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Preface

The Educationd Priorities Pand (EPP) isa codition of 26 civic and parent organizations which
advocates for the needs of children in the largest public school system in the nation through the
monitoring of administrative and budget practices of the New Y ork City Public Schoals. In
order to accomplish this, EPP conducts monitoring studies, analyzes fisca and other data, and
disseminates its findings through reports and conferences.

A long-range god of the organizational members of the Educationa Priorities Panel, one that
continues to shape the codition’s day-to-day activities and policies, isto eiminate the gap
between the academic achievement levels of New Y ork City public school students and public
school studentsin the rest of the state. Thereis ample research showing that schools serving
large numbers of children from low-income communities and children whose home language is
not English face additiond ingtructiona chalengesin helping their sudents perform at grade leve
or above. A key drategy in closng this“achievement gep” is to improve the capabilities of the
public schools' teaching force. The New Y ork City Board of Education’s recruitment, hiring,
certification, and teacher-training practices can either contribute to or hinder efforts to attract
and retain highly skilled and dedicated teachers.

This study carries forward previous work of EPP that was published in a 1987 report, “A
Teacher for the Apple” This study found that in order to secure aNew Y ork City teacher’s
license in agiven subject area, teachers often had to wait five years for an exam to be offered
and then wait up to a year to find out whether they had passed the exam. This documentation of
the inefficiencies of the Board of Examiners' licensing system contributed to its imination by the
State Legidature in 1990. The legidation abolishing this independent agency aso created anew
teacher licensng system, the Office of Recruitment, Professiona Assessment and Licensing
(ORPAL), to be administered by the New Y ork City Board of Educetion.

In the spring of 1991, EPP began the monitoring study reported here. The objective of this
sudy was to identify possible problems in the retention of teachers after their first year of
employment by the New Y ork City public school system. EPP conducted interviews with firgt-
year teachers, one group in the spring of 1991, and another two years later. In 1999, we
interviewed 24 new teachers and an additiona 11 individuas who unsuccessfully sought
teaching positions. In 1993 we interviewed 21 new teachers and 15 individuals who were
unable to find teaching positions. Findings from both sets of interviews, supplemented by
information obtained from Board of Education and Community School Didtrict officiasin 1994,
areincluded in this report.*

In many respects, the 1990 school year was the worst year to study new teachers. It was anew
teacher’ s nightmare. Taking effect in the middle of the school year, the new system for City
licensang was in a gate of trangtion and confusion under the adminigtration of an understaffed
and overwhelmed Office of Recruitment, Professona Assessment and Licensing (ORPAL). At



the same time, the Board of Education had changed the names, titles and requirements for
uncertified teachers, and the usuad sources of information -school secretaries, assistant
principas, principals, UFT chapter chairs, and superintendents -were unfamiliar with the new
system. Also, State teacher certification requirements had changed the year before.

In addition to uncertainty over changesin testing and certification, mid-year budget cuts made
many of those who were interviewed wonder if they would have ajob in the next school year.
Consequently, many of the new teachers contacted in 1991 were angry and worried.

The new teachersin 1992-93 were far less confused about the licensing system and less
worried about budget cuts. In the third year of the new ORPAL system and new titles and
requirements for uncertified teachers, written information on licensng was available and new
teachers could get reliable and uniform information about procedures from centrd, union,
digtrict, and school gtaff. There are, however, many smilaritiesin the experiences of both the
1990-91 and 1992-93 groups of new teachers whom we interviewed that point to the need to
make mgjor reforms in the way that teachers are trained, recruited, and licensed.

This report iswritten so that new teachers speak for themsalves and, whenever possible, their
answers are quoted. However, we recognize thet these teachers and their unsuccesstul
counterparts do not represent al the experiences of the more than 3,000 of their colleagues who
were hired during each of the two study years. Rather, their answers are intended to be
illudtrative of fird-year teaching experiences when combined with information from other
SOUrces.

To protect their confidentidity, the names of respondents are fictitious, and neither their schools
nor school digtricts are identified. To improve readability of the report, some of respondents
answers have been edited to eiminate some of the jargon.

The Educationd Priorities Panel would like to thank @l of the respondents for their cooperation

and assistance, and the New Y ork City Board of Education for providing the requested
information and statistics.

Summary of Findings and Recommendations

This monitoring project was undertaken to contribute to the understanding of teacher
recruitment and retention problemsin New Y ork City, a city which has the highest teacher
turnover rate in the State, in which 14 percent of teachers are not certified, and where the least
experienced and most uncertified teachers are assgned to students who are most at risk of not
graduating.



