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Promising New Teacher
Support Strategies
and Their Costs

By Marcella R. Dianda & Karen Hunter Quartz

The California New Teacher Project (CNTP) encouraged school districts to
compete for special state funding by proposing models of new teacher support
individually or in collaboration with others. Often, collaborators were colleges and
universities. In fact, 80 percent of the proposals submitted in the first year of the
CNTP were school district-university collaborations (Morey, 1990). During the
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thirdyear, 16 collegesand universitiescontributedin
various capacities to the local induction projects.
University participants included California State
University and University of Californiacampusesas
well as private colleges. College and university staff
and faculty were project administrators, trainers,
classroom observers, new teacher mentors, subject-
matter experts, and technical advisors on telecom-
munications technology.

In this article, we describe several promising
new teacher support strategiesuniversitiesand their
district partners implemented. We also discuss the
resources expended to implement each strategy us-
ing an economic approach that has been applied to
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other kinds of educational programs (Levin, 1983), but to our knowledge, not to
new teacher support efforts. When studies have attended to induction costs (see
Defino & Hoffman, 1984; Griffin, 1987), they have focused on limited budgetary
costs, and as a result, have not provided a sense of the total effort needed for
successful new teacher support. We begin by framing new teacher support strate-
gies according to their programmatic and economic dimensions. Discussions of
specific induction strategies and their associated costs, in terms of monetary and
other resources, follow. We conclude with strategies that make the most sense
economically andthereforemight beof greatest interest toteacher educatorsandthe
local educatorswith whom they structure successful partnershipson behalf of new
teachers.

Framing New Teacher Support

Dimensions and Associated Costs

As they began operation, the CNTP projects implemented each of the tasks
listed in Table 1 under the three program dimensions to which resources were
allocated: support, training, and proj ect administration. Projects sel ected, assigned,
and compensated experienced teacherswho assi sted beginning teachers; designed
staff development opportunities for new teachers; and structured time during the
school day and school year for support and training activities. In addition, projects
made decisions related to effectively administering those activities.

Whiletheteacher induction literature provides some guidance about how best
to implement these tasks (see, for example, Kennedy 199I; Little, 1990; Zimpher,
1988), as a practical matter local project planners were forced to decide on reason-
able approaches relative to their local contexts and available resources. These
decisions resulted in differences in the “intensity”—the scope, timeliness, rel-
evance, and/or frequency—with which the projects carried out each support,
training, and administrative task. We array the least and most i ntense implementa-
tions in Table 1. Because our purpose is to suggest high quality or promising
strategies, we focus primarily on more intense implementation within each dimen-
sion, and on associated costs. Strategieswerejudged moreintensewhen they were
associated with increased new teacher effectiveness, as measured by teachers
attitudes as well as observations of their performance (see Wardet al., 1990, 1992;
Dianda et al., 1991).

In al cases, the projects augmented special state CNTP monies, which
provided partial supportwithother state, university, andlocal funds. All thesources
from which the projectsreceived funding are listed under the project constituency
column in the cost framework presented in Table 2. These sources included state
funding agencies (primarily the two agencies administering the CNTP pilot),
county offices of education, school districts, and colleges and universities.

However, the funding provided by these agencies only constituted afraction
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Program Dimensions, |mplementation Tasks, Table 1
and Intensity of Implementation
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Table 2

Key Cost Considerations Associated with the Delivery
of New Teacher Support

of theactual resourcesrequiredto providenew teacher support services. Therefore,
the economic framework used in our study of the CNTP considers more than the
actual dollars arrayed in project budgets. First, it provides an accurate picture of
expended resources through the notion of opportunity costs (Levin 1983). Oppor-
tunity costs are a different way of thinking about the cost of any program or
intervention, including new teacher induction. They enable program planners and
those who evaluate induction programs to represent the actual level of effort
required to deliver new teacher services. More specifically, opportunity costs
provide a means of calculating the full value of project participants’ timein terms
of the most valuable alternative use of that time. This is especially important
because, as with most programs, project participants’ time is the most significant
ingredient associated with delivering new teacher services.

Second, the economic framework provides an accurate picture of expended
resourcesthrough abroadened vision of project constituenciesby including those
who invest uncompensated or volunteer hours in new teacher support activities.
These constitutencies included project participants, such as teachers, university
staff, and students in the schools in which teachers in the CNTP taught. Each
constituency hel ped bear the cost of projectimplementation. Studentsbore some of
the burden of induction efforts when their teachers were released for support and
trainingactivities. Onthoseoccasions, studentsgaveuptheopportunity for regular
classroominstruction. Thisopportunity cost was part of thetotal effort requiredto
run the CNTP projects. And when teachers and others attended such support
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training activitiesafter school or on weekendswithout compensation, they contrib-
uted their time. That contribution is cal culated as the most valuable alternative use
of their time, or, in terms of their regular compensation during the school day.
Overall, then, the economic framework considers investments in a new teacher
support projects by volunteers (uncompensated time by project participants) and
students (interrupted instructional time) aswell asfinancial resourcesinvested by
variousfunding sources.

In the following sections, we apply these programmatic and economic frame-
worksaswediscussthecharacteristicsand costsof promising strategies. Webegin
with new teacher support strategies. Our focus is only on costs related to the
provision of new teacher support services. Assessments of new teachers are not
considered because they were not part of the CNTP projects. If programsinvolve
such assessments, associ ated costsneed to be considered.

New Teacher Support Strategies

Generally, the new teacher support projectsstructured new teacher support by
pairing a new teacher with an experienced educator. However, within this prevail-
ing practice, therewas considerable variability with respect to how the experienced
educatorswere sel ected and trained for this support role, and compensated for the
time they spent assisting their assigned new teacher. The CNTP projects also
differed in the degreeto which they instituted mechanismsto increase the new and
experienced educators’ access to their partner teacher.

Inafew projects, faculty fromthe college’ sor university’ sschool of education
coached new teachers. Suchrel ationshipswereconsultativerather than supervisory
or evaluative. Most often, consul tation by faculty augmented school -based one-on-
one assistance by Mentor Teachersor other experienced teachers. |n most cases, a
college or university faculty member consulted with 15 to 25 new teachers.

Across al three years of the CNTP, university involvement generally was
restricted to faculty from the preservice preparation program, either by design or
because it proved difficult to draw upon the expertise of wider university faculty
(Morey & Murphy, 1990). Still, wider university faculty’s involvement with
secondary teachersdid occur, especially inthescienceswherethefaculty members'
content expertisewasparticularly valuable. Inoneproject, for example, physicsand
biology faculty from the university provided supplies, lent and repaired equipment
for science teachers, and hel ped new teachers set up science demonstrations for
their students (Waterset al ., 1990).

Selecting and Assigning Experienced Support Providers
Theinduction literature urges those who plan new teacher programsto select
experienced support providerswho arethemsel vesmaster teachers, who areableto
understand and work with novice colleagues (Shulman, 1986; Zimpher & Rieger,
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1988; Ruskus, 1988; Kennedy, 1991). Most of the CNTP projects actively recruited
veteran teachers who had the experience and motivation required to assist new
teachers. Projects developed formal lists of support teachers’ duties and responsi-
bilities, specified selection criteria, and sought teachers who met these qualifica-
tions. Four strategieswere commonly used to identify highly qualified experienced
supportteachers.

First, the projects selected California Mentor Teachers, individuals who had,
by virtue of their designation as Mentors, demonstrated effective communication
skills, subject matter knowledge, and mastery of a range of teaching strategies
(Wager, 1985). The Mentor Teacher Program operated in many of the school
districtsinvolved in the CNTP. If Mentors did not provide one-on-one support to
new teachers, they conducted demonstrationlessonsand workshops, observed new
teachers’ instruction and provided feedback, and/or provided new teachers with
materials and resources.

Second, someprojectsused experienced classroomteacherswhoweresel ected
through acompetitive process and released full timefrom their classroom dutiesto
support new teachers. Assignedto assist up to 15 new teachersacrossschool sites,
these experienced teachers were readily available to their assigned new teachers.
They were able to visit new teachers’ classrooms at least weekly and often more
frequently, to accompany their assigned new teachers when they observed in
others' classrooms, and to provide extrasupport as needed. To obtain their special
assignment to assist new teachers, the experienced teachers underwent arigorous
screening process conducted by local administrators, teachers, and in some cases,
teacher educators.

