clarity.

Marsha was confident, energetic and excited about beginning her new job in a
school climate that she believed to be open and friendly. During the initial few weeks of
teaching, Marsha became cognizant that time pressures, school policies, and the impact
of others, inhibited opportunities for the exchange of Interpersonal-affective support.
From her perspective these external control events acted as impediments. The closed
nature of her school prevailed and Marsha began to question her own integrity and
started to to believe that her inability to function within the closed climate of her school
was attributing to the lack of Interpersonal-affective support.

Ross expected Professional-affective support from others on his school staff. As
a new teacher he attributed the success of gaining resource materials to external control
events (significant others). During the six-month transitional period Ross had to depend
more on his own ability to secure resource materials and began to attribute the success he

was having at gathering resource materials to himself and not to others. In retrospect, he
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perceived the failure to gain Prdfcssional-@ffective supﬁbn t§ extemnal control dgems.

Darlene‘expécted to gain recognition, xésources. mdney. and Organiu_uionnl.
support in exchange for Personal-professional effort. She was conﬁdeht in her ability
and was more than aware of the émoum of effort one expended in being an effective
teacher. Following her first evaluation, Darlene attributed her failure to her ability and/or
her lack of effort. After receiving a more positive second assessment from her directdr
Darlene attributed her success to the amount of extra effort she had given to preparation.
In anticipation of a third assessment Darlene worked extra hard in preparing ker lessons.
Failing to meet the standards set by her director during her third evaluation Darlene
continued to attribute her failures to both her ability and effort. Over time, when positive
evaluations did occur, Darlene attributed her success to luck or to other external control
factors. In Darlene's case, the shift in her 'locus of control" was dramatic.

Considering self-attribution theory in specific relationship to this study, it was
concluded that the matching of expectations was further influenced by the impact causal
beliefs had upon the beginning teachers' perceptions of themselves as teachers, their
teaching situations and roles. While it is recognized that more research must be
conducted to substantiate this supplementary conclusion, the notion that expectancy
theory may contribute to a more complete understanding of the prccess of becoming a
teacher is important. This attention to theory also indicates the propensity of research in
educational administration to feel compelled to connect research findings to

administrative theory.

Recommendations for Educational Administrators and Teacher Educators
The socialization process has been described as a complex montage of events,
beliefs, and rituals that mix together for the purpose of rationalizing an individual's

existence within an organizational frame of reference. The subtleness of the process



orients individuals to the values, norms, and mores of the organization. The
developmental process ultimately molds new social selves (Schein: 1978) that reflect
new dispositions, skills, and behaviors.

Socialization is a term which has been historically used to describe in a variety of
ways the process of transmitting culture. Child's (1954: 65S) historical perspective
described socialization as leading the broad behavioral potentialities of an individual
toward the actual behaviors which were confined within the narrower range of
customary and acceptable standards associated with a group. This shaping of the mind
had the residual benefit of guaranteeing the existence of the cultural fabric which bound
the human race to its social system.

Considering the definitions of many theorists (Brim, 1966; Clausen, 1968; Cohen,
1971; Tindall, 1976; ) the temporal nature of socialization becomes more evident.
Socializing individuals is a process that takes time and is the driving force which,
for-all-intents and purposes ensures cultural survival. The process nurtures tradition and
provides a context with in which individuals can better understand themselves.

The enculturation of values, beliefs, and traditions are characteristically represented
in the form of human institutions. Practices and procedures impervious to dramatic
change have been culturally institutionalized within the social strata. Organizations, as
part of the social equation, are simply structural representations of the socialization
phenomenon. They function symbolically by providing the arena through which social
values, norms, and mores are inculcated.

Schools, as organizational institutions, serve society in this way. They act as
vehicles to assist in the transmission of societal culture and, by design, specifically
facilitate the adoption of core values, beliefs, and traditions.

In an era that has been besieged with the signs of educational change, teacher

educators and educational administrators are now being challenged with questions that
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pertain to the role and gffectiveness of both schoois and teaghefs. In their quest for
answers, underst#nding;he process of socializing new te#clﬁe:s into the tenchink
profession has become more important.

The messages, however, that prospective and new teachers receive about
- becoming a professional teacher have focussed more often on the achievement of
specified outcomes that are rationalized, sequenced, and individualized (Beyer, 198S).
The socializing of beginning teachers in this sense becomes a process which diffuses a
person's attempts for change and channels their innovative beliefs in a figurative way
that shackles their spirit. The residual normalizing effect of the socialization process
does not provide the rational backdrop needed to keep pace with change. Regardless of
the different views of what should or should not happen in the educational arena, the
process of becoming a teacher implicitly guarantees the perpetuation of the educational
goals that fall into the organizational domain of schools. Incumbent upon those in
authority is the need to address the ways and means teacher socialization can ensure
changing educational goals, regardless of their orientation.

The expectations the five beginning teachers held of teaching were their initial

expressions of how they viewed themselves as teachers, their situations, and their roles.

Their expectations were not articulated or interpreted in any formal organizational
manner. In rationalizing the process of socialization it became obvious that the
administrators associated with the five beginning teachers' schools were placing the
goals of their institutions in possible jeopardy.

From the conclusions of this study several recommendations can be offered which
have short term and long term implications for educational administrators and teacher

educators involved in the preparation of teachers.

204



205

Imer-organimtional Articulation of the Procm of Becoming a 'l'eacller

'I'he ﬁndmgs and fundamemal conclusxons of this study suggest that opponumues
be made available for all constituent groups associated with the professiona! preparation
of teachers to openly discuss first, the goals of teacher education, and second, the means
of achieving those goals. Concurrent deliberations among constituent group
representatives which take into consideration current research on teacher education and
present and future school curricular initiatives would be required. Clarifying
inter-organizational roles and defining organizational and developmental needs based on
a futures perspective would be foundational.

Using a collaborative approach, care and attention must be exercised in formalizing
a developmental teacher education program which encompasses the notion of shared
goals and objectives. With reference to the-ﬁndings of this study and of consequence to
the outcome of this inter-organizational process, it is important that teacher education
~ programming incorporate professional practice which integrates a developmental
conception and an intellectual pedagogy of a laboratory approach with a constructivist
view of how teachers gain professional knowledge (Grimmett, 1988).

Strengthening inter-organizational linkages depends significantly upon how
constituent groups perceive their decision-making role. Inter-organizational
collaboration, commitment, and varying degrees of involvement in all facets of the
teacher education process is necessary. The articulation of each constituent group's
responsibilities for maintaining the professional continuity between pre-service and
in-service teacher education, for example, would be essential. Clarification of what joint
responsibility means in relationship to the admission of students into teacher education
programs, the program content, the transition from student to teacher, supervision, and
assessment would be necessary. Furthermore, the role of schools, principals and

teachers in relationship to the process of becoming a teacher would have to be carefully
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examined. | | |

The conclusions raised in this study emphasize the need to streng_then the
inter-communicative nétworks of existing joint educational advisory boards and to define
and create new avenues of communication among school administrators and teachers.
Closer interaction among administrators, teachers, students, and university faculty
would enhance the level of awareness and understanding of teacher education and
provide opportunities designed to enrich pre-service and in-service education.

Of particular importance would be the interactive role of teacher education
institutions in disseminating program information to all constituent groups. Frequent
information exchanges designed to increase the level of awareness and involvement in
teacher education programming, is essential. More precisely, continued efforts by
education faculties to initiate opportunities for all constituent groups to become familiar
with: ’

a. the philosophic thrust of teacher education programs,

b. the pedagogical and practicum components associated with teacher education

c. gurglggg?c%on experiences for new teachers, and;

d. the inclusion of professional development in the form of mentoring and peer

coaching practices,
would be important.

To fulfill this mandate, guidelines for preferable practices should be established
which take into consideration the needs of prospective teachers, technology, change,
societal values, leadership, holistic leaming, communication, research and policy.
Opportunities should inspire commitment to educational services, reinforce the
integration of perspectives and practices in educating teachers, ensure continuation of
quality service, and provide constituent groups with information about future
programming expectations and criteria for preferable practices (Casswell, Lipp: 1989).
Personal-Professional Teacher Education Programming

Providing professional growth opportunities are thie complex options that should
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be considered for ixﬁp;pving piofesgiohzil infet-bfvg:@iz_ﬁﬁonalvqoﬁ;vinunicatipn networks.
Pre-service training must offer ample opbortmiity for b;’psbecﬁvg teachgrs fo explon_e ﬁnd
anicﬁlate. within a professional context, iheir personal bhiiosophies aixd expectations of
the teaching profession. To allow for this, teacher education programs must be
comprehensive, holistic, collaborative, altruistic, empowering, and generative in design.
This proceSs model would place teacher preparation within a larger social and cultural
context which would enhance the dialectical inteva~tion among all educational
organizations (Apple, 1979; Beyer, 1985; Feinberg, 1983; Young, 1971;). Teacher
preparaticn, in this sense, would connect pedagogy and curriculum with present and
anticipated future social realities. Collaborative efforts in assisting individuals to
develop personally and professionally would require a cooperative environment that
sanctions alternative research practices and different pedagogical approaches. Founded
on global ethical and moral considerations, the personal-professional dimension of
teacher education would help redefining, in the mind of the individual, the role of
teacher.

