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Abstract

This study examined the nature and impact of teaching events and sdected forms of assstance
provided by local school didrict personnel to beginning agricultural education teachers. The initial five
forms of assgance that had a mgjor impact on the beginning teachers included: parental support of
students for their program; adequate supply of materials, textbooks, and workbooks are provided; planning
time was avalable before school darted; curriculum guides are available for the program area; and
principals provide helpful evaluation and feedback. Initial events or experiences that had a major or
critical impact, and occurred often or always were: feding in control of ther program, Sudents are
respectful toward the beginning teacher, beginning teacher has sdf-confidence in their teaching,
satisfaction is experienced after successful activities, and they see their students succeeding in their classes.
The beginning teachers were experiencing elevated levels of dress and moderate amounts of job satisfaction
during the early weeks of the school year. Less than 40% of the teachers were participating in district-
goonsored  teacher  induction programs. It was concluded the initial teaching experiences of beginning
teachers were, indeed, impacted by sdected forms of assstance and events. Additional research was
recommended to determine how the nature and impact of the measures change with teaching experience.

Introduction Pigge, 1997; Jensen, 1986; Curtis, 1985). What
makes teaching so unique that it drives many
The retention of qudity teachers with and teachers out of the professon (Ingersoll, 1999)?
without the use of effective forms of beginning Teaching may be one of the most difficult
teacher assstance in the public school systems has (Schulman, 1987) and chdlenging (Huling-Audtin,
been a topic of continuing invesigation and Oddl, Ishler, Hay, & Eddfdt, 1989; Veenman,
concern (Darling-Hammond, 2000; Huling-Austin, 1984) of al professons to master. Few other
1990; Ingersoll, 1999). The dtrition rates of professons expect the first-year practitioner to
teachers gppear to be higher than in many other immediately peform a the same levd as thar
occupations (Ingersoll, 1999). Data from the experienced colleagues. This pressure results in a
Bureau of Nationa Affairs (1998) reveds that the trangtion from dudent to fird-year teacher that
average nationa employee turnover in the United may be traumatic and has been referred to in the
States is 11% per year. The dtrition rates for literature as “redity shock” (Marso and Pigge,
teaching for 1988-89, 199 1-92, and 199495 were 1987).
15%, 13.25%, ad 14.3%, respectivey (Ingersoll,
1990). Mercer (1999) concluded demand for new Are the experiences unique, or is there
teechers is directly relaed to high levels of pre- some reason to believe tha dl individuds entering
retirement turnover. Unfortunately, up to 50% of a new profession after a college education
our beginning teachers leave the profession before experience Smilar issues and chdlenges as they
the end of their sixth year of teaching (Marso and trangtion from one role to another in their journey
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of life?

Super, Crites, Hummel, Moser, Overstreet
and Warnath (1957) proposed a comprehensive
theory of vocationd development that feetures life
stages and sub-stages with corresponding years of
age. The growth stage ranges from birth to 14
years of age; exploration dage, 14-24;
establishment stage, 25-44, maintenance stage, 45-
64; and the decline stage that ranges from 65
through death. The exploratory-trid sub-stage
typicadly occurs & the beginning of adulthood for
individuas going to college directly from high
school. Individuds initigting ther firg job may
experience a lack of confidence, anxiety,
uncertainty, indability, volaility, and fdse darts.
Individuds in the establishment-trid sub-dage are
engaged in making adjusments to new and
sometimes unique occupationa chdlenges. Ther
choices of action lead to stability within the chosen
occupation or aseries of job, occupation, or career
changes.

Heath-Camp, Camp, Adams-Casmus,
Tadbert, and Barber (1992) suggested that the
typical beginning teacher that completes a, teacher
preparation immediately after high school begin
their teaching career a the exploraion-trid sub-
dsage. Therefore, it is reasonable to expect they
will lack confidence, experience unrealistic
expectations of teaching, have feelings of
insecurity, need assurance from others, and have
heightened concern about themsdves and how
they are performing. Based upon this theory, and
others, what has research reveded about the
experiences of beginning teachers?

Rdaed Literature

Research conducted in the 1980's found
that beginning teachers are less confident,
qualified, or competent than teachers who
graduated from teacher education programs in
earlier years (Gardner, 1983). New teachers often
experienced difficulty with classroom
management, student motivation, room and lesson
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organization, locating adequate teaching meterids,
understanding complex school systems and
policies, and medting the needs of individud
sudents (Veenman, 1984; Odell, 1986; Griffen,
1985). Findings from research conducted in the
1990's indicated that lack of spare time, burden of
clericd work, and heavy teaching loads were
additional critical concerns (Ganser, 1999).