Third, afew projectscreated school-based teamsof experienced educatorswho
augmented theassi stance provided by individual Mentorsor experienced teachers.
Members generally included an administrator, a California Mentor Teacher, and
new teachers and their experienced support teachers. Meeting approximately
monthly, the teams functioned as forums where members could reflect on their
activities and engage in dial ogues about teaching, the curriculum, and conditions
at the school. Team members often kept journals and shared their journal entries at
team meetings. This opportunity to exchange ideas and problem solve was facili-
tated by released time provided by the projects.

Fourth, one project recruited retired master teachersto augment the assistance
new teachers received from experienced teachers at their schools. All the retired
teachers had supervised student teachersprior to their retirement. Retired teachers
visited their assigned new teachers frequently during the year, with each in-class
visit averaging three hours (which was typically alonger block of time than was
available to experienced teachers who taught full time during the school day).

Cost Considerations
Experienced teacher selection was associated with two kinds of costs. First,

50



Dianda & Quartz

__________________________________________________________________________________________________|
there are costsin terms of the time spent evaluating potential candidates. Several
projects devel oped elaborate systemsto screen and select support teachers. This
involved time by project, district, school, and, in some cases, university staff.
Second, the opportunity costs of new teacher support by rigorously screened, and
thereforepresumably highly qualified, support teachersexceeded that of support by
lesser qualified teachers.

The California Mentor Teacher Program provided projects with aready-made
core of master teachers, and served as afunding source in many projects. Projects
used all or aportion of the annual Mentor Teacher stipendsdistrictsreceived from
the Mentor Teacher Program to compensate Mentors. Even though the stipends
Mentor Teachers received often were insufficient to cover the opportunity cost of
the time they actually spent supporting new teachers, Mentor Teacher Program
funds nonethel ess served as areliable funding source. In comparison, the second
strategy, hiring expert teachersfull timeto assist new teachers, was costly. Projects
that chosethisstrategy usually relied onacoreof threetofive support teacherswho
assisted all new teachers. Although costly, these were highly qualified individuals
who had sufficient time to work with their assigned new teachers. A less costly
aternative, school-based support teams, still required projectsto secure fundsfor
substitute teachers to ensure protected time for team meetings during the school
day.

Althoughonly oneof thel ocal projectsusedthefourthstrategy, retiredteachers
as support providers, there were decided advantages. Not only were retirees
enthusiastic about sharing their expertise with new teachers, their time was
unencumbered compared to teachers with full-time teaching responsibilities. The
proj ect that used retired teacherscompensated them by paying anannual consulting
fee.

Training Experienced Teachers

to Fill Their Support Role

Those who advocate training for experienced support teachers argue that
classroom teaching provideslittle or no preparation to meet the special demands of
this support role (Little, 1990; Wildman et al., 1989; Shulman, 1986). Within the
CNTP, more rigorous or intense training for experienced teachers covered class-
room observation and feedback techniques; approaches for modeling classroom
lessonsfor new teachers; strategiesfor counseling new teachersand for providing
emotional support asthey adjusted to the demands of full-time classroomteaching;
and in one case, procedures for conducting performance evaluations as part of a
formal peer assistance and review program within which the local induction
program operated.

Training sessionswere schedul ed throughout the school year. By far the most
common form of university involvement was the development and delivery of
. _________________________________________________________________________________________]
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special courses for new teachers, their experienced partner or mentor teacher, or
both.

Cost Considerations

Frequent training sessionsfor experienced teachers were accompanied by the
cost of the personnel who conducted the training as well as the cost of the time
teachersspent attending thetraining. Thecost of trai nersvaried considerably across
projects. Somerelied on high-priced consultantsto deliver training sessions, while
othersrelied on district staff, development specialists, or university staff. When
trainers were not part of the induction project’s staff, costs were incurred by the
district or university. These included trainers preparation time as well as their
actual presentation time.

With respect to teachers’ time, training after school or on weekends carried a
cost, which was cal cul ated as the most val uable opportunity forgone. In this case,
this was contract time for which the experienced teachers receive full salary and
benefits. Themost accurateway to assessthe cost of teachers' timewasto multiply
thehoursspentintraining sessionsconducted outsideof school hoursby teachers’
regular hourly wages. Thisopportunity cost reflected afair assessment of thelevel
of effort expended by experienced teachers. Many projects reimbursed their
experienced teachers for attending training sessions at a level far lower than this
opportunity cost. Although this pattern of reimbursement may have had little
impact on project effectiveness, the real cost of implementation was the full value
of teachers' time, and it isthis cost that should be considered.

Whentraining sessionswereschedul ed during rel eased time, an additional cost
consideration came into play. In this case, the cost of teachers time was still
conceptualized in terms of their regular wages. It was not assessed in terms of
substitute teachers’ wages. For example, when the experienced teachers left their
classroomsto attend training, students|ost the opportunity to learn under optimal
teaching conditions. Substitute teachers were rarely an adequate replacement,
especially for experienced master teachers who were released from class. There-
fore, to fairly represent the cost of released time to students, we considered more
than just the cost of hiring substitutes. We considered the cost of the opportunity
those studentsgave up, whichisbest conceptualized asthedifference betweenthe
substitutes' wages and the experienced teachers’ regular salaries and benefits.

Structuring Time for New Teacher Support

Oncethe CNTP projects sel ected and assigned experienced support teachers,
they faced the challenge of providing adegquatetimefor them towork with their new
teacher partners. Often schools' daily schedules permit only brief interactions
among teachers before or after school, in the teacher’s lounge, or during lunch.
Therefore, projects that left this essential time dimension to the discretion of
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participating teachers of ten were disappointed. Without protected or set-asidetime
for support, teachers were forced to squeeze in meetings among their regular
classroom duties. And while these interactions sometimes fostered caring mentor
relationships, they did not permit the exchange of pedagogical knowledge within
observational contexts nor time for joint conferences and planning, both of which
are considered crucial to the induction process (Ward, 1987; Zimpher & Rieger,
1988; Huffman & Leak, 1986; Y ee, 1990). The time new teachers spend with their
experienced support teachersshould permit high quality or intenseinteraction. One
meansthe projects used to providing timewasthrough adaily planning period new
teachersshared withtheir experienced support teachers. Another was setting aside
time during the school day when the partners were released from their classrooms,
generally to observe one another or other teachers. A third optionisreducing daily
teaching loads so teachers have time available each day to work together.

Many projects scheduled common preparation periods for new and experi-
encedteacher partners, but only onewasabletoreducedaily teachingloads. Infact,
released time proved to be one of the more difficult implementation issues the
projects faced. Many were forced to decrease the amount of time teachers were
released fromtheir classroomsbecausethey could not secure substituteteachersor
because teachers were unwilling to be away from their students. Teachers were
more willing to leave their classrooms when they could count on a high-quality
replacement, but that wasnot alwayspossiblegiventhesubstituteteacher shortage.
Since the projects were unable to structure rel eased time or reduce teaching loads,
teachers who were not designated California Mentor Teachers, or who were not
released full timeto assist several new teachers, carried full teaching assignments
and thus had to weigh the relative merits of working together against the loss of
instructional continuity in their classrooms.

Cost Considerations
A common daily planning period for new and experienced teacher partners
only required careful scheduling. In contrast, the cost of released time for support
activities during the school day was considerable, especially when this cost is
conceptualized as the opportunity forgone rather than the substitute teachers
wages. Onaverage, teachersinthe CNTP projectsreceived six rel eased days, which
were often broken into half daysto facilitate interaction between partners at more
regular intervals. Use of released timevaried based on projects’ insistencethat it be
taken. Some projects required teachersto use the rel eased time while others merely
made it available. Asdiscussed earlier, loss of instructional continuity associated
with released time also carried with it costs to students.