Of consequence would be the ﬁecessity for teacher educators to consider perceptual
variance, identified in this study, as an important process influencing a preferred practice
teacher education model. As a recommendation, reflective learning practices should be
encouraged in teacher education that allow for the reorganization or reconstruction of
experience. Employing such a practice would focus »:::ution directly on personal
perceptual variance. Prospective teachers would have the opportunity to enhance their
understanding about and their abilities to make decisions, think critically, problem solve,
create, and self-evaluate within a larger context. Reflective practice would lead to new
understandings of action situations, new understandings of self-as-teacher and new
understandings of taken-for-granted assumptions about teaching (Grimmett, 1988).

Reflective practice would also place the prospective teacher in a position from which to
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interpret and understhnd the cultural mi_lieu of tedching m telationshiis io their xble and
- the global socw,l and physxcal envxronmem |

In accordance with the re-thinking of teacher education practices and the attention
given to understandmg the overall. inter-organizational relationships which exist between
the environment and the teacher education organizations the need for continuity between
pre-service and in-service education becomes critical. Infusing educational goals
requires all educational constituent groups to define their functions and to formulate
avenues through which acceptable practices can be reinforced. Appropriate professional
in-service can only occur when pre-scrvicé learning is understood by constituent
educational members and augmented through professionally developmental teaching
experiences.

One major contributor to the bridging of pre-service and in-service teacher
education is the school administrator. His or her undersianding of, and involvement in
the professional development of teachers is of central importance. Professional
development opportunities for all educational administrators that reflect new approaches
in teacher preparation are essential.

For those in charge of school administration the need to consider professional
continuity in relationship to the personnel and the climate of schools is critical. The
conclusions of this study reinforce the dynamic interpersonal nature of becoming a
teacher and suggest that strong leadership is required to:

a. improve interpersonal relationships,

b. develop effective supervisory opportunities,

c. articulate organizational needs,

d. communicate with constituent groups; and

e. create and maintain an environment that encourages innovation, creativity,

professional growth and well-being.

For decades educators have been made aware of the important goal of linking

theory with practice. As a socializing mechanism, most post-secondary teacher
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education programs have gone to great lengths to provide btacticum exberiences that do
just that. The teaching profession, however, has stopped short of fulfilling this goal by
being unable to generate professional consensis among its constitutent groups of what

the process of becoming a teacher is or should result in.

Propositions Associated with the Research Findings

Grounded theory research strives tdj go beyond existent theories and preconceived
conceptual frameworks in search of new understandings of social processes in natural
settings. In so doing, the formulation of beliefs which excite pmblém-solving emerge.
Stated as propositions, they encourage researchers to reflect, speculate and generate
measures through which such insight can be tested. )

The methodological process employed in this study provided a means through
which patterns of social interaction could be judged and documented. From all
accounts, this process allowed for the explication of two propositions which encourage
and challenge future research initiatives.

1. Those teachers who establish a psychological contract with more matches
experience a more satisfying and productive first year and would remain longer on the
job. This proposition is reflected in the work of Kotter, Schein and Van Maanen and
reinforces the notion of career path initiatives and personal and professional growth.

2. Teacher induction, considered as an in-service process designed to orient
teachers to career stages, is the most applicable vehicle in career socialization practices.
The reality of teaching is only understood through the experience of teaching and
professional developmental stages linked to career maturity should be explicitly

articulatefi and identified to all teachers.



_ Implieations for Further Research

A number of tecommendnnons can be 1dentiﬁed for further resemh based on the
fmdmgs of tlus study. The study sought to determine what hegummg teachers expected
to gam from the teaching profession and give to the teaching profession during a critical
time period of the transitional phase of the teacher socialization» process. Conclusions
emerged from data interpretation and analysis which rendered answers to the central
question posed in the study. Additional questions surfaced which require further
consideration, .

Interpreting the lived worlds of beginning teachers provided a lens from which to
better understand the teaching profession. Of consequence is the need to examine in
detail the inter-organizational relatiohships of those constituent gmﬁps affiliated with the
process of becoming a teacher. The need also arises to examine closely the professional
development of teachers. The conclusions of this study reinforce the importance of
addressing these issues with more vigor. A number of recommendations for further
research can be identified that are based on the findings of this study.

1. The study employed complementary data collection techniques in order to
capture beginning teachers' expectations of the teaching profession and to facilitate the
exploratory multi-case study research design. A study utilizing this process to examine
school administrators' expectations of beginning teachers would provide a perspective
from which to assist in the collaborative articulation of goals and objectives associated
with the process of becoming a teacher.

2. Research which identifies constituent group role perception in relationship to the
preparation of teachers is required. Barrington (1983) and Tunstall (1988) have
indicated that technology is now in place which could be employed to conduct an
electronic networking Delphi study. Ascertaining inter-organizational perceptions using

this methodology would provide data which could be utilized in formulating future
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3. Vicwihé teacher educauon as a career continuum has been supponed by many
educational iheo_rists dver recent decades. This study has éenerated continued support
for further research that would examine the process of becoming a teacher. From the
study, however, this process has been broadly interpreted and thus it is suggested that
research be more inclusive. Research designed to explore the process of becoming a
teacher should span a professional development spectrum. Future research which
thomughly examines the processes used to select individuals into pre-service teacher
education programs, the utility of formative and summative pre-service evaluations
processes, and the applicability of practicum experiences need attention, Research
which addresses the nature of teacher hiring practices, approaches to professional
in-service, and male/female role ambiguity should be conducted.

4. Follow up research which examines in more depth the perceptions prospective
teachers have of the tcachin/g profession is necessary. Issues arising from the findings
of this study are already receiving attention. Research ventures which assist in
qualifying the use of teacher induction programs, and the effectiveness of mentoring
and/or peer coaching strategies should be pursued. Research which addresses

self-attribution of beginning teachers would assist in this regard.

Summary

It was the purpose of this Chapter to provide an overview of the findings generated

from this study, conclusions which captured the rich undercurrents associated with the
process of becoming a teacher, recommendations which offered a sense of guidance,
and research implications that presented future direction. This study has identified a

number of emerging issues associated with the process of becoming a teacher.
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PILOT STUDY STUDENT WRITTEN RESPONSES



| " PILOT STUDY STUDENT WRITTEN RESPONSES
+ STUDENTS' EXPECTATIONS OF GIVING TO THE TEACHING PROFESSION

+ INTRODUCING INNOVATION

-
-
-
-
-
-
-
-
-

-
-
-
-

expect to provide new energy and ideas

give fresh, new ideas

give ideas

give my ideas

give my ideas and implement those in the class or school

give my ideas to improve the school '

give new and different ideas

give new ideas and innovative ideas to routine program

give new ideas of evaluation in the three leaming domains

five the profession new ideas, creativity and positive changes
expect to bring spontaneity, creativity, and new ideas

T expect to implement what I have leamed - my own ideas and

share of ideas -

to give new and creative ideas and approaches for teaching arts

+ CREATING EFFECTIVE LEARNING ENVIRONMENTS

a hand in changing student attitudes towards science

create an atmosphere in the classroom for student leaming
expect to be energetic and resourceful to have a busy classroom
give an enthusiastic approach to teaching

give enjoyment to my classes

give knowledge and understanding to students

give preparation to every lesson

give social interaction

give to supervision

hope to retain some idealism

I expect to facilitate leamning

T expect to use my own methods of teaching

make learning fun .

making a colorful, interesting environment in the classroom
open windows for imagination

promote independent learning activities

stimulate the leamning environment

teach in areas of interest

teach problem-solving skills

teach things I feel are important

to be able to teach the majority of students

to be creative

to cause the leamning in students

to change some attitudes towards physical education and health
to keep in touch with the students

to maintain effective discipline

to provide motivational activities and styles

to share responsibilities in school activities

to use a variety of teaching methods '

to use methods that result in maximum student leaming
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use a lot of concrete and visual aides

use an active leaming approach in a moderate degree

use the new approaches as outlined in the new core curriculum
work in whatever capacity I can

+ LENDING SUPPORT
- give support and knowledge to others
- give support to the community
- give to the support system of the staff

+ CONTRIBUTING TIME AND EFFORT

+ TEACHING
- expect to exert more effort and time than what you get paid for
- expect to give long hours
- expect to put more time and work in than actually being paid for
- give a large amount of time and work
- give a large amount of time to my work
- give a large amount of work and preparation time for the work
- give effort
- give long hours
- give more than a nine to four effort
- give more than jgst anineto tlhm'e day
- give my time and energy to planning programs
- give to my work beyond the eight to t?uec day
- give time
- give time and effort
- give time to lesson planning
- give time to planning and marking etc.
- give time to supervision
- expect to give all my knowledge, experience and efforts
- to work extremely hard but hopefully survive
- work hard but avoid hurnout

+ EXTRA CURRICULAR PROFESSIONAL WORK
- expect to contribute to extra curricular activities
- expect to donate extra curricular time and supervision
- give long hours - extra curricular and planning
- give my time and energy to extra curricular activities
- give personal time for extra curricular activities
- give ime in extra curricular activities
- give to coaching and intramurals
- give to extra curricular activities
- give to the organization of extra curricular activities
- I expect to be involved in many extra curricular activities
- I'expect to pull my weight with coaching
- investment of time in teacher preparation and extra curricular
- involvement in extra curricular activities
- participate in extra-curricular activities
- to give to supervision and extra “urricular activities
- to participate in school activities
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- to perform duties expected of me and needed by the school
- give my time to extra-curricular activities