The report presents findings of the monitoring study thet examined hiring, licensaing, and teeching
experiences, professond development and support, and attitudes about teaching through the
eyes of fird-year teachersin the New Y ork City Public Schools as well as some of their
colleagues who were unable to secure a teaching position. Two groups of new teachers were
interviewed. The first group of 24 new teachers and 11 unemployed teachers was interviewed in
the spring of 1991. A second group of 21 new teachers and 15 unemployed teachers was
interviewed in the spring of 1993.

This study’ s findings were updated in 1994 with interviews with officids at the centra Board of
Education and community school digtricts as well as a series of teststo gauge the leve of
difficulty that an individua interested in becoming a teacher would have in obtaining information
from the Office of Recruitment, Professona Assessment and Licensing.

Hiring, Assgnment, and Licensing

New York City's daborate and rigid forma procedures for the hiring of new teachers do not
alow schooal principals to make many decisons. On paper, licensed teachers are to be
randomly assigned to schools from the Board of Educeation’s central office and principas have
the opportunity to rgect the first two agpplicants but must accept the third (thisis called the “rule
of threg”’). But just about al the new teachersin this study and in our 1987 study, “A Teacher
for the Apple,” were actualy hired by principas through a much more informal process. Most
respondents obtained their teaching position through someone they knew in aschool or digtrict
or because they were dready known to the school through their experience as a student
teacher, paragprofessiond, or substitute teacher. Severd new teachers described having to
condantly vigt or write alarge number of schoolsto learn if there was a vacancy. Once hired,
they completed their Sate and city teacher licensing requirements. Only afew new teachersin
1991 and none in 1993 had been assigned a position through the efforts of the Office of
Recruitment.

Centrd assgnment of teachersis defended as a means of placing teachers in hard-to- Saff
schools and as ameans of ensuring teacher diversity. Neither objective is being met by this
centralized process. Most hard-to-gtaff schools do their own hiring through the informd
network without many candidates knowing of openings. Teachers of color tend to have fewer
contactsin thisinforma network so they are a a disadvantage in finding job openings. A more
open information system coupled with the expansion of programsto help paraprofessonas get
degrees could sgnificantly increase the diverdity of the teaching force.

Schoal principas, in actudity, made the mgority of hiring decisons through this informal
process, but they had to hire unlicensed teachersin order to have a say asto whom they could
hire. A New Y ork City principal cannot post a vacancy in ateaching position and then proceed
to interview licensad teachers who might be interested in the position. A formaly announced
teacher vacancy would mean that the position has to be filled through assgnment by the centra
office of the Board of Education with only two opportunities by the principa to regect the three
licensed teachers assigned to her/him.



State Education Department officias have described a very different hiring process in most
other schoal digrictsin the State, especidly those digtricts that are well run: (1) Thereisapublic
natice of ateaching position opening, usudly in the community’ s newspapers and possibly in
TheNew York Times, (2) the superintendent of the district ensures that the process a the
school-ste level has been fair and that alarge number of applications have been received; and
(3) interviews of gpplicants and ultimate sdlection of the person to fill the position of the teacher
are done by the principa aone or in conjunction with a school team made up of teachers and
parents. In other words, there is maximum flexibility at the school-gte levd, but thereisaso
supervison and monitoring of the process by the district superintendent. This process alows for
the sdlection of the most qudified individua among alarge pool of gpplicants. In order to be
hired, candidates have to hold a state teacher license, on ether a provisiona or permanent
basis.

New teachersin 1993 had a better understanding of State and City certificate requirements than
did the teachers interviewed in 1991. Although teachers views of the licensing process and the
information and treatment they received by the Board of Education while gpplying for alicense
had improved over thistime period, in 1993 about half of the new teachers il voiced
complaints. Frugtrations were directed exclusvely to the Board of Education, none toward the
State Education Department.

In an attempt to verify the new teachers treatment by the Board of Education, EPP staff tried to
obtain information on requirements and procedures in five different personnd Stuations. The
fictitious scenarios included: (1) an out- of-state licensed math teacher who had just moved to
New York City; (2) aparochia school teacher with a New Y ork State permanent certificate;
(3) aCUNY senior mgjoring in speech and education who wanted to become a specia
education speech teacher; (4) ateacher who last taught in the city system five years ago; and,
(5) aNew York City school teacher asking about how to obtain credit for teaching out-of-
date. EPP staff caled the Board 15 times, at different times of the day and days of the week,
and succeeded in speaking with someone less than one-third of the time. Mogt of the time, the
cdler was trandferred from the main switchboard to some extension that was never answered.
Not only isthis poor treatment, which wastes everyon€e stime, as new recruits must make more
trips than necessary to 65 Court Street, it may aso turn away potentia teachers from
considering a career in the New Y ork City Public Schools.

The mgority of new teachersreied on information from the Board of Education, though a
minority of our sample was asssted by their college. If the Board of Education remains the
magor source of information on licensing, the ability to respond to phone inquiries must be
improved.