Compensating Experienced Support Teachers
As is recommended in the literature (e.g., Huling-Austin, 1988; Zimpher &
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Rieger, 1988), approximately three quarters of the CNTP projects compensated
experienced support teachers for the time they spent on induction activities. The
stipend amounts were based on prevailing practice in cooperating school districts
concerning extra pay for performing additional professional assignments, the
nature of the assistance the experienced teachers were asked to provide, and the
amount of time they spent in induction activities outside regul ar school hours. For
example, in some projects the experienced teachers were simply asked to function
as informal “buddy” teachers who were available to respond to new teachers
guestions and concerns. Sincethey carried no specific responsibilities and did not
invest additional time before or after school hours, they received minimal stipends,
usually of no more than $50. In contrast, experienced teachers who were asked to
attend training sessions with their assigned new teachers on weekends, and were
required tolog aspecified number of support hourswiththeir assigned new teacher
during the school year, received annual stipends of $300 to $2,000.

The stipends experienced teachers received rarely equaled or exceeded the
opportunity cost of their time. Asmentioned earlier, thiscost ismost appropriately
calculated in terms of teachers’ regular salary because it represents the most
valuable alternate use of their time. For example, when an experienced teacher
spent 100 hours during aschool year supporting anew teacher during noncontract
time, the value of thistime should be conceptualized as 100 hours multiplied by the
teacher’ shourly pay rate rather than the stipend they received. Given the discrep-
ancy, many experienced teachersended up volunteering alarge portion of their time
for support activities.

Promising Strategies to Provide

On-the-Job Training for New Teachers

TheCNTP projectsoffered several typesof training sessionsfor new teachers.
These included special beginning-of-the-year orientations, seminars and work-
shops that were held throughout the year, university courses for which graduate
credit was given, and opportunities to attend local, regional, and national profes-
sional conferences. Therewasconsiderablevariationinthetraining content offered
and in the way training sessions were organized and delivered.

Relevance of Training Content and Follow-up
Local projectsthat provided the most rel evant trai ning took thetimeto ask new
teachersabout their needsand concerns. In some cases, the projectssurveyed new
teachers; in others, they tailored their training components based on suggestions
they received from new teachers on evaluation forms they distributed following
training sessions or through informal feedback new teachers offered.
Whilecollegesand universitiesbrought totheinduction projectsknowledge of
new teachers' needs and current and relevant pedagogical knowledge, they also
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faced the challenge of structuring training opportunitiesthat extended and did not
merely repeat content covered in teacher training. In most cases, the new teachers
they trained were graduates of the universities' preservice programs. The most
common problem was overly theoretical courses that needed to be revamped to
focusonmoreconcretestrategi esand providetimefor discussion of actual teaching
problems and devel opment of possible solutions.

Consistent with the literature concerning the challenges and problems new
teachers face in managing and organizing their classrooms (e.g., Veenman, 1984),
classroom management and organization strategies were the focus of training
sessions new teachers attended beforethe start of school and during thefall. Most
projects offered training in effective instructional practiceslater in the school year
when new teachers were ready to turn their attention to these matters. Over the
course of the year, and using a variety of formats (e.g, seminars, critical incident
writing and analysis, journal writing, discussion, lectures, and Saturday work-
shops), courses and training sessions addressed topics ranging from classroom
management and organization to specific instructional strategies/methods and
teaching in the content areas.

Training sessionsal sofocused onteaching culturally andlinguistically diverse
studentsinresponseto challenges placed on most of the new teachersby changing
student demographics. In each year of the CNTP, no more than 15 percent of the
participating new teachersheld bilingual teaching certificatesor language devel op-
ment certificates, certification that qualified them to teach in diverse classrooms.
However, two-thirds taught in classrooms in which students spoke three or more
languages. Of these, 12 percent taught classesinwhich students spokefive or more
languages (Dianda, 1993).

University-based directorsof several induction pilot projectsand their district-
based counterparts reported they had no choice but to give major attention to in-
structionof diversestudentsgiventhenewteachers’ assignments. Therefore, across
the projects, courses, seminars and workshops offered by universities often in-
cluded components on second language acquisition, multicultural education, and
instructional strategies to promote concurrent development of English language
and academic development of limited-English-proficient students.

Projects offering more intense training opportunities for new teachers also
provided for follow-up after training so that new teachers applied what they had
learned. For example, several projects set aside time during training sessions for
new and experienced teacher partners to plan ways in which the content of the
training could beappliedinthenew teachers' classrooms. At subsequent sessions,
theteachershad an opportunity to discusshow they wereusingtheinformationand
strategies and to engagein further revision and testing. Projects also provided for
follow-up when the teachers returned to their schools. For example, training was
followed by experienced support teachers’ or university faculty members' obser-
vationsinnew teachers' classesaswell asjoint planning sessions. Opportunitiesfor
. _________________________________________________________________________________________]
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new teachers to observe experienced teachers use of the strategies also were
included.

Structuring Time for Training

CNTP projects that provided more intense training structured their training
sessions so that they were: (a) frequent, often on a monthly basis throughout the
school year; (b) conducted at times during the school year and school day when
teachers were most apt to benefit from the content covered; and (c) organized to
require new teacher attendance, particularly if the content was deemed critical to
new teachers' success. In addition, the experienced teachers who worked with the
new teachers often were required to attend most, if not all, training sessions.

High-intensity training projects were distinguished by their ability to match
content and training time. For example, most projects scheduled weekly after-
school meetingsfor new and experienced teacher partners, but reserved these end-
of-the-day sessionsfor discussing school-rel ated matters such as preparing report
cards, preparing for standardized testing, parent conferences, and discussing ways
to apply in the new teachers' classrooms information presented in released day
trainingsessions.

Whentraining sessionsweredesi gned to equi pteacherswith new instructional
strategies, sessionswereconducted during classroomrel eased timeor onweekends
when the teachers could devote their full attention to the content presented.
Generally, new and experiencedteachers’ attendanceat these sessionswasrequired
while attendance at after-school sessionswasvoluntary, but encouraged.

Whileweekendswere not considered apreferred training time, Friday evening
and Saturday sessions were scheduled if projects were unable to release teachers
during the school week. However, in one case, weekend training was necessary
because the program served teachers in small, rural districts covering a wide
geographic area. Using amicrowave, interactive tel evision system operated by the
collaborating university, one Saturday each month new teachers and their experi-
enced teacher partners met at the nearest of several facilities set up to receive the
university’s transmission. Generally, these facilities were within a one-hour drive
of theteachers’ homes, compared with afour- to eight-hour driveto the university
campus.

Cost Considerations

The costs associated with determining which kinds of training activities will
best meet new teachers’ needs were minimal. Even when such needs sensing was
astructured component of aproject, it usually involved quick tabulation of ashort
survey by theproject director. Thedirector’ stimewassupported by fundsallocated
to project administration. In contrast, increasing the intensity of program imple-
mentati on by providingfrequent training sessionsal soincreased program costs; for
aswe have discussed, whenever teachers and trainers devote their time to project
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activities, theval ueof thistimemust be assessed. Moreover, the cost burden of this
trai ning shiftsdepending on when the sessionsare held. After-school and weekend
training sessions usually required teachers to volunteer their time, since stipends
rarely equaled the opportunity cost of this time. On average, these stipends
amounted to $15 per hour; teachers’ hourly wages ranged from approximately $18
to $36 per hour. Training held during released time also incurred costs in terms of
theburden on studentswhoselearning experienceswereinterrupted and on proj ects
in terms of hiring substitute teachers.

Promising Strategies

for Administering Induction Projects

Our examination of the local induction projects in the CNTP also provided
information about the kinds of administrative arrangements that were associated
with successful service delivery, an aspect of induction effortsthat often receives
little attention (Ishler & Edelfelt, 1989).

Universitieswerethemost frequent cosponsor of the CNTP projects. Inseveral
cases, they were the lead agenciesin consortia involving three or more agencies.
Productive partnerships between universities school districts, and other partners
occurred when the following key features were in place:

Ensuring Effective L eader ship:

Director’s grounding in and familiarity with local context;

Director’ sposition sufficiently influential for effective administration and consis-
tent leadership and administration;

Sufficient time for project administration.

Accommodating M ultiple Project Sponsors:

Grounding in prior cooperative efforts or an aready existing consortia;

Designation of one agency aslead agency for implementation, with other agencies
participating in joint project governance;

Division of labor among universities and other agencies in ways that took
advantage of their respective areas of expertise and experience.