Mundt (1991) found many of the same
problems and concerns in a study of beginning
Idaho agriculturd education teachers. The most
notable teacher problems and concerns were the
conditions of the physca fadlities classoom
management; organizationd issues, managing the
FFA component; a need for more supervison and
help from the principal; and determining
curriculum  scope, sequence, and pace.
Additiondly, Mundt found tha the beginning
teachers were quiet, frudrated, isolated, afraid,
angry, confused, and generaly lacked confidence.

Heath-Camp, Camp, Adams-Casmus,
Tabert, and Barber (1992) conducted a national
sudy and reported that many schools provided
support activities for beginning career and
technicd education teachers. However, nearly
25% of the beginning teachers were not given a
curriculum guide and 25% were never observed or
vigted by the principd during ther firg year of
teaching. They found that the top forms of
assistance that had a major impact on the
beginning teachers were: (@) having an adequate
supply of materias, textbooks and workbooks; (b)
avaladility of planning time before the dat of
school; (c) hepful feedback and evduation from
the principd; (d) orientation to school policies, (e)
information on how to secure supplies and
equipment; (f) extra planning period; and (Q)
parental support. They adso concluded that the
nature and impact of many of the events
experienced by beginning teachers reflect common
experiences of individuds progressng through the
exploration-trial and edtablishment-trid  dage of
vocationa development (Super, et d., 1957). In
case studies of three beginning agricultural
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education teachers, Tabert, Camp, and Heah
Camp (1994) found the primary teacher concerns
included classroom maagement, advisng the FFA
chapter, preparing for multiple classes, managing
the laboratory, ordering supplies, time
management, and lesson planning.

Nichols and Mundt (1996) completed a
nationwide study that was designed to determine
which of 70 competencies within eeven broad
areas of teaching were consdered most critica for
the survivd of beginning agricultural  education
and family and consumer science teachers. The
beginning teachers, principds of the beginning
teachers, and agricultural education state
supervisors ranked classoom management and
ingruction competencies fird and second in

importance, respectively.

In a sudy of state winners of the NVATA
Outstanding Young Member Award, Mundt and
Connors (1999) found the young members
experienced many of the same concerns as
reported for many beginning teachers. The
primary concerns of the young members were
managing the overdl activities of the locad FFA
chapter; building support within the school system;
balancing professional and personal
respongihilities; recruiting and motivating students
in agriculturd education; using proper classroom
manegement  drategies;  time management;
organizing and managing safe and  dtractive
fadlities;, and building support from parents,
organizations and adult groups within the
community.

Reformers have called for the
edablishment of teacher induction programs to
eae the trangtion of beginning teachers into full-
time teaching (Huling-Ausgtin, 1990; Oddl, 1986).
Interest in beginning teacher induction programs
has spread rapidly in the U.SA. The occurrence
of daeleve induction activities increased from 14
sates in 1983 to 47 states in 1988 (Ddfino and
Hoffman, 1984; Neuweller, 1988). In 1999, the
percentage of beginning full-time public school
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teachers who had participated in a formal
induction program during their first year of
teaching had increased from 59% in 1993-94 to
65% in 1998. The report also indicated that 22%
of the formd induction programs were 8 months
or less, 66% were 9 months to one year, and 12%
were more than one year (U.S. Department of
Education, 1999).

Though implemented to assg in ther
socidization into the professon and improve ther
quality of teaching, beginning teechers enrolled in
teecher induction programs dso improve in sdf-
confidence and classsoom management (Conner,
1984), lesson planing and discipline (Eisner,
1984), and specific behaviors such as voice
inflection, eye contact, and review techniques
(Huling-Austin and Murphy, 1987). Research
results dso indicate tha teachers involved in
induction programs have more podtive attitudes
toward teaching and plan to continue in the
profession longer than those who have not
participated in induction programs (Odell &
Ferraro, 1992; Henry, 1988; Varah, Theune, &
Parker, 1986).