- give ime to coaching

- give time to coaching

- give voluntary time to coaching and intramurals

+ PROVIDING PROFESSIONAL DIRECTION
- expect to provide leadership in specialist role
- give leadership
- give leadership in my area of expertise
ive leadership in the area of specialization
expect to work to maintain or improve the education standard
- play a role in the school decision-making process
- to devote myself to my profession
- to give leadership in terms of specializations

+ SHARING RESOURCES WITH OTHERS
- give avenue for other teachers to gain resources
- give expertise to the area I have majored in
- give knowledge and understanding of current methods and skills
- give modern practices of what education is now
- give my comments to improve the school
- give my suggestions to improve the school
- give my talents for the betterment of the school
- give new and creative approaches to teaching the arts
- give new teaching techniques and methods
- give new ways of doing things
- give resources
- give to the development of better programing
- I'expect to be a positive and helpful addition to the community
- ] expect to be consulted on educational matters
- Texpect to increase an awareness of multi-culturalism
- sharing native values in a non-native system

+ HELPING STUDENTS
- expect to help students learn whatever their ability
- give care for the students
- give compassion and understanding to students
- help at least one student a year with a troublesome time
- help motivate students
- help students in their emotional stability
help students to realize their academic and athletic capabilities
- help with personal problems
recognize student needs and interests
to be able to help students through their problems
to keep students motivated

+ PROVIDING CLASSROOM LEADERSHIP
- be a role model for the kids so that they may mature
- being a positive role model
- being a role model to the students
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- [ expect to be drole model for students
- L expect to do the best jobIcan
- Show a sense of pride in my work

+ BUILDING RELATIONSHIPS
- be an instrument of human relationships
- build a professional and cooperative relations with colleagues
- build school and community relations
- continual self-improvement
- cooperate with school system
- develop a good rapport with teachers of the same subject
- expect to become involved in the school and community
- expect to give full cooperation to system
- give friendship
- give friendship
- give full commitment to the schooL,staff and students
- give respect to my peers as professionals
- lexpect to contribute very positively to community relations
- Texpect to contribute very positively to school relations
I expect to work positively with all staff
involvement in the community
- opportunity to become involved in the community activities
- relate to students in firm and friendly manner
to build school and community relations
to cooperate with school system
to develop good classroom relations
to seek methods of improving my professional development
to share,meet and mingle with different people

+ STUDENTS' EXPECTATIONS OF GAINING FROM THE TEACHING
PROFESSION

+ ACQUIRING A PURPOSE OR MEANING FOR TEACHING
- a good feeling coming home
- be motivated by my job
- develop into a better person as a result of my teaching
expect enjoyment from the job
expect to enjoy the job
expect to feel comfortable and not afraid and anxious about the job
expect to have some positive impact
expect to leam how the teachers' federation operates
expect to learn what the teachers' federation will do for me
- gain a purpose of what the profession entails
gain a sense of accomplishment and achievement
- gain a sense of achievement
- gain experience
- gain professional status
- Texpect a lot of stress
- [ expect criticism
- T'expect to be reasonably content and happy with my chosen profession
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- 1 expect to feel that I have chosen the right profession for me

- Texpect to gain a sense of self-worth in that education is a helping profession
- Texpect to gain experience in the profession

- positive results from students

- realize true professionalism

- self esteem ‘

- sense of professionalism

- to have an enjoyable and self-actualizing type of experience

+ ACQUIRING A SUPPORT SYSTEM

+ ADMII*IIS’I'RA’I;SN the orincipal
- expect support from the princip
- expect to receive help from the staff and principal®
- gain cooperation and support from administration
- gain support from staff and administration®
- [ expect a principal to be supportive and back you up in various situations
- T expect support from other teachers, principals®
- professional contribution and leadership from administration®
- supportive administration
- to receive reinforcement from administration and peers

+ OTHER
- employed in a school which respects and nurtures its teachers' input -
- expect to fain support to be able to develop my own programs
- expect to learn about the teachers’ federation and the aid they give
- gain a support system
- gain an equal position and respect from other teachers and staff
- gain respect as a professional as a teacher not a rookie
- gain respect as a teacher and not a rookie
- I expect support from in-service personnel
- I expect support when ever possible
- T'expect teachers to assist me in leaming about the teachers' association
- T expect to not be jumped on for 1 or 2 little mistakes
- treated fairly by staff, students and community

+ OTHER TEACHERS
- cooperative and supportive teachers
expect cooperation from other teachers
expect help and cooperation from other staff members
expect to gain support from peers
expect to receive help from the staff and principal*
gain acknowledgement and support from teachers and students®
- gain cooperation and support from teachers
- gain respect from other teachess, students and community*
- gain respect from teachers and students®
- gain support from staff and administration®
- I expect support from colleagues
- T expect support from other staff members
- T expect support from other teachers, principals*
- T expect the staff to be supportive and willing to work together

] L] 4 [}
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I ex!pect to be given support from the staff -
professional contribution and leadership from administration®
receive aid from the teachers' federation o

support and cooperation from fellow teachers and supervisors
support from colleagues and the board

support from peers
to gain a support system of peers and administration®

+ STUDENTS, PARENTS AND COMMUNITY

cooperation from students and parents
expect to receive support from parents in dealing with children
gain acknowledgement and support from teachers and students*
gain respect from other teachers, students and community*
fain respect from teachers and students®

expect parents to be active in their child's education
I expect support from parents to help me with any problems

+ ACQUIRING FINANCIAL INDEPENDENCE
+ BENEFITS
- extensive travel

] expect a good working environment
I expe<t to receive a salary and other benefits®
money and holidays*

- opportunity to do more of leisure activities

summers off
time-off holidays

+ SALARY

a wage

- expect to get paid
- expect to make a decent living

fair wage

fairly decent pay

gain money

good fair pay

I expect a reasonable salary

I expect to earn a respectable living

I expect to make a decent standard of living

I expect to receive a salary and other benefits*

- money
- money and holidays*
- reasonable pay

salary
to be payed

+ ACQUIRING FRIENDSHIPS
+ OTHER TEACHERS

- a pleasant and positive relationship with students, teachers and administration*
- expect a good working environment good association with teacher and staff
- expect open communication between students, colleagues, school board*

231



- friendships with

colleagues

- good constructive interaction with staft'
- good relationship with colleagues and students®

. food relationship
expect socializ

s with other staff *
ing experiences with my colleagues

- Texpect to gain friends with students, staf¥f and parents®
- to have a good relationship with the staff members

+ STUDENTS, PARENTS AND COMMUNITY

- crushes

- expect open communication between parents
- gain positive relationships with community

- good classroom

relations

. food relationship with colleagues and students®
- Jexpect to gain friends with students, staff and parents®

+ OTHER

- gain a new circle of acquaintances
- gain a positive relationship with others

- gain fniendship

- fa.in friendships
- Texpect to form friendships

- new friends

+ ACQUIRING PERSONAL PROFESSIONAL FULFILLMENT

- a personal life

- gain a feeling of satisfaction that | am giving all I can give
- gain job satisfaction
- gain personal satisfaction

- gain satisfaction
- gain satisfaction -

- gain satisfaction and pride that kids are benefiting from my teaching

realization of seeing students grow

- gain satisfaction of the job
- gain self-satisfaction and fulfillment
- hope to retain some idealism

- I expect to gain satisfaction in terms of seeing a student progress

- job satisfaction
- job satisfaction

- job satisfaction looking forward to going to work

- satisfied
- self-fulfillment - s

atisfaction

+ ACQUIRING PROFESSIONAL TRAINING
- studies to be relevant
- studies to be relevant to profession

+ ACQUIRING RECOGNITION

- be recognized or appreciated for work done in extra curricular activities

- T expect praise
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+ ACQUIRING RESOURCES
- expect adequate eqmifmem and sulirlies in order to function efficiently
- expect adequate facilities and supplies :
- expect appropriate equipment to work with
- gain adequate resources which will assist in my teaching
- lga.in resources and ideas from other teachers
- have adequate resource materials
- Texpect other teachers and the administration to identify resources
- school with a pleasant atmosphere

+ ACQUIRING AUTONOMY

+ AUTONOMY
- autonomy in decision making
- be able to utilize my own teaching style
- expect some freedom in what and how 1 teach
- expect to be able to plan my own lesson, and use my own methods
- gain freedom of what goes on in my classroom
- gain personal freedom
- gam teacher autonomy vs bureaucracy
- have the opportunity to make decisions
- Texpect freedom in the classroom -
- Texpect relative autonomy in classroom procedures
- L expect some freedom to teach how [ want to teach
- Texpect to use my own methads of teaching and teach things I feel are important
- not to be asked to teach something I'm not at all trained for
play a role in the decision-making process
teach in my area of specialization
teach subjects | am trained for
teach things I feel are important without undo censorship
teaching subjects I feel competent in
the freedom to coach as I feel proper
to be able to teach with my own style
to have autonomy
- to teach in the areas | am familiar with

+ EQUALITY
- equality among staff
- Texpect to be consulted on educational matters

+ ACQUIRING RESPONSIBILITY
- community
- discipline problems
- dumping off responsibilities by other teachers
- expect to teach subjects I am trained for
- fair work load and class size
- gain an understanding of students problems, ideas
- gain further insight into how a student ticks
- lexpect a sporadic possibly impossible schedule
- T expect to have a good idea of what is expected of me before I start
- keep up with professional level
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- meet and mingle with many different people