Ensuring Effective Leadership

Project implementation was more successful when the project director was
grounded in and familiar with the local context and occupied a position within a
sponsoring agency that wassufficiently influential for effectiveadministration(i.e.,
the director was able to garner the personnel and other resources necessary for
administration). Thedirectors' positionsin their institutions ranged from assistant
superintendent to classroom teacher, and included university professors and staff.
Although rare, experienced classroom teachers released from classroom duties
were able to successfully implement projects that served alimited number of new
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teachers due to their firm grounding in the local school context. This was never
possible in large projects, however, which demanded a sufficient degree of
influence over key staff to ensure effective |leadership. Some projects served more
than 200 new teachers in several school districts and involved county offices of
education and local teacher associations, as well as the university. Effective
leadershipinthese context required power andinfluenceaswell aslocal grounding.
In one large urban project, for example, one of the co-directors was a longtime
district administrator, the other a former district staff member who had joined a
cosponsoring university. Their understanding of thedistrict’ spoliticsand operating
procedures enabled them to bypass structural stumbling blocks that would have
undoubtedly caused problems for project adminstrators with less experience and
influencein that setting.

With respect to university-based project directors, most were not faculty
members, but were staff in the school or department of education, and more
specifically in the teacher training program. Consequently, they often had long
established relationships with the school districts participating in the induction
project through prior placements of student teachers. Most had previously taught
courses in the universities preservice programs. All had supervised student
teachers. Each brought a strong commitment to the induction projects and afirm
conviction that the university’s responsibility for teacher preparation extended
beyondthegranting of acredential. Inall cases, thesameuniversity-based directors
were in place for the duration of the three-year pilot. Therefore, the induction
proj ects enjoyed the benefits of consistent |eadership and administration.

In most projects, directors underestimated the amount of time they needed to
be involved in project administration. How much time was enough? That varied
greatly from afew daysto morethan 50 percent time across projects, depending on
local needs, the project’ ssize, the number of other project staff, and how the project
organized service delivery. Large projects generally supported a part-time director
aswell as part-time project coordinators who were responsible for specific admin-
istrative, training, or support activities. In some cases, this was an administrative
necessity, particularly in projectsthat served hundreds of new teachersin multiple
districts and involved numerous county offices of education. Projects of this size
needed a strong central administration, a role universities are equipped to fill.
Projects with coordinators ran more smoothly when the director and coordinators
were either housed in the same agency (e.g., university) or intwo agenciesthat had
a long-standing pattern of shared staffing (e.g., county offices of education in
contiguous counties, universities and cooperating school districts). Moreover,
project directors were not able to administer induction projects effectively if this
responsibility was added to their other full-time job responsibilities. We therefore
advise against using volunteer or contributed time for project administration.
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Accommodating Multiple Agency Sponsors

Most of the CNTP projects relied on a number of sponsors that contributed
project funding, including county offices of education, local districts, universities,
and local teacher associations. In addition to providing needed resources, multiple
sponsorsoften strengthened project implementation. For exampl e, partnershipwith
auniversity often helped ensure fidelity to the induction model the project sought
to implement, brought to the project a knowledge of new teachers needs, and
offered courses and seminarsthat addressed these needs. However, project admin-
istration across multiple sponsorswas often complex and challenging. Projectsthat
ran smoothly and delivered intended services to new teachers shared several
features.

First, projects with multiple sponsors benefited from prior collaborative or
cooperative relationships among the partners. Creating new partnerships was
demanding in terms of time, dollars, and inter-agency relations. Several projects
involving universities built on prior collaboration and cooperation with county
offices of education and neighboring school districts.

Second, the collaborators vested overall responsibility for project implemen-
tation in one agency, defined the roles each agency would perform, and, in many
cases, assigned responsibility for theimplementation of project elementsto various
collaborators. Therefore, the collaborators knew what they wereto do and had clear
understandingsof what the other agenciesinvolvedintheprojectscouldandwould
deliver. Most projects operated under the terms of formal agreements made among
project sponsors when they submitted their CNTP proposals.

Responsibility for project activities was divided differently depending on the
local context, prior collaboration, and the number of collaboratorsinvolved. Often,
each organization was responsiblefor aparticular element (e.g., training of support
teachers, pairing of new and experienced teachers, or conducting monthly after-
school workshops). However, project sponsors roles often were predictable.
Projectswithdistrict and university co-sponsorship generally placed responsibility
withtheschool district for pairing new and experienced teachersand for conducting
selected training sessions. As discussed earlier, the university frequently was
responsible for providing coursestailored to the needs of beginning teachers.

Cost Considerations
Most projects apportioned the bulk of their resourcesto training and support
activities and kept administrative costs relatively low. Still, resources were ex-
pended on activities needed to coordinate training and support services. Because
most projects were administered by individuals who had other positions in the
university or school district, directors were released from their other dutiesfor the
portion of time they allocated to project administration. Therefore, there were
opportunity costs associated with project directorship.
. _________________________________________________________________________________________]
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While individuals from a variety of positions were able to administer the
induction projects effectively, additional costs were incurred in projects run by
personnel in high-paying positions. In somelocal contexts, investing resourcesin
higher-priced project administrators was an effective use of resources, since
directors in positions of power were able to garner personnel and other required
resources.

Local project sponsorship by multiple agencies did not necessarily increase
administrativecosts; instead, it brought additional financial resourcestotheproject.
However, these projects also required careful administration, marked by clear
agreements and a division of labor.

Conclusions

We conclude by reviewing selected induction strategies we discussed in
relation to their costs and by suggesting possiblewaysin which the costs of high-
quality induction assistance may be kept relatively low.

I'nour discussion of new teacher support, wenoted theimportance of selecting
and training high-quality experienced teachers and structuring their time with new
teacherstofacilitateinteractionsthat were protected from the everyday demands of
teaching. By taking advantage of the California Mentor Teacher Program, many of
the CNTP projects were able to secure master teachers who, in some cases, were
already provided with protected time for mentoring. Similarly, training costs for
new and experienced teachers may also be minimized by taking advantage of
district in-service training, provided the content is relevant and appropriate.
Tapping into existing services and programs may help program planners curb
transactional costs.

Throughout the sections on new teacher support and training, we spoke of the
importance of guaranteeing high-quality timefor interaction between new teachers
andtheir experienced teacher partnersand for conducting training sessionsat times
during the school day and work week when teachers could best absorb the content
offered. Thistime took two forms: released time and after-school or weekend time.
Teachers' timeineither form carriesimportant opportunity costs, but intermsof the
dollars actually spent by projects, after-school or weekend time proved to be less
expensive than released time since fewer hours were usually invested. Scheduling
activitiesat thesetimesal so carriedthebenefit of notinterrupting students’ learning
experiences. Still, it is important to assess participants’ willingness to volunteer
extra time before this cost-cutting measure should be considered feasible.

In addition, there are promising induction strategies that involve little or no
additional resources. For example, it costs almost nothing, except perhapsthetime
involved in devel oping and compiling ashort or informal survey, to determinewhat
types of support and training teachers in particular districts feel they need most.
Similarly, planning follow-up activities within the time guidelines set for atraining
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session is another way to maximize the effectiveness of training by encouraging
application.

Finally, we talked about effective project administration by central office
administrators, university faculty, and district staff. All were equally able to
administer local induction projects if they were provided time to do so and were
appropriately matched to their local context. In a few cases, administration by a
classroom teacher who was released from teaching part time was successful. In
other cases, more highly priced central office staff were needed to administer the
projects so school principals and others would participate. Projects held adminis-
trative costsdown by using thelowest-salaried individual who had the knowledge,
sufficient influence, and experience in the local setting required to marshal needed
resources. Similarly, cost-sharing acrossfunding constituenciesdistributed thecost
of project operationjust asadivision of labor anong the sponsorseased theburden
of implementation on any single agency.