The Divison of Agriculturd, Food, and
Environmentd Education a the Universty of
Minnesota initiated a multi-faceted approach to
recruitment, preparation, and retention of quality
instructors in response to the current and
upcoming tescher shortages. Aware of the need
and importance to programmatically assist
beginning teachers trangtion from ther student to
teacher roles and responshilities (Super, e 4.,
1957), leaders of agricultural education in
Minnesota established a the Minnesota
Agricultural Education Teacher Induction
Program (TIP) pilot program for beginning
agricultural education teachers. The program was
developed in cooperation with the Minnesota
Depatment of Children, Families, and Learning;
the Minnesota Association of Agricultural
Educators, loca school digrict principds and
uperintendents, and the Minnesota Agricultura
Education Leadership Council. With gods to
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enhance planning, monitoring, and ddivery of the
teacher induction project programming,
researchers sought to further understand the
backgrounds, characteristics, needs, and forms of
assstance (Heath-Camp, Camp, Adams-Casmus,
Tabert, & Barber, 1992) received by a diverse
cohort of beginning agricultural education
teachers.

Purpose and Objectives

The purpose of the study, therefore, was to
determine the nature of the events experienced and
forms of beginning teacher assstance provided by
school personnel to newly hired Minnesota
secondary agricultural  education teachers. The
objectives of the sudy were to describe the:

i Demographic characteristics of beginning
agricultura  education teschers,

2. Nature and impact of assstance provided

to beginning agricultural education
teachers by loca school digtrict personnd;

3. Nature and impact of events experienced
by beginning agricultural education
teachers, and

4, Perceptions of the beginning agricultura
education teachers relating to thar levels
of dress and satisfaction with their jobs.

M ethods and Procedures

This census dudy was descriptive in
nature. The population conssted of beginning
Minnesota secondary agricultural education
teachers who attended a seminar sponsored by the
Minnesota Agricultural Education Teacher
Induction Project. The beginning teachers of this
study included one teacher with one year teaching
experience and 22 newly hired teachers without
classroom teaching experience.

The research instrument conssed of a
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questionnaire developed and tested by Heath-
Camp, Camp, Adams-Casmus, Tabert, and Barber
(1992). The insrument was re-formatted by
changing the layout and dtering the fonts and line
spacing to improve the readability. The
questionnaire  consisted of three sections:
demographics, assgtance, and events. The items
in the assstance section were derived from the list
of common and high priority forms of desred
assistance submitted by beginning teachers in the
nationwide Heath-Camp, Camp, Adams-Casmus,
Tabert, and Barber (1992) study that focused on
the induction needs of beginning vocational
education teachers. For listed items in the
assstance section, the subjects indicated whether
the event had occurred (yes/no) and then selected
an impact rating on a five point Likert-type scde.
Impact referred to the affect the form of assistance
had on the beginning teacher, regardless if it did or
did not occur.

For the listed items in the events section,
the subjects indicated the frequency rating on a
five point Likert-type scde and then sdected an
impact rating on a five point Likert-type scde.
Events were defined as occurrences that affected
them in some meaningfu manner. The interna
congstency vaues reported by Heath-Camp et d.
(1992) were a Cronbach’s Alpha coefficient of .74
for the OCCURRED/FREQUENCY scdes and a
Cronbach’s Alpha coefficient of 83 for the
IMPACT scale.

The questionnare was distributed and
administered in-person by the researchers a a
seminar for beginning agricultural education
teachers in October of 1999. Participants unable
to attend the seminar were contacted and provided
a quedionnaire. Quedtionnaires were returned
through the mall within ten days of the seminar.
The data from the questionnaire were entered into
and andyzed in EXCELO. Descriptive datistics
were used to summarize the data from the three
sections of the questionnaire.
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Findings

Objective 1 Describe the selected demographic
characteristics of the beginning agricultural
education teachers.

The mean age of the 23 Caucasian
agricultura education teachers participating in the
teacher induction program was 26.0 (SD=5.79)
years. Four of the 23 teachers taught on a part-
time basis. The cohort of wes made up of 57% (n=
13) females and 43% (n=10) maes. Nine percent
(n=2) and 9 1% (n=21) of the teachers had
completed their masters and bachelors degrees,
respectively. The average length of contracts for
the 19 full-time teachers was 10.3 months (SD=
1.06). The average <day for the full-time
ingtructors was $29,072 (SD=$2240). The
beginning teachers were afforded two to thirty
days to attend workshops and prepare for classes
before the beginning of the fall term. Four
teachers recelved between 21 and 30 days;, 1
teacher received between 11 and 20 days, 18
teachers received 10 or less days.