- pressure o

- small town or small city for the first couple of years
- somewhat regular schedule

teach in the area I am familiar with

to be assigned a reasonable workload

to be motivated

- to be provide with a lot of motivational activities
- to be successful

- to have fun

- to obtain a teaching position in my field of specialization

'+ ACQUIRING SELF-RESPECT
+ OTHER TEACHERS
- gain respect from students, administration the public and fellow teachers®
- T expect to accepted and respected by peers
- respect from colleagues and students®
- to be respected by students and other staff members®
- treated fairly and equally as a staff member

+ STUDENTS, PARENTS AND COMMUNITY
- a degree of respect from students -
- acceptance from students
- fain respect from students, administration the public and fellow teachers®
- lexpect respect from students
I expect that my ideas will be respected in the classroom as a fellow teach
- respect from colleagues and students®
respect from parents and the community
respect from students
student respect
to be respected by students and other staff members®

+ OTHER
- acceptance, treated fairly
- gain respect
I expect to be treated as a professional
- respect as a profession
to be protected and respected by my Board
treated as a professional
treated equally

+ DEVELOPING PROFESSIONALLY

chances for self improvement - in-service sessions

employed in a school that provides various professional development
expect to be able to attend in-services to keep informed

expect to grow and develop as a teacher .

Zain experience teaching methods that work and in which situation
gain expert knowledge from experienced teachers

- gain knowledge and information about teaching from others teachers
- gain new ideas

- I'expect in-service sessions

L

] L
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- I expect professional development - in-services etc R

- I expect the profession to continue my education by keeping me up-to-date
- Texpect to leamn a lot of good ideas from the existing teachers

- T'expect to learn on the job, with each day being a learning experience

- improving my overall teaching ability

- in-service upportunities

- keep up with professional level

- teach in a school that provides professional development activities

* responses found in more than one cover term.
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PILOT STUDY COVER TERMS
Expectations of Giving to the Teaching Profession Cover Terms:
- Introducing Innovation _
- Creating Effective Leaming Environments
- Lending Support
- Contributing Time and Effort
- Providing Professional Direction
- Sharing Resources with Others
- Helping Students

- Providing Classroom Leadership
- Building Relationships

Expectations of Gaining from the Teaching Profession Cover Terms:
- Acquiring a Purpose of Meaning for Teaching
- Acquiring a Support System
- Acquiring Financial Independence
- Acquiring Friendships
- Acquiring Personal Professional Fulfillment
- Acquiring Professional Training
- Acquiring Recognition
- Acquiring Resources
- Acquiring Autonomy
- Acquiring Responsibility
- Acquiring Self-respect
- Developing Professionally
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PARTICIPANT CONSENT FORM



PARTICIPANT CONSENT FORM

Iagree to pamctpate in the study enmled nwmmmmm.ﬂmwmns.af.ms
Teaching Profession. Iunderstand that I may withdraw from the study at any time. [

understand that this research will be published in the form of a doctoral dissertation at
the University of Alberta and that it may be published further.

I have received a copy of this consent form and of the summary of the purposes
and procedures of the study.

Name:

Signature

Date:
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SUPPLEMENTARY ANECDOTAL INFORMATION QUESTIONS

Please respond to the following questions that related to the study Beginning
Teachers' Expectations of the Teaching Profession. Take time to reflect upon these

general questions within the context in which you are working.

1.  WHAT DID YOU EXPECT TO GIVE AND GET FROM TEACHING?
2. WHAT DO YOU GIVE AND GET FROM TEACHING NOW?

3. WHAT WILL YOU EXPECT TO GIVE AND GET FROM TEACHING IN
THE FUTURE?

4. FROM YOUR PERSPECTIVE, WHAT ARE THE CHARACTERISTICS
OF TEACHING?

S. FROM YOUR PERSPECTIVE, WHAT WOULD HELP NEW TEACHERS
IN THE PROFESSION?
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MASTER FILE KEY TERMS FOR DATA
ANALYSIS AND INTERPRETATION

Key terms

Application

Child Center

Demographic

Diary

Evaluation

Expectations of Children

Expectation of Getting

Data Association

information pe=aining to the
ways a beginning teacher
applied for teaching positions.

information pertaining to any
statement made by a beginning
teacher concemning the needs of
children and his or her role.

information pertaining to any
statement which descriptive
information concerning a
beginning teacher's school,
community, other.

information pertaining to any
statement made by a beginning
teacher which focussed upon the
writing of anecdotal diaries.

information pertaining to any
statement made by a beginning
teacher which focussed upon
being assessed by an
administrator.

information pertaining to any
statement made by a beginning
teacher which in some way
indicated what he or she
exgected in the way of pupil
behavior or achievement.

information pertaining to any
statement that in some way
expressed a beginning teacher's
desire to receive something
from either from the
organization in general or a
significant other.



Expectation of Giving

First Year

Get Respect

Give Effort

Give Enthusiasm

Give Ideas

Get Support

Give Time
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information pennininz to an&
statement that in some way

| m:msed a beginning teacher's

lingness to give to the
teaching profession.

information pertaining to any
statement which reflected a
beginning teacher’s status as a
neophyte or their perception of
being a first year teacher.

information pertaining to any
statement made by a beginning
teacher which in some way
indicated different kinds of
respect he or she received.

information pertaining to any
statement made by a beginning
teacher which in some way
indicated his or her willingness
or use of personal effort.

information pertaining to any
statement made by a beginning
teacher which in some way
indicated what he or she was
prepared to do to excite children
to leam,

information pertaining to any
statement made by a beginning
teacher which in some way
indicated their willingness to
introduce innovative ideas into
the school.

information pertaining to any
statement made by a beginning
teacher which in some way
indicated a need for support
from others.

information pertaining to any
statement made by a beginning
teacher which in some way
indicated his or her use of time.



History

Homework

Induction

Interest

Job Influence

Parent

Pay

Perception

Personal Life

information pemumn toa
beginning teacher’s childhood
experiences.

information pertaining to any
statement made by a beginning
teacher which in some wa;
indicated the work he or she
took home after school.

information related to programs
or sessions relating to
introducing the beginning
teacher to their new jobs,

information pertaining to
reasons why a beginning teacher
was inspired to choose teaching
as a career.

information pertaining to any
factors which may have
contributed to a beginning
teacher securing a teaching
position.

information pertaining to any
statement made by a beginning
teacher which focussed upon the
interaction he or she may have
had with parents of the children
they taught.

information pertaining to any
statement made by a beginning
teacher which in some way
indicated remuneration for what
he or she was doing.

information pertaining to any
statement which focussed upon
a beginning teacher's impression
of his or her teaching situation.

information pertaining to any
statement made by a beginning
teacher which in some way
described his or her personal
life situation.
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Principal
School Experience

Self

Significant-others

Student Teaching
Teacher Influence
The Day

University
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information pertaining toa’
beginning teacher's perception
ofthe principal.

information pertaining to a
beginning teacher's Kindergarten
to Grade Twelve schooling.

information pertaining to any
statement which reflected o
beginning teacher's perception
of his or her self in relationship
to their job.

information pertaining to those
individuals who were viewed by
the beginning teacher during
their past and present teaching
experiences as influential.

information pertaining to those
teaching experiences which the
beginning teacher had during
university training.

infor..:ation pertaining to the
teachers who may have
influenced the beginning teacher
during their schooling.

information pertaining to any
statement made by a beginning
teacher which focussed upon
their daily schedule.

information pertaining to the
influence a beginning teacher's
university training had upon
them.

*note abbreviated code terms were used to facilitate processing.
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SAMPLES OF DATA SORT
: o PROCESS

:’ACTFIN DER TEXT FILE
MARSHA 242
9/16/87
G/16R8
MARSHA
GET-MEANING
GIVE-EFFORT
GIVE-TIME
INDUCTION
PERCEPT
PHASE 2

SIGOTHER
\

+ HOW LONG HAVE YOU BEEN TEACHING?

HEAD 2 - OH GOD 10 DAYS

ITREALLY DOESN'T SEEM LIKE A YEAR. | FEEL LIKE | HAVE BEEN HERE FOR A
WHILE. I AM STARTING TO FEEL COMFORTABLE. | FELT A BIT DISORGANIZED AT
FIRST BECAUSE COMING IN AT THE BEGINNING WE HAD ALL THE CLASSES WERE
SPLITS LAST YEAR AND THEY ALL GOT MOVED TO A STRAIGHT GRADE. SO A LOT OF
THE SUBJECT AREAS I AM SUPPOSE TO BE WORKING WITH ARE HALF AND HALF AND
THEY DON'T HAVE ANY TEXTBOOKS. YOU TEACH THE GR.S THIS AND THE GR. 3
THAT, BUT YOU CAN'T TEACH THE GR.3 THAT BECAUSE IN THE SPLIT THEY GOT IT.
AND THEN THEY WOULD SAY DONT WORRY ABOUT IT WE WILL TALK ABOUT IT
LATER. LAUGH. I SAY WHAT ARE YOU TALKING ABOUT SO IT WAS KIND OF CRAZY.
SO IFINALLY SAT DOWN AND GRABBED SOME TEACHERS AND ASKED THEM IF THEY
HAD TRIED AND | TOLD THEM WHAT [ WOULD LIKE TO WORK WITH. SO KNOW | AM
WORKING ON MY OWN UNIT.