These are only some of the cost-savings approaches those responsible for
planning and operating new teacher support projects may wish to consider. We
believe cost and cost-savingsconsiderationswill bemoreand moreimportantinthe
future. Increasingly, teacher educators and district personnel will be called uponto
implement induction strategieslikethe oneswefoundinthe CNTP projects—high-
quality, research-based approachesthat arefar from cost-free, but which hold great
promise for enhancing the professional practice of novice teachers.
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Promising New Teacher
Support Strategies
and Their Costs

By Marcella R. Dianda & Karen Hunter Quartz

The California New Teacher Project (CNTP) encouraged school districts to
compete for special state funding by proposing models of new teacher support
individually or in collaboration with others. Often, collaborators were colleges and
universities. In fact, 80 percent of the proposals submitted in the first year of the
CNTP were school district-university collaborations (Morey, 1990). During the
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thirdyear, 16 collegesand universitiescontributedin
various capacities to the local induction projects.
University participants included California State
University and University of Californiacampusesas
well as private colleges. College and university staff
and faculty were project administrators, trainers,
classroom observers, new teacher mentors, subject-
matter experts, and technical advisors on telecom-
munications technology.

In this article, we describe several promising
new teacher support strategiesuniversitiesand their
district partners implemented. We also discuss the
resources expended to implement each strategy us-
ing an economic approach that has been applied to
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other kinds of educational programs (Levin, 1983), but to our knowledge, not to
new teacher support efforts. When studies have attended to induction costs (see
Defino & Hoffman, 1984; Griffin, 1987), they have focused on limited budgetary
costs, and as a result, have not provided a sense of the total effort needed for
successful new teacher support. We begin by framing new teacher support strate-
gies according to their programmatic and economic dimensions. Discussions of
specific induction strategies and their associated costs, in terms of monetary and
other resources, follow. We conclude with strategies that make the most sense
economically andthereforemight beof greatest interest toteacher educatorsandthe
local educatorswith whom they structure successful partnershipson behalf of new
teachers.

Framing New Teacher Support

Dimensions and Associated Costs

As they began operation, the CNTP projects implemented each of the tasks
listed in Table 1 under the three program dimensions to which resources were
allocated: support, training, and proj ect administration. Projects sel ected, assigned,
and compensated experienced teacherswho assi sted beginning teachers; designed
staff development opportunities for new teachers; and structured time during the
school day and school year for support and training activities. In addition, projects
made decisions related to effectively administering those activities.

Whiletheteacher induction literature provides some guidance about how best
to implement these tasks (see, for example, Kennedy 199I; Little, 1990; Zimpher,
1988), as a practical matter local project planners were forced to decide on reason-
able approaches relative to their local contexts and available resources. These
decisions resulted in differences in the “intensity”—the scope, timeliness, rel-
evance, and/or frequency—with which the projects carried out each support,
training, and administrative task. We array the least and most i ntense implementa-
tions in Table 1. Because our purpose is to suggest high quality or promising
strategies, we focus primarily on more intense implementation within each dimen-
sion, and on associated costs. Strategieswerejudged moreintensewhen they were
associated with increased new teacher effectiveness, as measured by teachers
attitudes as well as observations of their performance (see Wardet al., 1990, 1992;
Dianda et al., 1991).

In al cases, the projects augmented special state CNTP monies, which
provided partial supportwithother state, university, andlocal funds. All thesources
from which the projectsreceived funding are listed under the project constituency
column in the cost framework presented in Table 2. These sources included state
funding agencies (primarily the two agencies administering the CNTP pilot),
county offices of education, school districts, and colleges and universities.

However, the funding provided by these agencies only constituted afraction
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Program Dimensions, |mplementation Tasks, Table 1
and Intensity of Implementation
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Table 2

Key Cost Considerations Associated with the Delivery
of New Teacher Support

of theactual resourcesrequiredto providenew teacher support services. Therefore,
the economic framework used in our study of the CNTP considers more than the
actual dollars arrayed in project budgets. First, it provides an accurate picture of
expended resources through the notion of opportunity costs (Levin 1983). Oppor-
tunity costs are a different way of thinking about the cost of any program or
intervention, including new teacher induction. They enable program planners and
those who evaluate induction programs to represent the actual level of effort
required to deliver new teacher services. More specifically, opportunity costs
provide a means of calculating the full value of project participants’ timein terms
of the most valuable alternative use of that time. This is especially important
because, as with most programs, project participants’ time is the most significant
ingredient associated with delivering new teacher services.

Second, the economic framework provides an accurate picture of expended
resourcesthrough abroadened vision of project constituenciesby including those
who invest uncompensated or volunteer hours in new teacher support activities.
These constitutencies included project participants, such as teachers, university
staff, and students in the schools in which teachers in the CNTP taught. Each
constituency hel ped bear the cost of projectimplementation. Studentsbore some of
the burden of induction efforts when their teachers were released for support and
trainingactivities. Onthoseoccasions, studentsgaveuptheopportunity for regular
classroominstruction. Thisopportunity cost was part of thetotal effort requiredto
run the CNTP projects. And when teachers and others attended such support
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training activitiesafter school or on weekendswithout compensation, they contrib-
uted their time. That contribution is cal culated as the most valuable alternative use
of their time, or, in terms of their regular compensation during the school day.
Overall, then, the economic framework considers investments in a new teacher
support projects by volunteers (uncompensated time by project participants) and
students (interrupted instructional time) aswell asfinancial resourcesinvested by
variousfunding sources.

In the following sections, we apply these programmatic and economic frame-
worksaswediscussthecharacteristicsand costsof promising strategies. Webegin
with new teacher support strategies. Our focus is only on costs related to the
provision of new teacher support services. Assessments of new teachers are not
considered because they were not part of the CNTP projects. If programsinvolve
such assessments, associ ated costsneed to be considered.

New Teacher Support Strategies

Generally, the new teacher support projectsstructured new teacher support by
pairing a new teacher with an experienced educator. However, within this prevail-
ing practice, therewas considerable variability with respect to how the experienced
educatorswere sel ected and trained for this support role, and compensated for the
time they spent assisting their assigned new teacher. The CNTP projects also
differed in the degreeto which they instituted mechanismsto increase the new and
experienced educators’ access to their partner teacher.

Inafew projects, faculty fromthe college’ sor university’ sschool of education
coached new teachers. Suchrel ationshipswereconsultativerather than supervisory
or evaluative. Most often, consul tation by faculty augmented school -based one-on-
one assistance by Mentor Teachersor other experienced teachers. |n most cases, a
college or university faculty member consulted with 15 to 25 new teachers.

Across al three years of the CNTP, university involvement generally was
restricted to faculty from the preservice preparation program, either by design or
because it proved difficult to draw upon the expertise of wider university faculty
(Morey & Murphy, 1990). Still, wider university faculty’s involvement with
secondary teachersdid occur, especially inthescienceswherethefaculty members'
content expertisewasparticularly valuable. Inoneproject, for example, physicsand
biology faculty from the university provided supplies, lent and repaired equipment
for science teachers, and hel ped new teachers set up science demonstrations for
their students (Waterset al ., 1990).

Selecting and Assigning Experienced Support Providers
Theinduction literature urges those who plan new teacher programsto select
experienced support providerswho arethemsel vesmaster teachers, who areableto
understand and work with novice colleagues (Shulman, 1986; Zimpher & Rieger,
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1988; Ruskus, 1988; Kennedy, 1991). Most of the CNTP projects actively recruited
veteran teachers who had the experience and motivation required to assist new
teachers. Projects developed formal lists of support teachers’ duties and responsi-
bilities, specified selection criteria, and sought teachers who met these qualifica-
tions. Four strategieswere commonly used to identify highly qualified experienced
supportteachers.

First, the projects selected California Mentor Teachers, individuals who had,
by virtue of their designation as Mentors, demonstrated effective communication
skills, subject matter knowledge, and mastery of a range of teaching strategies
(Wager, 1985). The Mentor Teacher Program operated in many of the school
districtsinvolved in the CNTP. If Mentors did not provide one-on-one support to
new teachers, they conducted demonstrationlessonsand workshops, observed new
teachers’ instruction and provided feedback, and/or provided new teachers with
materials and resources.

Second, someprojectsused experienced classroomteacherswhoweresel ected
through acompetitive process and released full timefrom their classroom dutiesto
support new teachers. Assignedto assist up to 15 new teachersacrossschool sites,
these experienced teachers were readily available to their assigned new teachers.
They were able to visit new teachers’ classrooms at least weekly and often more
frequently, to accompany their assigned new teachers when they observed in
others' classrooms, and to provide extrasupport as needed. To obtain their special
assignment to assist new teachers, the experienced teachers underwent arigorous
screening process conducted by local administrators, teachers, and in some cases,
teacher educators.