Ninety five percent (n= 22) and 17% (n=4)
of the teechers taught in Minnesota high schools
and middle schools, respectively. Ninety-one
percent (n=21) of the teachers taught students in
grade 1 O-12. Thirteen percent (n=3), 26% (n=6),
and 78% (n=18) of the indructors taught students
in grades 7, 8, and 9, respectively. All (n= 23) of
the teachers taught agriculturd education courses.
Thirty-five percent (n=8) aso taught one or more
courses in biology or industria and technology
educstion.

The mean time invested each week for the
full-time teachers was 5258 (SD=13.6) hours.
The weekly hourly investment was spent teaching
middle and secondary level students (M=22.87,
SD=7.16); planning, grading papers, and other
teachingroles (M=17.67, SD=8.86); workingwith
the FFA officers, members, and other committees
(M=6.82, SD=6.26);, and supervison of student
work experience (M=1.35, SD=2.14).
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Thirty-five percent (n=8) of the beginning
agriculturd education teachers reported they were
involved in a beginning teacher assstance program
goonsored by their loca school digrict. Of the
eight teachers who reported being involved in a
locd mentoring program, seven indicated that they
were assigned a local teacher mentor, and four
reported that they attended scheduled seminars or
workshops for beginning teachers.

Objective 2.  Describe the nature and impact of
the asssance provided to beginning agriculturd
education teachers by local school district
personnd.

The beginning agricultural education
teachers were asked to respond to the occurrence
and impact of sdected forms of beginning teacher
assistance. Examination of ther responses in
Table 1 indicates that the four most frequently
reported forms of assistance were: (a) an
orientation on school policies was given (91%);
(b) planning time was avalable before school
darted (87%); (C) my students parents provide
support for my program (82%); and (d) a
workshop for new teachers was held (78%).
Thirteen of the 22 forms of assstance provided by
locd school didricts were perceived to have a
maor or critical impact on the beginning teachers
(M = 25 or highe). The top three forms of
assdance in terms of impact were (8 My
sudents parents provide support for my program
M=322, SD=0.67); (b) adequate materials,
textbooks, and workbooks are provided (M=3.24,
SD=0.83); and (c) planing time was avaldble
before school started (M=3.13, SD=0.97). The
lowest rated forms of assstance in terms of impact
were: (a) a vocational student organization
orientation was hdd (M=2.09, SD=1.41); and (b)
an in-service to explain the curriculum was
provided (M=1.95, SD=1.36). The data shows
that the assistance items rated as mgor or critica
(M = 250 or higher) were dso among the most
frequently reported. Of the thirteen items rated at
2.5 or higher, eight were reported to have
occurred by over hdf of the respondents. The
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Table 1.

Forms of Assgsance that Resulted in Various Levds of Percaved Impact for 23 Beginning

Minnesota. Agricultura Education Teachers.

Forms of Assgtance

My students parents provide support for my program
Adequate materias, textbooks, and workbooks are provided
Planning time was available before school started
Information on purchasing suppliesequipment is provided

Curriculum guides are avalable for my program area

Extra planning period is provided for beginning teachers
My principd provided hepful evauation and feedback

Clerica support is provided for beginning teachers

A lig of avallable resources and vendors was provided

A mentor or buddy teacher provided

An orientation tour of school facilities was given
An in-service on classsroom management was provided

A workshop for new teachers was held
An orientation on school policies was given

Time is avalable to observe other teachers teaching

A teacher's ad is provided to beginning teachers
An in-sarvice on time and stress management was provided

A beginning teachers handbook was provided

An in-service on counsding students was provided

Extra duties (bus, etc.) reduced for beginning teachers
A Vocaiond Student Organization orientation was held

An in-savice to explain the curriculum was provided

Impact? Frequencyb

M SD %
3.22  0.67 82
3.14 083 65
3.13 0.97 87
2.87 1.06 52
2.86 1.17 43
2.86 1.17 9
2.73 1.16 55
2.73 0.98 35
2.71 1.10 30
2.65 1.03 57
2.61 1.20 61
2.59 1.10 17
2.55 0.96 78
2.48 0.9 91
2.48 1.08 22
2.45 1.37 9
2.41 1.10 9
2.32 1.21 43
2.14 1.04 4
2.13 1.32 26
2.09 1.41 0
1.95 1.36 4

dmpact Scale: 0= None, 1 = Minor, 2= Moderate, 3 = Mgjor, 4 = Critical. ® Percent Occurrence = (number

of teachers / total number of teachers) * 100

extra planning period for beginning teachers was
viewed by the cohort of beginning teachers to have
a potentidl mgor impact (M=2.86, SD=1.17),
dthough it only was reported by only 9% of the
respondents.