\

MARSHA 2#3
9/1687

6/16/88
MARSHA
DAY
GIVE-EFFORT
INDUCTION
PHASE 2

\

+ SO YOU HAVE A UNIT READY?

.HEAD 2 - WELL I AM WORKING ON IT BUT I KNOW WHAT | AM DOING FOR THE
WHOLE YEAR

HEAD 2 - YA LIKE CERTAIN SUBJECTS AND GENERAL TITLES
I WAS THINKING AT FIRST DAY TO DAY MY FIRST WEEK BUT I AM OVER THE FIRST
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BIT OF STRUGGLING.
\ g
MARSHA 2413
9/16/87
6/16/38
MARSHA
GET-RESPECT
GET-SUPPORT
PERCEPT
PHASE 2
SIGOTHER

\
(WHAT ARE WAYS OF GAINING THAT FEELING?)

YOU HAVE YOUR OWN STRUCTURE AND THEY FOLLOW IT. WELL SOMETHINGS [
DISCUSS WITH THEM AND SOMETHINGS | DON'T AND GO AHEAD AND DO THEM
AND LET THEM KNOW HOW THEY ARE SUPPOSE TO DO THINGS.

(YOU ARE ORCHESTRATING IT - DID YOU EXPECT TO DO THAT ( YOU

ARE IN POWER?)

YA 1 WANTED THEM TO DO IT THE WAY I WANTED

THEM TODOIT.

(HOW DO YOU GO ABOUT DOING THAT?)
WELL [JUST DO IT. THEY NEED THEIR STRUCTURE YOU EXPECT SUPPORT FOR YOUR

IDEAS FROM OTHER TEACHERS -
(WHAT KIND OF SUPPORT?)

WELL IT IS MY CLASSROOM FOR MOST OF

THE TIME SO THAT THE OTHER TEACHERS WOULD

COOPERATE AND REINFORCE MY RULES - RESPECT FOR WHAT |
BELIEVE IN

\

MARSHA 2#25
9/16/87

&/16/88
MARSHA
GET-MEANING
GIVE-EFFORT
GIVE-TIME
PERCEPTION
PHASE 2

\

+ DID YOU EXPECT TO HAVE MORE TIME?

.HEAD2- NO

THE FIRST WEEK, LAST WEEK I THOUGH I WOULD NEVER CATCH UP,
BUT I REALIZED THAT YOU COULD ALWAYS BE DOING SOMETHING,
BUT I AM NOT AT THE POINT WHERE | AM BEHIND THAT
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WOULDMAKEWFEELTER‘!IBLEANDIAMNOTTHETYPETOBE L
MAKING IT DAY BY DAY - I LIKE TO BE AHEAD OF MYSELF YOU HAVE ONLY BEEN

DOING TITS 10 DAYS...WELL THIS WEEK FOR EXAMPLE | KNOW WHAT | AM GOING TO
DO. 1 AM THINKING ALREADY

FACTFINDER TEXT FILE
\
DARLENE 4 #2
10/18/87
6/1/88
EVAL
EVENT
GIVE-EFFORT
GIVE-TIME
DARLENE
PHASE 4
SIGOTHER
\
+ WHAT HAS HAPPENED SINCE THE LAST TIME WE MET?

SINCE THE LAST TIME WE MET MY DIRECTOR HAS BEEN OUT AGAIN, AND | HAVE
HAD REPORT CARDS, AND PARENT/TEACHER INTERVIEWS HALLOWEEN AND THE
FARM SHOW - 1 TAKE MY KIDS TO THE FARM SHOW SO | HAVE A STACK OF THINGS
WHICH | HAVE COLLECTED, RESOURCES WHICH | HAVE COLLECTED FROM THE
STAFF THAT THEY SAID GO THROUGH AND TAKE WHATEVER YOU WANT - SO HAD
ALL THAT TO DO AND PLANNING UNITS AND STUFF FOR yHE FARM SHOW AND GET
THEM ALL ORGANIZED - OH AN | AM TRYING TO ORGANIZE FOR WHAT WE ARE
GOING TO DO FOR THE CHRISTMAS CONCERT TOO ALL CAME IN - IT ALL SEEMED TO
COME AT THE SAME WEEK WHERE ALL STUFF HAD TO BE DONE ALL AT ONCE.

\

DARLENE 4 #18

10/18/87

6/1R8

GET-SUPPORT

GIVE-EFFORT

HOMEWORK

DARLENE

PERSONAL

PHASE 4

\

(SO YOUR DAY IS A LONG DAY AND IT IS FILLED UP WITH SCHOOL DO YOU TAKE
ANY TIME AT ALL FOR YOUR SELF?)

NOIREALLY DON'T WATCH T.V. - THE T.V.RUNS WHILE | AM WORKING, BUT TO SIT
DOWN AND WATCH A SHOW NO!

1 GO BACK TO WHEATVILLE ON THE WEEKEND BUT | USUALLY TAKE FRIDAY NIGHT
OFF BECAUSE BY FRIDAY I AM BURNT OUT AND THEN ON SUNDAY | COME HOME IN
THE AFTERNOON AND START WORKING.
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(A LOT OF ENERGY YES?)
YES.

\
DARLENE 3 #14
10/1987
&/7/88
GET-MEANING
GIVE-EFFORT
GIVE-TIME
DARLENE
PERCEPT
PHASE 3
\
+ WHAT ARE SOME WORDS THAT HELP YOU DESCRIBE THE TEACHING PROFESSION

STRESSFUL NAGGING (NAGGING KIDS TO DO SOMETHING - BE QUIET
PUT YOUR HAND UP, REMEMBER TO DO THIS SIT UP STRAIGHT)
DISCIPLINE, FUN, HARD WORK, ENJOYMENT, LONG HOURS,
EVALUATION

\
DARLENE 3 #15

10/19/87

6/1/88

DAY

GET-MEANING
GIVE-EFFORT
DARLENE

PERCEPT

PHASE 3

\

(WHEN YOU COME HERE AT 7:30 IN THE MORNING WHAT WOULD
DESCRIBE THAT?)

ANOTHER DAY! ACTUALLY WHEN I GO HOME AT NIGHT [ START
THINKING THAT THE NEXT DAY IS ALREADY OVER BECAUSE IT IS
PLANNED AND ALL I HAVE TO DO IS GO THROUGH IT AND | AM
ALREADY THINKING OF THE (TO) NEXT DAY.

(WHEN THE DAY IS DONE WHAT DOES IT FEEL LIKE?)

TIRED, FATIGUED, EXHAUSTING, I DON'T WANT TO THINK BURNT |
GUESS, YOUR MIND IS JUST BURNT.
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e
DARLENE 2 #13
1R
&R
EXPECT-GIVE
GIVE-EFFORT
GIVE-IDEAS
GIVE-TIME
DARLENE |
PHASE 2
\
+ THROUGH YOUR TRAINING YOU PLANNED QUITE WELL?
WAS THAT ONE OF YOUR EXPECTATIONS THAT YOU WOULD HAVE TO
CONTINUE PLANNING LIKE THAT?

OH YES
YOU EXPECTED TO BE INNOVATIVE TO SOME EXTENT -

FACTFINDER TEXT FILE
\
KIRK 1#1
82587
/1788
KIRK
GET-INFO
GET-MEANING
INDUCTION
PERCEPT
PHASE 1
SIGOTHER
\
- SO TELL ME WHAT DID YOU DO?

WELL ! DROVE DOWN -ACTUALLY I WENT TO WHEATVILLE AND 1JUST
TALKED TO A FEW OF THE TEACHERS (TERRY) AND HE GAVE ME A

FEW HINTS ON HIS CREDIT P.E. AND HIS INTRAMURAL PROGRAM.

THEN JUST WENT TO SEE LAURA TODAY AND PICKED UP (SHE WAS

THE SCIENCE TEACHER BEFORE MOVING TO WHEATVILLE) IN PRAIRE VIEW
THERE ARE THREE YOUNG GUYS. ONE WHO IS ABOUT 27 AND ANOTHER
WHO JUST STARTED THERE LAST YEAR.

ONE FUNNY THING THAT I WAS WORRIED ABOUT - LIKE LONG RANGE
PLANNING TOGETHER AND GETTING ORGANIZED 2 OR 3 WEEKS IN
ADVANCE. EVERYBODY I TALKED TO SAID DONT WORRY ABOUT IT.
BECAUSE YOU DON'T KNOW EXACTLY WHAT THEY WANT. JUST TAKE IT
DAY BY DAY MORE OR LESS. AS IT COMES.

(WHAT DO YOU THINK ABOUT THAT?)
WELL I WOULD RATHER BE A LITTLE PREPARED. MOST OF MY LONG
RANGE PLANNING IS DONE. SO...
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\

KIRK 142
82587
/1788

APPLY

KIRK
JOB-INFLUENCE
PHASE 1
SIGOTHER
\

- WHEN DID YOU ACTUALLY GET THIS JOB?