Third, afew projectscreated school-based teamsof experienced educatorswho
augmented theassi stance provided by individual Mentorsor experienced teachers.
Members generally included an administrator, a California Mentor Teacher, and
new teachers and their experienced support teachers. Meeting approximately
monthly, the teams functioned as forums where members could reflect on their
activities and engage in dial ogues about teaching, the curriculum, and conditions
at the school. Team members often kept journals and shared their journal entries at
team meetings. This opportunity to exchange ideas and problem solve was facili-
tated by released time provided by the projects.

Fourth, one project recruited retired master teachersto augment the assistance
new teachers received from experienced teachers at their schools. All the retired
teachers had supervised student teachersprior to their retirement. Retired teachers
visited their assigned new teachers frequently during the year, with each in-class
visit averaging three hours (which was typically alonger block of time than was
available to experienced teachers who taught full time during the school day).

Cost Considerations
Experienced teacher selection was associated with two kinds of costs. First,
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there are costsin terms of the time spent evaluating potential candidates. Several
projects devel oped elaborate systemsto screen and select support teachers. This
involved time by project, district, school, and, in some cases, university staff.
Second, the opportunity costs of new teacher support by rigorously screened, and
thereforepresumably highly qualified, support teachersexceeded that of support by
lesser qualified teachers.

The California Mentor Teacher Program provided projects with aready-made
core of master teachers, and served as afunding source in many projects. Projects
used all or aportion of the annual Mentor Teacher stipendsdistrictsreceived from
the Mentor Teacher Program to compensate Mentors. Even though the stipends
Mentor Teachers received often were insufficient to cover the opportunity cost of
the time they actually spent supporting new teachers, Mentor Teacher Program
funds nonethel ess served as areliable funding source. In comparison, the second
strategy, hiring expert teachersfull timeto assist new teachers, was costly. Projects
that chosethisstrategy usually relied onacoreof threetofive support teacherswho
assisted all new teachers. Although costly, these were highly qualified individuals
who had sufficient time to work with their assigned new teachers. A less costly
aternative, school-based support teams, still required projectsto secure fundsfor
substitute teachers to ensure protected time for team meetings during the school
day.

Althoughonly oneof thel ocal projectsusedthefourthstrategy, retiredteachers
as support providers, there were decided advantages. Not only were retirees
enthusiastic about sharing their expertise with new teachers, their time was
unencumbered compared to teachers with full-time teaching responsibilities. The
proj ect that used retired teacherscompensated them by paying anannual consulting
fee.

Training Experienced Teachers

to Fill Their Support Role

Those who advocate training for experienced support teachers argue that
classroom teaching provideslittle or no preparation to meet the special demands of
this support role (Little, 1990; Wildman et al., 1989; Shulman, 1986). Within the
CNTP, more rigorous or intense training for experienced teachers covered class-
room observation and feedback techniques; approaches for modeling classroom
lessonsfor new teachers; strategiesfor counseling new teachersand for providing
emotional support asthey adjusted to the demands of full-time classroomteaching;
and in one case, procedures for conducting performance evaluations as part of a
formal peer assistance and review program within which the local induction
program operated.

Training sessionswere schedul ed throughout the school year. By far the most
common form of university involvement was the development and delivery of
. _________________________________________________________________________________________]
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special courses for new teachers, their experienced partner or mentor teacher, or
both.

Cost Considerations

Frequent training sessionsfor experienced teachers were accompanied by the
cost of the personnel who conducted the training as well as the cost of the time
teachersspent attending thetraining. Thecost of trai nersvaried considerably across
projects. Somerelied on high-priced consultantsto deliver training sessions, while
othersrelied on district staff, development specialists, or university staff. When
trainers were not part of the induction project’s staff, costs were incurred by the
district or university. These included trainers preparation time as well as their
actual presentation time.

With respect to teachers’ time, training after school or on weekends carried a
cost, which was cal cul ated as the most val uable opportunity forgone. In this case,
this was contract time for which the experienced teachers receive full salary and
benefits. Themost accurateway to assessthe cost of teachers' timewasto multiply
thehoursspentintraining sessionsconducted outsideof school hoursby teachers’
regular hourly wages. Thisopportunity cost reflected afair assessment of thelevel
of effort expended by experienced teachers. Many projects reimbursed their
experienced teachers for attending training sessions at a level far lower than this
opportunity cost. Although this pattern of reimbursement may have had little
impact on project effectiveness, the real cost of implementation was the full value
of teachers' time, and it isthis cost that should be considered.

Whentraining sessionswereschedul ed during rel eased time, an additional cost
consideration came into play. In this case, the cost of teachers time was still
conceptualized in terms of their regular wages. It was not assessed in terms of
substitute teachers’ wages. For example, when the experienced teachers left their
classroomsto attend training, students|ost the opportunity to learn under optimal
teaching conditions. Substitute teachers were rarely an adequate replacement,
especially for experienced master teachers who were released from class. There-
fore, to fairly represent the cost of released time to students, we considered more
than just the cost of hiring substitutes. We considered the cost of the opportunity
those studentsgave up, whichisbest conceptualized asthedifference betweenthe
substitutes' wages and the experienced teachers’ regular salaries and benefits.

Structuring Time for New Teacher Support

Oncethe CNTP projects sel ected and assigned experienced support teachers,
they faced the challenge of providing adegquatetimefor them towork with their new
teacher partners. Often schools' daily schedules permit only brief interactions
among teachers before or after school, in the teacher’s lounge, or during lunch.
Therefore, projects that left this essential time dimension to the discretion of
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participating teachers of ten were disappointed. Without protected or set-asidetime
for support, teachers were forced to squeeze in meetings among their regular
classroom duties. And while these interactions sometimes fostered caring mentor
relationships, they did not permit the exchange of pedagogical knowledge within
observational contexts nor time for joint conferences and planning, both of which
are considered crucial to the induction process (Ward, 1987; Zimpher & Rieger,
1988; Huffman & Leak, 1986; Y ee, 1990). The time new teachers spend with their
experienced support teachersshould permit high quality or intenseinteraction. One
meansthe projects used to providing timewasthrough adaily planning period new
teachersshared withtheir experienced support teachers. Another was setting aside
time during the school day when the partners were released from their classrooms,
generally to observe one another or other teachers. A third optionisreducing daily
teaching loads so teachers have time available each day to work together.

Many projects scheduled common preparation periods for new and experi-
encedteacher partners, but only onewasabletoreducedaily teachingloads. Infact,
released time proved to be one of the more difficult implementation issues the
projects faced. Many were forced to decrease the amount of time teachers were
released fromtheir classroomsbecausethey could not secure substituteteachersor
because teachers were unwilling to be away from their students. Teachers were
more willing to leave their classrooms when they could count on a high-quality
replacement, but that wasnot alwayspossiblegiventhesubstituteteacher shortage.
Since the projects were unable to structure rel eased time or reduce teaching loads,
teachers who were not designated California Mentor Teachers, or who were not
released full timeto assist several new teachers, carried full teaching assignments
and thus had to weigh the relative merits of working together against the loss of
instructional continuity in their classrooms.

Cost Considerations
A common daily planning period for new and experienced teacher partners
only required careful scheduling. In contrast, the cost of released time for support
activities during the school day was considerable, especially when this cost is
conceptualized as the opportunity forgone rather than the substitute teachers
wages. Onaverage, teachersinthe CNTP projectsreceived six rel eased days, which
were often broken into half daysto facilitate interaction between partners at more
regular intervals. Use of released timevaried based on projects’ insistencethat it be
taken. Some projects required teachersto use the rel eased time while others merely
made it available. Asdiscussed earlier, loss of instructional continuity associated
with released time also carried with it costs to students.