A comparison of the data in Table 1 shows
that the assstance items rated as moderate impact
(mean rating of 1.50 - 2.49) were aso the least
frequently reported. Of the nine items rated a
impact of 1.50 - 2.49, eight were reported to have
occurred by less than hdf of the respondents. The
orientation on school policies was rated as a
moderate impact item (M=2.48, SD=0.99),
dthough they were reported by 91% of the
respondents.
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Objective 3: Describe the nature and impact of
the events experienced by beginning agriculturd
education teachers.

Six of the 39 eventsin Table 2 experienced
by the beginning teachers were perceived to have
a critical impact (M = 3.50 and above) on their
teaching. Six events rated as critical were dso the
most frequently occurring events. All gx of the
items rated as critical were dso rated as occurring
often (M= 2.50 and above). A sense of feding in
control of ther program, which occurred often
(M=2.65, SD=0.65) had a critical impact
(M=3.74, SD=0.45) on ther experience. Other
events that occurred often and had a critica
impact were: (a) my principal supports me
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(M=3.65, SD=0.57); (b) | experience satisfaction
when an activity succeeds (M=36 1, SD=0. 58);
(©) | fed sdf-confident in my classroom teaching”
(M=3.57, SD=0.66), (d) students act with respect
towards (M=3.57, SD=0.79); and () | see my
students succeeding in my class (M=3.52,
SD=0.59). Twenty-sx of the 39 events were
perceived to have a mgor impact (M = 250 -
3.49) on ther teaching. Twelve of those events
were reported to occur often (M = 2.50 or above)
and fourteen were reported to occur occasiondly
(M =1.50 - 2.49). Thedatain Table 2 indicate 17
events happened on an occasond basis (mean
score of 1.50-2.49). All of these events were

perceived to have a mgor impact (M=2.50-3.49)
with the exceptions of (@) | receive hep from my
date vocationd supervisor; (b) | receive hep from
my loca vocationd supervisor/director; and (C)
being compared to the former teacher. They dl
had a moderate impact. The top five mgor impact
events that occurred occasondly were: (a)l have
inaufficient funds for supplies and equipment; (b)
| see my students working to have a better future;
(©) | receive postive feedback from my students;
(d) I receive pogtive feedback from my principd;
and (e) | recave expressons of gratitude from my
students.”

Table2. Peceved Impact of Sdected Events Upon 23 Beginning Minnesota Agriculturd Education
Teachers
Impact? Frequency®
Events M SD M SD

1 fed"in control of my program
My principa supports me

| experience satisfaction when an activity succeeds

| fed sdf-confident in my classoom teaching
Students act with respect towards me

| see my sudents succeeding in my class

My job alows me to be cregtive

| have more work to do than | have time to do it

| have insufficient funds for supplies and equipment
The subject matter | teach is dready familiar to me

My peers act with respect towards me

| see my students working to have a better future

| receive pogtive feedback from my students

Local businesses provide support for my program
My sudents show pride in their accomplishments

| receive pogtive feedback from my peers
| recelve postive feedback from my principd

Job tasks that | am doing are aready familiar to me

3.74 0.45 2.65 0.65
3.65 0.57 3.04 1.26
3.61 0.58 3.70 0.7
3.57 0.66 2.78 0.67
3.57 0.79 2.87 0.55
3.52 0.59 2.78 0.52
3.39 0.66 3.35 0.71
3.35 0.88 3.52 0.73
3.32 0.84 2.13 1.06
3.3 0.63 2.57 0.59
3.26 0.75 3.22 0.74
3.22 0.80 2.09 0.6
3.17 0.83 2.05 0.65
3.17 0.65 2.70 0.63
3.17 0.65 2.61 0.66
3.14 0.71 2.61 0.94
3.13 0.97 1.96 1.3
3.13 0.76 2.57 0.73

My students participate in vocationa club activities (FA) 3.13 0.63 2.57 0.59

| have obtained the goals that | st for mysdf

| recelve expressons of gratitude from my students

3.09 0.90 2.52 0.59
3.04 0.77 191 0.67

My program is misunderstood by others, such as parents, 2.96 1.15 2.30 1.02

sudents, counsdlors, and/or administrators.
My students display a lack of sdf-discipline
| have inadequate curriculum materias
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291 0.85 2.39 0.78
2.91 1.35 191 1.04
(table  continues)
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Events