AROUND THE SECOND WEEK IN JUNE I THINK. I APPLIED ALL OVER -

1 APPLIED MAINLY TO THE MAIN CTTIES. EASTLAND ETC... AND |
THOUGHT I WOULD APPLY FOR IT JUST FOR THE HECK OF IT. THEY

HAD 130 SOME APPLICATIONS FOR THIS JOB OF MINE. SO THAT IS

QUITE A FEW PEOPLE - (SO YOU SMOKED IT BY THEM RIGHT?)
YEA(LAUGH)

I WENT DOWN TO PRAIRIE VIEW FOR THE INTERVIEW. BILL M. IS THE
SUPERINTENDENT AND | SEEM TO GET ALONG WITH HIM - | KNOW HIM AND THAT
WAS ONE ADVANTAGE TO. I WENT TO SCHOOL THERE WHEN HE WAS
SUPERINTENDENT. | WENT TO SCHOOL WITH HIS DAUGHTER.

MY FAMILY IS CLOSE TO WHEATVILLE AND | AM STAYING THERE UNTIL
IMOVE DOWN. I KNOW THE COUNTRY FAIRLY WELL.

\

KIRK 143

82587

/17788

KIRK

HISTROY

PHASE !
SCH-EXPERIENCE
TEACH-INFLUENCE
\

- WHAT WAS YOUR SCHOOLING LIKE?

WELL IT WAS ALL DONE IN WHEATVILLE. THE FIRST ELEMENTARY
SCHOOL 1 WENT TO WAS A K-6 SCHOOL. A BIG 4 STORY BUILDING-
JUST A MONSTER, AND IT BURNT DOWN HALF WAY THROUGH GRADE 6
OVER CHRISTMAS. WE WERE SUPPOSE TO GO BACK ON A TUESDAY IN
JANUARY - DAD WAS FIRE CHIEF SO THAT WAS KIND OF
INTERESTING. BUT IT WAS GONE AND SO WE ENDED UP AT THE HIGH
SCHOOL FROM THEN ON.

AS FAR AS HIGH SCHOOL WENT I DIDN'T MIND IT BUT, I REALLY
DIDNT TRY THAT MUCH I MEAN WE ALWAYS FOOLED AROUND IN
CLASS - 1 WAS A "BUGGER" (SO YOU WILL BE SYMPATHETIC TO THE
BUGGARS YOU ARE GOING TO GET?) NO WAY (LAUGH)

TENJOYED ALL THE FRIENDS THERE BUT I ENJOYED PLAYING
HOCKEY MORE THAN HIGH SCHOOL AT THE TIME.



THEY HAD A FAIRLY GOOD PE. PROGRAM 1 PLAYED SENIOR
VOLLEYBALL BUT THAT WAS SECOND RATE. THEY HADAGOOD - ‘
INTRAMURAL PROGRAM THOUGH. IT WAS MAINLY 9 'IO 12. THINKINO BACK !
ENJOYED MY GRADE | TEACHER.GRADE ITO

GRADE ¢ WE HAD OLDER TEACHERS WHO WERE REALLY NICE. THEY
WERE NICE, BUT YET STRICT. AND WHEN YOU ARE THAT YOUNG YOU
JUST ENJOY BEING THERE WITH YOUR FRIENDS,

MY GRADE $,6 TEACHER WAS GOOD. HE HAD A SENSE OF HUMOR. HE
LAID IT OUT. YOU LEARNED REALLY WELL FROM HIM, WE ALWAYS

GOT LOTS OF WORK TO DO AND HE GAVE HARD TESTS. HE TAUGHT
EVERYTHING. LIKE WE ALWAYS WENT QUTSIDE FOR P.E. THE TEACHER | THINK
THAT WAS MOST INFLUENTIAL WAS MY GRADE

8 TEACHER. HE WAS A YOUNG GUY, MAYBE 24. HE WAS A GOOD ROLE
MODEL HE PLAYED FOR THE HUSKIES. HE WAS SPORTS ORIENTED AND
AND HE STARTED GETTING US INVOLVED IN PLAYS TO PRESENT

IN FRONT OF THE PUBLIC. TAKING US ON TRIPS TO CENTRE CITY AND BIG
MUDDY AND THINGS LIKE THAT. HE WAS A GOOD ALL AROUND
TEACHER.

ANOTHER TEACHER WHO IS STILL TEACHING IN WHEATVILLE AND
TAUGHT ALGEBRA AND GEOTRIG . . . HE HAD AS MUCH INFLUENCE
ON ME AS ANYTHING, MAYBE A LITTLE FOR THE NEGATIVE BECAUSE

HE WAS AN EXCELLENT TEACHER, VERY SMART. BUT MOST OF HIS
FAVOURITE STUDENTS GOT IN THE 80'S AND 90'S AND IF YOU

SCORED BELOW THAT THEN HE SHOWED NO INTEREST IN YOU AT ALL.
HE DISCOURAGED PEOPLE FROM ASKING QUESTIONS AND THEREFORE
GET LEFT BEHIND IN THE SUBJECTS. THAT MORE THAN ANYTHING

MADE ME WANT TO BE A TEACHER BECAUSE RIGHT THEN | THOUGHT |
COULD GO UP IN FRONT OF THE ROOM AND TEACH THESE KIDS A LOT
BETTER THAN HE COULD. NOT FOR THOSE SUBJECTS, BUT I MEAN]
THINK ! WOULD BE ABLE TO SIMPLIFY THINGS SO THAT THE OTHERS
COULD GRASP IT EASIER.

FACTFINDER TEXT FILE
\
SANDRA 1#2
8/25/87
6/6/88
HISTORY
SANDRA
PHASE 1
SCHOOL EXPERIENCE
SIGNIFICANT OTHERS
TEACHER INFLUENCE
\
- SO TELL ME ABOUT YOUR BACKGROUND - DID YOU GROW-UP HERE?

I WAS BORN HERE. STARTED SCHOOL IN ALBERTA JUST QUTSIDE OF CALGARY. A

PLACE CALLED FOOTHILLS. A VERY SMALL TOWN. IT SEEMED LIKE A BIG PLACE

WHEN | WAS LITTLE BUT. AND | WENT THERE FROM GRADES 1 TO 7. IT WAS A BIG

FARMING COMMUNITY. MY DAD WAS A TEACHER AND THE MAYOR (LAUGH) - A
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"BIG" COMMUN!TY THE SCHOOL WENT FROM 1 TO 12. '

T HAD A LOT OF GOOD EXPERIENCES. | WAS TURNED ON TO COMPETITIVE THINGS AT
THAT SCHOOL. YOU KNOW YOU ARE REALLY CLOSE TO A GROUP OF KIDS AND YOU
ARE ALWAYS COMPETING IN ACADEMICS AND THAT REALLY GOT ME WORRIED
ABOUT GETTING MY SCHOOL WORK DONE AND STUFF LIKE THAT. THE ATHLETICS
PART GOT ME TURNED ON TO THAT.

ACTUALLY I CAN'T THINK OF TOO MANY TEACHERS THAT HAD A REAL ACADEMIC
INFLUENCE ON ME (LAUGH). IT WAS MORE OF A COMPETTTION BETWEEN OTHER
PEOPLE. ISN'T THAT TERRIBLE!

I CAN THINK OF SOME TEACHERS THAT HAD AN INFLUENCE ON ME. LIKE MRS H.,

MY GRADE § TEACHER. LIKE I LOVE MUSIC AND SHE WOULD SIT AND PLAY THE
PIANO FOR AN HOUR EVERY DAY.

ACTUALLY WHEN | GO BACK WE SIT AN LAUGH ABOUT ALL THE STUPID THINGS OUR

TEACHERS USE TO DO.

\

SANDRA 143

R/25/87

6/6/88

HISTORY

INTEREST

SANDRA

PHASE 1

SCHOOL EXPERIENCE

SIGNIFICANT OTHERS

TEACHER INFLUENCE

UNIVERSITY
\

(SO YOUR DAD BEING A TEACHER CERTAINLY INFLUENCED YOU?)

OH YES. | THOUGHT HE KNEW EVERYTHING. I NEVER HAD MY DAD AS A TEACHER
THOUGH. MY BROTHER DID.

I HAVE THREE BROTHERS, AND | AM THE SECOND OLDEST. IT WAS PRETTY GOOD.
1 WAS SO COMPETITIVE BECAUSE | THOUGHT [ WAS SUPPOSE TO BE PERFECT OR
SOMETHING. LIKE [F | EVER GOT BELOW 80% OH MY GOD!

MY FIRST YEAR OF UNIVERSITY | SORT OF CHANGED A BIT(LAUGH). LIKE MY
MARKS WERE HORRENDOUS. I WENT TO U OF Q AND I WAS ONLY 17.

BUT WHEN | WAS IN GRADE 8 WE MOVED TO NOVA SCOTIA AND THAT WAS AN
INCREDIBLE EXPERIENCE. | MEAN I DID THINGS THAT ! PROBABLY NEVER WOULD
HAVE DONE. THEY HAD A REAL FANTASTIC SPORTS PROGRAM OUT THERE. LIKE
CROSS-COUNTRY, TRACK AND FIELD. . . WE LIVED IN THE ANAPOLIS VALLEY - |
WENT TO SCHOOL IN WOLFVILLE. DAD TOOK THE YEAR OFF AND WENT TO ACADIA
UNIVERSITY. WE STAY JUST A YEAR. WE WERE GOING TO STAY LONGER BUT MY
MOTHERS FATHER DIED SO WE HAD TO COME BACK. THEN WE CAME HERE AND
WENT TO THE HIGH SCHOOL IN VALLEY TOWN.