Compensating Experienced Support Teachers
As is recommended in the literature (e.g., Huling-Austin, 1988; Zimpher &
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Rieger, 1988), approximately three quarters of the CNTP projects compensated
experienced support teachers for the time they spent on induction activities. The
stipend amounts were based on prevailing practice in cooperating school districts
concerning extra pay for performing additional professional assignments, the
nature of the assistance the experienced teachers were asked to provide, and the
amount of time they spent in induction activities outside regul ar school hours. For
example, in some projects the experienced teachers were simply asked to function
as informal “buddy” teachers who were available to respond to new teachers
guestions and concerns. Sincethey carried no specific responsibilities and did not
invest additional time before or after school hours, they received minimal stipends,
usually of no more than $50. In contrast, experienced teachers who were asked to
attend training sessions with their assigned new teachers on weekends, and were
required tolog aspecified number of support hourswiththeir assigned new teacher
during the school year, received annual stipends of $300 to $2,000.

The stipends experienced teachers received rarely equaled or exceeded the
opportunity cost of their time. Asmentioned earlier, thiscost ismost appropriately
calculated in terms of teachers’ regular salary because it represents the most
valuable alternate use of their time. For example, when an experienced teacher
spent 100 hours during aschool year supporting anew teacher during noncontract
time, the value of thistime should be conceptualized as 100 hours multiplied by the
teacher’ shourly pay rate rather than the stipend they received. Given the discrep-
ancy, many experienced teachersended up volunteering alarge portion of their time
for support activities.

Promising Strategies to Provide

On-the-Job Training for New Teachers

TheCNTP projectsoffered several typesof training sessionsfor new teachers.
These included special beginning-of-the-year orientations, seminars and work-
shops that were held throughout the year, university courses for which graduate
credit was given, and opportunities to attend local, regional, and national profes-
sional conferences. Therewasconsiderablevariationinthetraining content offered
and in the way training sessions were organized and delivered.

Relevance of Training Content and Follow-up
Local projectsthat provided the most rel evant trai ning took thetimeto ask new
teachersabout their needsand concerns. In some cases, the projectssurveyed new
teachers; in others, they tailored their training components based on suggestions
they received from new teachers on evaluation forms they distributed following
training sessions or through informal feedback new teachers offered.
Whilecollegesand universitiesbrought totheinduction projectsknowledge of
new teachers' needs and current and relevant pedagogical knowledge, they also
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faced the challenge of structuring training opportunitiesthat extended and did not
merely repeat content covered in teacher training. In most cases, the new teachers
they trained were graduates of the universities' preservice programs. The most
common problem was overly theoretical courses that needed to be revamped to
focusonmoreconcretestrategi esand providetimefor discussion of actual teaching
problems and devel opment of possible solutions.

Consistent with the literature concerning the challenges and problems new
teachers face in managing and organizing their classrooms (e.g., Veenman, 1984),
classroom management and organization strategies were the focus of training
sessions new teachers attended beforethe start of school and during thefall. Most
projects offered training in effective instructional practiceslater in the school year
when new teachers were ready to turn their attention to these matters. Over the
course of the year, and using a variety of formats (e.g, seminars, critical incident
writing and analysis, journal writing, discussion, lectures, and Saturday work-
shops), courses and training sessions addressed topics ranging from classroom
management and organization to specific instructional strategies/methods and
teaching in the content areas.

Training sessionsal sofocused onteaching culturally andlinguistically diverse
studentsinresponseto challenges placed on most of the new teachersby changing
student demographics. In each year of the CNTP, no more than 15 percent of the
participating new teachersheld bilingual teaching certificatesor language devel op-
ment certificates, certification that qualified them to teach in diverse classrooms.
However, two-thirds taught in classrooms in which students spoke three or more
languages. Of these, 12 percent taught classesinwhich students spokefive or more
languages (Dianda, 1993).

University-based directorsof several induction pilot projectsand their district-
based counterparts reported they had no choice but to give major attention to in-
structionof diversestudentsgiventhenewteachers’ assignments. Therefore, across
the projects, courses, seminars and workshops offered by universities often in-
cluded components on second language acquisition, multicultural education, and
instructional strategies to promote concurrent development of English language
and academic development of limited-English-proficient students.

Projects offering more intense training opportunities for new teachers also
provided for follow-up after training so that new teachers applied what they had
learned. For example, several projects set aside time during training sessions for
new and experienced teacher partners to plan ways in which the content of the
training could beappliedinthenew teachers' classrooms. At subsequent sessions,
theteachershad an opportunity to discusshow they wereusingtheinformationand
strategies and to engagein further revision and testing. Projects also provided for
follow-up when the teachers returned to their schools. For example, training was
followed by experienced support teachers’ or university faculty members' obser-
vationsinnew teachers' classesaswell asjoint planning sessions. Opportunitiesfor
. _________________________________________________________________________________________]
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new teachers to observe experienced teachers use of the strategies also were
included.

Structuring Time for Training

CNTP projects that provided more intense training structured their training
sessions so that they were: (a) frequent, often on a monthly basis throughout the
school year; (b) conducted at times during the school year and school day when
teachers were most apt to benefit from the content covered; and (c) organized to
require new teacher attendance, particularly if the content was deemed critical to
new teachers' success. In addition, the experienced teachers who worked with the
new teachers often were required to attend most, if not all, training sessions.

High-intensity training projects were distinguished by their ability to match
content and training time. For example, most projects scheduled weekly after-
school meetingsfor new and experienced teacher partners, but reserved these end-
of-the-day sessionsfor discussing school-rel ated matters such as preparing report
cards, preparing for standardized testing, parent conferences, and discussing ways
to apply in the new teachers' classrooms information presented in released day
trainingsessions.

Whentraining sessionsweredesi gned to equi pteacherswith new instructional
strategies, sessionswereconducted during classroomrel eased timeor onweekends
when the teachers could devote their full attention to the content presented.
Generally, new and experiencedteachers’ attendanceat these sessionswasrequired
while attendance at after-school sessionswasvoluntary, but encouraged.

Whileweekendswere not considered apreferred training time, Friday evening
and Saturday sessions were scheduled if projects were unable to release teachers
during the school week. However, in one case, weekend training was necessary
because the program served teachers in small, rural districts covering a wide
geographic area. Using amicrowave, interactive tel evision system operated by the
collaborating university, one Saturday each month new teachers and their experi-
enced teacher partners met at the nearest of several facilities set up to receive the
university’s transmission. Generally, these facilities were within a one-hour drive
of theteachers’ homes, compared with afour- to eight-hour driveto the university
campus.

Cost Considerations

The costs associated with determining which kinds of training activities will
best meet new teachers’ needs were minimal. Even when such needs sensing was
astructured component of aproject, it usually involved quick tabulation of ashort
survey by theproject director. Thedirector’ stimewassupported by fundsallocated
to project administration. In contrast, increasing the intensity of program imple-
mentati on by providingfrequent training sessionsal soincreased program costs; for
aswe have discussed, whenever teachers and trainers devote their time to project
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activities, theval ueof thistimemust be assessed. Moreover, the cost burden of this
trai ning shiftsdepending on when the sessionsare held. After-school and weekend
training sessions usually required teachers to volunteer their time, since stipends
rarely equaled the opportunity cost of this time. On average, these stipends
amounted to $15 per hour; teachers’ hourly wages ranged from approximately $18
to $36 per hour. Training held during released time also incurred costs in terms of
theburden on studentswhoselearning experienceswereinterrupted and on proj ects
in terms of hiring substitute teachers.

Promising Strategies

for Administering Induction Projects

Our examination of the local induction projects in the CNTP also provided
information about the kinds of administrative arrangements that were associated
with successful service delivery, an aspect of induction effortsthat often receives
little attention (Ishler & Edelfelt, 1989).

Universitieswerethemost frequent cosponsor of the CNTP projects. Inseveral
cases, they were the lead agenciesin consortia involving three or more agencies.
Productive partnerships between universities school districts, and other partners
occurred when the following key features were in place:

Ensuring Effective L eader ship:

Director’s grounding in and familiarity with local context;

Director’ sposition sufficiently influential for effective administration and consis-
tent leadership and administration;

Sufficient time for project administration.

Accommodating M ultiple Project Sponsors:

Grounding in prior cooperative efforts or an aready existing consortia;

Designation of one agency aslead agency for implementation, with other agencies
participating in joint project governance;

Division of labor among universities and other agencies in ways that took
advantage of their respective areas of expertise and experience.