I mpact® FrequencyP
M SD M SD

My home life is negatively affected because of my school work

| have inadequate equipment
| have to do recruitment activities for my program
| am taking classes to further my education

My students act unmotivated towards my subject area

| have inadequate facilities (classroom, lab, etc.)

| have had success using new teaching approaches
My class szes are not gppropriate for my subject

| receive hdp from my dsate vocationa supervisor

| receive hdp from my loca vocationa supervisor/director

| have trouble making and sequencing lesson plans

2.87 1.36 1.87 1.06
2.83 1.07 2.65 0.93
2.83 0.94 2.22 1

2.82 1.30 2.41 1.1
2.74 0.81 2.22 0.67
2.74 1.36 2.39 1.08
2.74 0.92 2.65 0.57
2.57 1.27 1.52 1.04
2.48 1.16 1.74 0.92
2.32 1.29 1.50 11
2.14 1.36 1.30 0.76

| experience problems because | don't understand school policies  2.04 1.36 1.17 0.89

or procedures

| run into problems because my administrator does not give clear 1.96 1.40 0.83 0.89

job expectations

| am compared to the former teacher in this program
| run into problems because of my poor organizationd skills

191 1.44 2.43 1.34
1.87 1.49 1.17 0.83

Ympact Scale: 0 = None, 1 = Minor, 2 = Moderate, 3 = Major, 4 = Critical. ® Frequency Scale: 0 = Never,

1 = Rardly, 2 = Occasiondly, 3 = Often, 4 = Always

Objective 4: Describe the perceptions of the
beginning agriculturd educetion teachers reating
to thar levds of dress and satisfaction with ther
jobs.

The teachers responded to their levels of
satisfaction and dress by circling numbers on 7-
point Likert-type scales. The mean score was 4.26
(SD=1.66) on the satisfaction scde (O=very
unsatisfied and 7=very sdtisfied) The mean score
on the stress scale was 5.22 (SD=1. 17).

Conclusons

Findings from this study provided the
resarchers with the information for formulating
the following concusons

L The beginning Minnesota agricultural
education teachers received differing
frequencies of assgtance that resulted in a
moderate to critical impact on the
teachers. The forms of assistance
provided by locad school district personne
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that had the highest perceived impact on
the beginning agricultural education
teachers included parental support,
availability of materids and textbooks,
planning time curriculum guides for the
program, and feedback from the principal.
The order of these findings is amost
identical to the order of assistance
preferred by the vocationd education
teachers who participated in the Heath-
Camp, Camp, Adams-Casmus, Tabert,
and Barber (1992) study. Mundt and
Connors (1999) and Tdbert, Camp, and
Heath-Camp (1994) also found that
beginning teachers often experienced
chdlenges in obtaning, organizing, and
mantaining fadlities and supplies

The beginning agricultural education
teachers indicated that having an additiona
planning period each day would have made
a mgor impact on ther initid teaching
experience. Respondents in the Heath-
Camp and Camp (1992) study concurred
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that this dlowance could drengthen the
initid teaching experience of dl beginning
career and technicd education teachers.

Events reated to dudent management,
student respect, self-confidence, personal
satisfaction, student success, support from
the principd, and the amount of thar
workload are perceived by beginning
teachers as having a mgor impact on their
initial teaching experience. Smilar
findings resulted in sSmilar condusons
from other researchers in the 1990's
(Ganser, 1999; Heath-Camp & Camp,
1992; Mundt & Connors, 1999; Tabert,
Heath-Camp & Camp, 1994;).

The beginning agricultural education
teachers experienced a high leve of dtress
during the first 7-8 weeks of the school
year. The level of dress indicated by
participants was higher that that reported
in the Heath-Camp and Camp (1992). The
difference may be partidly attributed to the
fact that the assessment in the Heath-Camp
and Camp (1992) study was completed
after more weeks of teaching.

The beginning teachers were experiencing
a moderate amount of job satifaction after
the first saven to eight weeks of the school
yedr. This finding supports results
reported by Mundt (1991) regarding
beginning agriculturd education teachers.