HIGH SCHOOL HAD REALLY GOOD TEACHERS. I THINK THE ONES WHO REALLY
EFFECTED ME WERE THE COACHES. THEY WERE TEACHERS. LIKE MY ALGEBRA
TEACHER WAS ALSO MY VOLLEYBALL COACH ALL THE WAY THROUGH.

WELL THE DIFFERENCE BETWEEN THE SCHOOL SETTING BETWEEN NOVA SCOTIA,
ALBERTA AND HERE WAS JUST INCREDIBLE. THE ATTITUDES.

WELL I WENT TO U OF § FOR THE SPORTS PROGRAM, BUT | DECIDED THAT THAT
WAS NOT WHAT I WANTED. AND THEN [ DECIDED THAT | WANTED TO TEACH. I KNEW
1 WANTED TO TEACH. | ALSO REALIZED I DIDN'T WANT TO TEACHING THE GYM ALL
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THE TIME. AND THEN COACH. SO THATISWHY ICAMEHERE,
T HAD HEARD FROM A FRIEND THAT THE PROGRAM HERE WAS GOOD. -
SO 1 DID HAVE AN EDUCATION CLASS FOR A YEAR AND A HALF AFTER |
TRANSFERRED IN FROM U OF Q. THE PROGRAM WAS MIDDLE YEARS AND THERE
WEREAN LC;’;: OF ADDS IN THE PAPER SAYING THAT MIDDLE YEARS TRAINING WOULD
I HAD WARREN H. FOR ED. 100. HE WAS A GOOD GUY 'SCIENCE WAS EVERYWHERE.
IT WAS A GOOD EXPERIENCE BUT THE THING THAT TURNED ME OFF WAS ALL THE
PIDDLY, NITTY PICKY WORK. LIKE THE BOOK KEEPING WORK. I COULDN'T STAND
THAT STUFF. IT TOOK TOO MUCH TIME FOR WHAT IT WAS.
T1WAS A SENIOR WHEN I WAS IN THE MIDDLE YEARS PRE-INTERNSHIP.
TREALLY ENJOYED THE PSYCHOLOGY PART. IT WAS A REAL BAD EXPERIENCE
GETTING MY CREDITS ORGANIZED, BUT | REALLY ENJOYED THE PSYCHOLOGY
COURSE AND I THINK THAT REALLY GOT ME INTERESTED IN KIDS.

\
SANDRA 1#4
82587
(/6/88
INTEREST
SANDRA
PHASE |
PRINCIPAL
STUDENT TEACHING
TEACHER INFLUENCE
\
- WHERE DID YOU HAVE YOUR INVOLVEMENT?

ITWAS...B.W. SMITH - IT WAS KINDERGARTEN AND THAT MADE ME DECIDE THAT
NONO | DIDN'T WANT KINDERGARTEN. THAT WAS GOOD BECAUSE 1 SAW THAT |
DIDN'T LIKE SIPPING UP COATS AND TIES AND PUTTING ON BOOTS. LIKE | AMNOT
THE TYPE OF PERSON WHO CAN SIT WITH LITTLE PUPPETS ALL DAY.(LAUGH)

I PRE-INTERNED AT EASTVIEW AND HAD A GRADE SIX CLASS. IT WAS A MIDDLE
YEARS EXPERIENCE. MY ADVISOR WAS REALLY GOOD SHE WAS SO STRAIGHT
FORWARD. IT BLEW US AWAY THAT SHE WOULDN'T BE OUR ADVISOR INTO STUDENT
TEACHING. AND THEN WE GOT ART AND WE THOUGHT IT WAS GOING TO BE A
DISASTOR BUT OF COURSE IT WASN'T. LIKE IT WAS HARD TO GET TO KNOW
SOMEBODY IN SUCH A SHORT PERIOD OF TIME.

MY COOP FOR PRE-INTERNSHIP WAS WAS BOB N. HE USE TO BE A CAR SALESMAN
AND SELL SPORTS EQUIPMENT. HE WAS OLDER.

MY STUDENT TEACHING WAS AT ST. NICKS WITH A 6/7 SPLIT WITH RON FOLK. IT
WAS A GOOD EXPERIENCE, JUST EXCELLENT. (WHY?) THERE WAS A TOTALLY
DIFFERENT ATTITUDE IN THE SCHOOL AND YOU FELT LIKE YOU WERE A TEACHER.
YOU DIDN'T FEEL LIKE YOU WERE SOME LITTLE BRAT FROM THE UNIVERSITY. THE
PRINCIPAL WAS REALLY FRIENDLY, WELCOMES EVERYBODY AND ANYBODY.

RON GAVE ME A REALLY GOOD REPORT.
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FACTFINDER TEXT FILE
\
ROSS 148
82187
/1688
EXPECT-GET
EXPECT-GIVE
GET-INFO
GET-SUPPORT
INDUCTION
PHASE 1
PRINCIPAL
ROSS
SIGOTHER
\
(YOU MENTIONED JUST LIKE YOU?)
WELL THEY TOOK. ME IN AND THERE WAS NO BIG THING. LIKE EVERY
FRIDAY NIGHT THE PRINCIPAL, SMITH , AND BROWN WE WOULD GO TO
SINO'S AND HAVE A BEER. IT WAS GOOD.
WE DIDN'T GO TO THE STUDENT TEACHING SEMINAR, BUT SMITH HAD BEEN
THERE LOTS OF TIMES. SO HE KNEW WHAT IT WAS ALL ABOUT.
I WAS IN A GRADE EIGHT ROOM, BUT WE TAUGHT ALL THE SCIENCE,
AND THEN ALL THE P.E. :
TONY WAS MY ADVISOR. I GOT AN EXCELLENT ON MY STUDENT TEACHING
REPORT.
OH I CAN DO IT THERE IS NO QUESTION.

\

ROSS 2#3a
/887

/16/88
EXPECT-GIVE
PHASE 2
PRINCIPAL
ROSS

\

+ DID YOU EXPECT THAT?

- WELL 1 EXPECTED THAT I WOULD BE PREPARED FOR EVERYTHING

- AND WHEN | WASN'T | WAS REALLY SURPRISED THAT IT DIDN'T PHASE ME TOO
MUCH - 1JUST SORT OF STEPPED INTO IT AND TOOK IT ON THE CHIN - I DID NOT
FEEL RELUCTANT - THE PLACE HAS BEEN VERY GOOD TO ME

- THE PRINCIPAL LETS ME DO ALOT ON MY OWN
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\
ROSS 2#§
9/8/87
6/16/88
DAY
EXPECT-GET
GET-MEANING
GIVE-EFFORT
GIVE-TIME
PHASE 2

ROSS
\

+ YOU EXPECTED ASSISTANCE RIGHT AWAY - WHAT OTHER EXPECTATIONS OF THE
JOB?

- WELL I EXPECTED TO HAVE A DESK AND I DIDN'T - SEE [ JUST GOT MY DESK- |
GUESS THE ULTIMATE IS TO GO INTO A PLACE AND EXPECT THAT EVERYTHING IS -
READY tsvssssvsessss AND YOU JUST WALK IN AND DO YOUR JOB- AND YOU HAVE
SOME EXTRA-CURRICULAR ACTIVITIES AND THEN YOU GO HOME- IT HAS BEEN LIKE
- YOU ARE HERE AT 8:00AM AND YOUR LEAVING A 7:00PM - FOUR DAYS A WEEK |
DIDNOT EXPECT THAT

- I SORT OF SAW IT COMING , BUT I DID NOT EXPECT IT - | KNEW THERE WAS WORK

\

ROSS 2#6
9/8/87

6/16/88

DAY
EXPECT-GIVE
GET-MEANING
PERCEPT
PHASE 2
ROSS

\

+ WHAT KIND OF WORK DID YOU EXPECT?

- PLANNING IS NOT SO BAD RIGHT NOW CAUSE I HAVEN'T GOT INTO MY LONG
RANGE PL.- 1 AM JUST PLANNING FROM DAY TO DAY- IN 2 WEEKS | HAVE TO HAVE
MY LONG RANGE PLANS IN

+ WHY ARE YOU PLANNING DAY TO DAY - WHAT WOULD BE THE REASON?

- BECAUSE | HAVE NEVER PLANNED FOR A YEAR- LIKE - WHAT AM [ GOING TO BE
DOING IN JUNE - | DON'T KNOW - | HAVE TO HAVE SOME IDEA AND | EXPECT
PROBLEMS THERE

+ DID YOU REALLY EXPECT TO PLAN {:AY BY DAY BEFORE YOU STARTED
TEACHING?

- IPRETTY MUCH SAW MYSELF DOING THAT - LIKE RIGHT NOW I AM READY FOR
TOMORROW

(ROSS WAS READY JUST FOR TOMORROW AND 'WAS NOT INTO LONG KANGE
PLANNING. HE NEW HE HAD TO DO LONG RANGE } .ANNING.