Ensuring Effective Leadership

Project implementation was more successful when the project director was
grounded in and familiar with the local context and occupied a position within a
sponsoring agency that wassufficiently influential for effectiveadministration(i.e.,
the director was able to garner the personnel and other resources necessary for
administration). Thedirectors' positionsin their institutions ranged from assistant
superintendent to classroom teacher, and included university professors and staff.
Although rare, experienced classroom teachers released from classroom duties
were able to successfully implement projects that served alimited number of new
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teachers due to their firm grounding in the local school context. This was never
possible in large projects, however, which demanded a sufficient degree of
influence over key staff to ensure effective |leadership. Some projects served more
than 200 new teachers in several school districts and involved county offices of
education and local teacher associations, as well as the university. Effective
leadershipinthese context required power andinfluenceaswell aslocal grounding.
In one large urban project, for example, one of the co-directors was a longtime
district administrator, the other a former district staff member who had joined a
cosponsoring university. Their understanding of thedistrict’ spoliticsand operating
procedures enabled them to bypass structural stumbling blocks that would have
undoubtedly caused problems for project adminstrators with less experience and
influencein that setting.

With respect to university-based project directors, most were not faculty
members, but were staff in the school or department of education, and more
specifically in the teacher training program. Consequently, they often had long
established relationships with the school districts participating in the induction
project through prior placements of student teachers. Most had previously taught
courses in the universities preservice programs. All had supervised student
teachers. Each brought a strong commitment to the induction projects and afirm
conviction that the university’s responsibility for teacher preparation extended
beyondthegranting of acredential. Inall cases, thesameuniversity-based directors
were in place for the duration of the three-year pilot. Therefore, the induction
proj ects enjoyed the benefits of consistent |eadership and administration.

In most projects, directors underestimated the amount of time they needed to
be involved in project administration. How much time was enough? That varied
greatly from afew daysto morethan 50 percent time across projects, depending on
local needs, the project’ ssize, the number of other project staff, and how the project
organized service delivery. Large projects generally supported a part-time director
aswell as part-time project coordinators who were responsible for specific admin-
istrative, training, or support activities. In some cases, this was an administrative
necessity, particularly in projectsthat served hundreds of new teachersin multiple
districts and involved numerous county offices of education. Projects of this size
needed a strong central administration, a role universities are equipped to fill.
Projects with coordinators ran more smoothly when the director and coordinators
were either housed in the same agency (e.g., university) or intwo agenciesthat had
a long-standing pattern of shared staffing (e.g., county offices of education in
contiguous counties, universities and cooperating school districts). Moreover,
project directors were not able to administer induction projects effectively if this
responsibility was added to their other full-time job responsibilities. We therefore
advise against using volunteer or contributed time for project administration.

58



Dianda & Quartz

Accommodating Multiple Agency Sponsors

Most of the CNTP projects relied on a number of sponsors that contributed
project funding, including county offices of education, local districts, universities,
and local teacher associations. In addition to providing needed resources, multiple
sponsorsoften strengthened project implementation. For exampl e, partnershipwith
auniversity often helped ensure fidelity to the induction model the project sought
to implement, brought to the project a knowledge of new teachers needs, and
offered courses and seminarsthat addressed these needs. However, project admin-
istration across multiple sponsorswas often complex and challenging. Projectsthat
ran smoothly and delivered intended services to new teachers shared several
features.

First, projects with multiple sponsors benefited from prior collaborative or
cooperative relationships among the partners. Creating new partnerships was
demanding in terms of time, dollars, and inter-agency relations. Several projects
involving universities built on prior collaboration and cooperation with county
offices of education and neighboring school districts.

Second, the collaborators vested overall responsibility for project implemen-
tation in one agency, defined the roles each agency would perform, and, in many
cases, assigned responsibility for theimplementation of project elementsto various
collaborators. Therefore, the collaborators knew what they wereto do and had clear
understandingsof what the other agenciesinvolvedintheprojectscouldandwould
deliver. Most projects operated under the terms of formal agreements made among
project sponsors when they submitted their CNTP proposals.

Responsibility for project activities was divided differently depending on the
local context, prior collaboration, and the number of collaboratorsinvolved. Often,
each organization was responsiblefor aparticular element (e.g., training of support
teachers, pairing of new and experienced teachers, or conducting monthly after-
school workshops). However, project sponsors roles often were predictable.
Projectswithdistrict and university co-sponsorship generally placed responsibility
withtheschool district for pairing new and experienced teachersand for conducting
selected training sessions. As discussed earlier, the university frequently was
responsible for providing coursestailored to the needs of beginning teachers.

Cost Considerations
Most projects apportioned the bulk of their resourcesto training and support
activities and kept administrative costs relatively low. Still, resources were ex-
pended on activities needed to coordinate training and support services. Because
most projects were administered by individuals who had other positions in the
university or school district, directors were released from their other dutiesfor the
portion of time they allocated to project administration. Therefore, there were
opportunity costs associated with project directorship.
. _________________________________________________________________________________________]
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While individuals from a variety of positions were able to administer the
induction projects effectively, additional costs were incurred in projects run by
personnel in high-paying positions. In somelocal contexts, investing resourcesin
higher-priced project administrators was an effective use of resources, since
directors in positions of power were able to garner personnel and other required
resources.

Local project sponsorship by multiple agencies did not necessarily increase
administrativecosts; instead, it brought additional financial resourcestotheproject.
However, these projects also required careful administration, marked by clear
agreements and a division of labor.

Conclusions

We conclude by reviewing selected induction strategies we discussed in
relation to their costs and by suggesting possiblewaysin which the costs of high-
quality induction assistance may be kept relatively low.

I'nour discussion of new teacher support, wenoted theimportance of selecting
and training high-quality experienced teachers and structuring their time with new
teacherstofacilitateinteractionsthat were protected from the everyday demands of
teaching. By taking advantage of the California Mentor Teacher Program, many of
the CNTP projects were able to secure master teachers who, in some cases, were
already provided with protected time for mentoring. Similarly, training costs for
new and experienced teachers may also be minimized by taking advantage of
district in-service training, provided the content is relevant and appropriate.
Tapping into existing services and programs may help program planners curb
transactional costs.

Throughout the sections on new teacher support and training, we spoke of the
importance of guaranteeing high-quality timefor interaction between new teachers
andtheir experienced teacher partnersand for conducting training sessionsat times
during the school day and work week when teachers could best absorb the content
offered. Thistime took two forms: released time and after-school or weekend time.
Teachers' timeineither form carriesimportant opportunity costs, but intermsof the
dollars actually spent by projects, after-school or weekend time proved to be less
expensive than released time since fewer hours were usually invested. Scheduling
activitiesat thesetimesal so carriedthebenefit of notinterrupting students’ learning
experiences. Still, it is important to assess participants’ willingness to volunteer
extra time before this cost-cutting measure should be considered feasible.

In addition, there are promising induction strategies that involve little or no
additional resources. For example, it costs almost nothing, except perhapsthetime
involved in devel oping and compiling ashort or informal survey, to determinewhat
types of support and training teachers in particular districts feel they need most.
Similarly, planning follow-up activities within the time guidelines set for atraining
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session is another way to maximize the effectiveness of training by encouraging
application.

Finally, we talked about effective project administration by central office
administrators, university faculty, and district staff. All were equally able to
administer local induction projects if they were provided time to do so and were
appropriately matched to their local context. In a few cases, administration by a
classroom teacher who was released from teaching part time was successful. In
other cases, more highly priced central office staff were needed to administer the
projects so school principals and others would participate. Projects held adminis-
trative costsdown by using thelowest-salaried individual who had the knowledge,
sufficient influence, and experience in the local setting required to marshal needed
resources. Similarly, cost-sharing acrossfunding constituenciesdistributed thecost
of project operationjust asadivision of labor anong the sponsorseased theburden
of implementation on any single agency.

These are only some of the cost-savings approaches those responsible for
planning and operating new teacher support projects may wish to consider. We
believe cost and cost-savingsconsiderationswill bemoreand moreimportantinthe
future. Increasingly, teacher educators and district personnel will be called uponto
implement induction strategieslikethe oneswefoundinthe CNTP projects—high-
quality, research-based approachesthat arefar from cost-free, but which hold great
promise for enhancing the professional practice of novice teachers.
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