The nature of the highest ranking forms of
assstance, events, and elevated dSress
levels of the beginning agricultural
education teachers of this sudy reflect
some of the usud levels of concerns,
experiences, and needs expressed by
individuals  transitioning into the
exploratory-tria and/or establishment-tria
sub-stages of their career (Super, et d.,
1957).  However, the experiences of
beginning agriculturd  education  differ
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from mos new employess. They are
responsible not only for teaching full loads
with numerous preparations like veteran
teachers, but they aso are responsible for
learning about and advisng FFA chapters
and managing a department-wide
supervised agricultural  experience
program.

1. The proportion of the beginning
agriculturd educeation teachers enrolled in
a beginning teacher assstance program
sponsored by their local school district was
low compaed to what most beginning
teachers from across the United States are
experiencing. Thirty seven percent of the
beginning agriculture teachers in this study
were involved in a beginning teacher
assgance program sponsored by ther
locd school didrict. This is higher than
the 25% reported by Heath-Camp and
Camp (1992), but lower than the 65%
reported by the U.S. Department of
Education (1999).

8. The beginning teachers invested over 50
hours per week teaching, preparing to
teech and other teaching roles, working
with the FFA, and supervising the
supervised agriculture experience (SAE)
programs of the students. The mgority of
the time was spent preparing for and
teaching class, however, less than two
hours per week was devoted to working
with the supervised agriculturd education

program.
Implications and Recommendations

The findings and conclusons of this study
have implications for the teacher education
programs of the inditutions that prepare beginning
teachers, date agriculturd education supervisory
staff, professional organizations, school
adminigrators of beginning agriculturd  education
teachers, and the Minnesota Agricultural

Vol. 41 Issue 4, 2000



Education Teacher Induction Program (TIP).
Fra of dl, the findings of the study should be
used to guide the in-service education needs of the
paticipants of the sudy. The highest ranking
desred forms of assistance and maor events
should serve as guiding principles of subsequent
in-service activities. Second, teacher educators
and pre-service teachers from the teacher
education programs represented by graduates
participating in this sudy may find the results very
ussful in identifying some of the mogt important
needs ofbeginning agriculturd education teachers.

Pre-service teachers may benefit greatly by
discussons and exercises that teach them how to
maximize the podtive and minimize the negdive
impact of the sdected forms of assstance and
events. For example, pre-service teachers can be
taught specificdly how to properly enlig the
support of parents, sdect and obtain ingtructiona
materials, books, supplies and equipment; use
planning time available before the gart of schoal,
and; interact with and recelve timely feedback and
evadudion from ther principds. Likewise, pre-
sarvice teachers need to be able to identify,
understand, and know how to navigate through
various stages of their vocationd development as
they progress through their working careers
(Super, et d., 1957). Third, local school
principas, professond organizations, TIP leaders,
and agriculturd education date daff need to be
mindful of the forms of assgtance that impact the
teaching experience of the beginning agricultura
education teachers. They need to be involved in
meseting the needs of the beginning teechers by
supporting and offering access to programmeatic
teacher induction in-service activities and
programs (Heath-Camp, Camp, Adams-Casmus,
Tdbert, & Barber, 1992).

Parental support was one of the events that
had a mgor impact on the beginning teachers in
this sudy. The data dso reveded that beginning
agricultural educetion teachers invested an average
of 1.3 5 and 6.8 hours per week, respectively,
working with the students and their supervised
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agricultural experience programs and the FFA.
Additiond time working with the dudents may
increase the number of opportunities to secure the
cooperation and support of the parents. Pre-
sarvice teacher education and TIP partners need to
take time to assist pre-service teachers in
developing effective draegies for implementing
quaity supervised agriculture programs and FFA
chapters.

Researchers need to continue to explore
how the nature, impact, and occurrence of desired
forms of assstance and the events experienced by
beginning teachers of agriculturd educetion differ
or reman the same with additiond cohorts of
agricultural  education teachers. Since it takes a
community of professonas to prepare individuas
to become fully inducted teschers, the views of
teachers, principals, mentors, professional
organizetion leaders, and date daff regarding
effective forms of assistance should be
investigated. Researchers dso need to explore the
relationship between job dress, satisfaction, and
the impact and occurrence of sdected forms of
assstance and the teaching events experienced by
the beginning agriculturd education teachers. And
findly, concurrent with these efforts, researchers
need to determine if the nature and scope of the
forms of assdance and events change as the
beginning agricultura education teachers progress
through the steps of various models of the
induction process (Furlong and Maynard, 1995;
Waters, 1988; Ryan, 1986).
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