- TELL ME WHAT I'M DOING THURSDAY [ COULDNT TELL YOU, BUT TOMORROW -
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YES- BUT HOPEFULLY IN A COUPLE OF WEEKS ! WILL KNOW WHERE | AM GOING-
LIKE | HAVE TO SUBMIT A YEAR PLAN

\

ROSS 247

9/8/87

&/16/88
EXPECT-GIVE
PHASE 2

ROSS
STUDENT-TEACH
\

+ DID YOU EXPECT THAT YOU WOULD HAVE TO DO THAT?
- YES, LIKE DURING STUDENT TEACHING MY COOP HAD TO DO THAT SO I KNEW

\

ROSS 248
9/8/87

/16/88

CHILD
EXPECT-GET
EXPECT-GIVE
GET-MEANING
PHASE 2

ROSS
STUDENT-TEACH
\

+ SO SOME OF THE EXPECTATIONS OF THIS JOB YOU LEARNED THROUGH STUDENT
TEACHING?

- YES - THAT IS PROBABLY THE ONLY PLACE | LEARNED THAT

- LIKE EXPECTED THAT | WOULD HAVE THE BILLY SMITHS IN MY CLASS

- LIKE HE WAS HELD BACK AND HE'S ENERGETIC HE JUST WANTS TO GO.

- 1JUST EXPECTED KIDS TO SAY | DONT WANT TO DO THAT - THE GR 8'S ARE LIKE-
THAT'S TOUGH TO GET GR 8'S GOING

\

ROSS 2#10

9/8/87

6/16/88
EXPECT-GET
GET-MEANING
PHASE 2

ROSS
STUDENT-TEACH
\

+ THIS FOCUSES ON MANAGEMENT- WHAT WERE YOUR EXPECTATIONS OF

MANAGEMENT?
- I DID NOT EXPECT THAT MANY PROBLEMS WELL THERE WOULD BE THE ODD

THING THERE MIGHT BE THE ODD THING THAT | MAY NOT BE READY FOR - LIKE IN
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STUDENT TEACHING A GIRL NAILED GUY RIGHT IN MY CLASSROOM - 1 REALLY DID
NOT EXPECT ANY TROUBLE- THIS IS A REALLY GOOD CLASS AND | DON'T EXPECT

ANY TROUBLE FROM HERE - GR 8 I'LL HAVE SOME TROUBLE - BUT I CAN SEE
MYSELF NOW NOT HAVING PROBLEM.

\

ROSS 2#12
9/R/87

&/16/88
CHILD
EXPECT-GET
GET-MEANING
INDUCTION
PERCEPT
PHASE 2
ROSS

\

+ WHAT DO YOU MEAN THAT YOUR FEET ARE WET?

- WELL I HAD TO PULL A KID OUT OF AN AUGER HOLE THIS AFTERNOON DURING
RECESS ONE OF THE KIDS BANGED HER HEAD NEEDED SOME ICE - SHE WAS A
LITTLE GRADE ONE - SO IT IS GETTING THERE -
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APPENDIX G
REFLECTION ON THE METHODOLOGICAL
PROCESS



REFLECTION ON THE METHODOLOGICAL
PROCESS

An exploratory multi-case study methodological approach was adopted by the
researcher to initially discern what beginning teachers expected to gain and give to the
teaching profession. This decision was based upon current research on teacher
education that emphasized the importance of generating rich ficld based data as a means
of qualifying individual conceptual understanding. Because little research had been
conducted that explored the expectations of beginning teachers, it was determined that an
intial attempt, which focussed closely upon teachers' interpretations, was essential in
order to establish an intellectually powerful foundation for future research.

Choosing a research approach which allowed for informant affilication and the
opportunity for informants to anicuiate their perspectives of giving and getting from the
teaching profession require methodological understanding and practice. For the
researcher, becoming familiar with the qualitative process through personal training and
methodological review was critical. Opportunities were tirovided to enhance the
researcher’s questioning techniques, data collection skills, and interpretive and analytic
expertise.

Items of methodological contention surfaced which, while not pervasive, required
continual attention. Maintaining trust between the researcher and each informant,
believing in the question/answer process, and splicing thoughts and beliefs to form
thematic interpretations were constant factors linked to the qualitative process that
required constant monitoring.

Trust - Developing honest interpersonal relationships with people one does not
know requires skill, moral and ethical respect and an ability to remain open in thought

and action. It requires that the researcher have a firm belief in the goals of the research
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prpjgct and the abﬂi;y to mﬁcﬁlatc. _intcrp;e; and Aa.na’lyzlz ‘t!l}e:thougb;ts of qthgrs, The
pfoccss further requires a researcher to create a low usk interpersonal climate which
encourages the ﬁqw of ideas ﬁom one person io aﬁothef_. o o

Developing trust occurs in stages and is coﬁsistandy being tested. Conscious
efforts to reduce any or all fears of personal exﬁloitation is required.

Question/Answer Process - Developing strong interpersonal relationships
requires the researcher to be senstive to the individual's needs, their life situations, and
their personalities. It requires that the researcher strive to develop a working
relationships with others through the effective choice of questions, statements and
interpretations. The utility of semantic Questioning skills plays an important role in
formalizing a strategy that is developmental in nature. Knowing what questions to ask
requires skill in interactive assessment. Chbosing questions which probe responses
dictates, very dramatically, the trust barometre. A mistake in interpretation which leads
to inappropriate questioning early in the interactive process can impact significantly upon
the interpersonal bond being established between researcher and informant.

Data Analysis - The problem of interpreting what people say is manifest in the
nature of the qualitative methodological process. Determining what individuals are
saying or explaining requires of the researcher sensitivity and insight into the complexity
of the human conditon. Time also is a requirement for effective aralysis. Taking the
time to sort, review and reflect upon the massive amounts of data is critical. Hearing
and seeing the people through their words only occurs after time is spent digesting their

spoken thoughts.

The Affect of Using the Methodology
The process of developing a close personal relationship while at the same time

maintaining a formal research posture is challenging and for-all-intents and purposes



supcrﬁcal The qualitative methodological process dmws out ihe cﬁnfﬁctef @d even the
soul of mdxvxduals rcndenng most attempts at bemg formal, mconsequennal and
poss;bly damagmg to the total process Asa msearch tool ngomus applxcauon of the
methological principles allows pnc to understand its value in today's world. The
process while open or divergent demands closure. It forces the reseimher to make
choices and live with decisions.

More importantly, the qualitative process makes people believers. The rich
intimacy of the data captures meaning which when read connects a reader with him or
herself. Of consequence, and of critical significance to the process, are the measures
taken by the qualitative researcher to ensure truth. As the instrument, the researcher
must be diligent in establishing data reliablity and validity to avoid implicit human
manipulation.

In our world today one can not question the importance of understanding in great
depth the human race. The spirit of people needs to be identified and translated. In this
sense the process use in this study worked. The spirits of five beginning teachers live

on.
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APPENDIX H
STUDENT TEACHING PROFILE EVALUATION
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STUDENT TEACHING PROFILE EVALUATION

A. PERSONAL QUALITIES
1. Appropngte Dresy
2 Poiye § Manner
3. Emotiong! Matunty
¢ Voice § Speech
$ Imitigtive
8 Respect tor Olhery

0. PROFESSIONAL QUALITIES
1. Knowlgdge of Subjecty
2. Spaken Lanquage
3. Written Language
4 intorept in Tegching
S. Seit-contidence
& Enthusiasm
7. Cregtivity
8. Selt-evelustion
9. Dependability
10. Conatructive Use of Fesdback
11. Relationship with Collsagues
12. Use of Praise § Encourggement
C. CLASSROOM MANAGEMENY
1. Commpndy Student Regpect
2. Maintging Classroom Routing
3. :uao Students on Tagk
6. [

S. Problem Solves with Students

8. Provides for Socie! Ditterences

7. Appropriate Drcipling Yechniques
8. Generet Clasaroom Control

D. ORGANIZATION § PLANNING
1. Lesson Pignring
2. Unit Plgnaing
3 Record Keeping
4 Correcty Aspignmanty

£
:
;

:
|
E
:

OUTSTANDING
VERY GOOO

GOOoo

FARR

UNSATISFACTORY

€. TEACNING COMPETENCE
1. Provides Lesson intraduction
2 informghion Presgnigtion
3 Explgngtiony
4. Damongtrghiony
S. Questioming Shilly
6 Use of A-V Materighy
7. Use of Media Materiste
8. Provides Lesgan Summary
9. Providey for Rgview § Practice
10 Evelugtes Prog
11. Provides for Masiery Lesrning
12 Motivetes Stugents
13. Disgnoses Acedemic Problgmy
14 Provides for &cgdgmic Difterences
15. Davelops Studenty’ Thinking
16. Aslances Studant-Teacher Percipgtion
17 Vanes Tepching Approgch
18 Provides tor Development of Socig! Athitudes

PROFESSIONAL DEVELOPMENT
1.Sets Approprigte Protessiongl Torgets
2.0smgns Approprigte Detg tngtrumenty
3 Anglyses Collgcted Date Etfectively

4 Applies Collectud Dete Eftectively

»

G. OVERALL EVALUATION

:
g Q
i §§o

g

8 e o

"PLEASE COMMENT ON ALL ITEMS 'NOT RATED".

RECOMMENDED GRADE:

PASS

INCOMPLETE

DIVISION FOR WHICH STUDENT IS BEST SUITED:
SUBJECTS FOR WHICH STUDENT iS BEST SUITED:
TEACHING EXPERIENCE IN MINOR (secondary only):

SPECIAL CONTRIBUTIONS/ABILITIES:

SUMMARY COMMENTS (Refer to A through F):