Many of the new teachers had experience teaching in other countries, or had obtained or were
working on ameaster’ s degree. Recent college graduates had bachelor’ s degrees in education.
For many, teaching was a second career and they brought experiences from avariety of fields.



Recommendations:

#1. Eliminate the Office of Recruitment, Professional Assessment and
Licensing.

#2: Eliminate central assignment of licensed teachers.

#3.  Allow school-site hiring of teachers by school-based teams.

#4: Expand pilot new teacher recruitment effortsto additional har d-to-staff
districts.

#5.  Createa clearinghouse of information at 65 Court Street on openingsin
teaching positions throughout the school system.

#6: Expand incentive programs to enable par aprofessionals to become
certified teachers.

First Year Classroom, Peer Support, and Staff Development Experience

Classroom management, time management, and lesson planning were cited by the new teachers
asther greatest problems during their first year. Student behavior was dso mentioned as a
problem, by foreign-born teachersin particular. Asfor positive experiences, new teachers
satifactions centered around gratification derived from teaching and from the children and from
the support received from their colleagues.

Many teachers spent significant sums of their own money on supplies and some reported
problems with ordering supplies from the Teacher’ s Choice program. Some new teachers
reported a shortage of textbooks for their students and relied heavily on eaborate arrangements
for making photocopies of indructional materias.

The response of new teachers to the informa assstance they received from more experienced
teachers, from their supervisors, and their attendance at the New Teacher Orientation
Conference were strong and extremely positive. Support from fellow teachers was both
professondly and personally important to the new teachers.

Staff development opportunities ranged from noneto very little to alot. Courses most frequently
mentioned as helpful were multiculturalism, English as a Second Language, and specid
education. Among the recommendations made by the new teachers were that training should be
geared to their level of experience, with teachers having an education degree receiving training
separate from others, meetings should be scheduled to review paperwork requirements; there
should be opportunities for new teachers to observe experienced teachers prior to taking over
their own classes.

Few of the teachers were assigned mentors through the Teacher Mentor Program and their
judgement of its effectiveness was mixed. Some found it helpful, others did not.



Although the New Teacher Orientation Conference was praised, many respondents noted that
time congtraints prevented them from attending the subsequent required workshops.

Recommendations:

#7 I mprove the experiences of new teachersthrough professional
development, mentor opportunities, meetings with district
adminigrators, and the provison of adequate supplies.

#3.  Target schoolswith a high number of vacancies and successive waves of
new, inexperienced teachersfor intensive staff development geared to
new teachers and to improving school administration.

#9: Monitor and support new teachersto ensurethat they complete
certification requirements.

College Preparation

Respondents were divided in their opinions about their college education courses or their

current studies, however, most viewed their sudent teaching experience in a positive light. Some
respondents believed their coursework did not prepare them for the real world of teaching.
They fdt that the courses were too theoretical and not revant to the redity of teaching in
difficult Stuations.

Recommendations:
#10. Collaboratewith CUNY to provide college education majorswith
classroom experience beginning in their freshman year.

Why Did They Come.... Will They Stay?

Teachers cited the economic benefits of teaching in New Y ork City public schools aswell as
dtruigtic motives. In generd, there was a strong positive identification with public education.
Y ounger teachers believed the sdary level to be adequate; older and second-career teachers
noted the inadequacy, compared to what they made in previous jobs.

While new teachersin 1991, in the midst of budget cuts and layoffs, expressed great uncertainty
over their future in teaching, new teachers in 1993 voiced a strong commitment to continue
teaching in the following year and in the next five years -- many planned to remain in their
current schools.

I ntr oduction

The purpose of this monitoring study was to examine issues critical to the successful recruitment
and retention of teachers in the post-Board of Examiners era, through the eyes of new teachers
and their colleagues who were not successful in finding ajob. Theseissues are: hiring, licenaing,



firg-year teaching experiences, professona development and support before and during their
fird year, prior training, and attitudes about teaching in the City’ s public schools.

The New Y ork City Board of Education has maintained an eaborate formad hiring system with
time consuming procedures for teacher certification and licensing. Substantia resources are
devoted to maintaining this system despite the fact that most teachers are hired through an
informal system. Once hired, resources sufficient to support new teachers professondly are not
available.

EPP s report, “ A Teacher for the Apple,” published in 1987, helped to eiminate afar worse
system -- the New Y ork City Board of Examiners. Severd years later, there have been
sgnificant improvements at the Board of Education and interviews with Board of Education
officdsin 1994 identified the beginnings of mode initiatives in teacher education and
preparation and in teacher recruitment. EPP believes these initiatives should be sustained and
implemented throughout the system. However, asis discussed in the section on findings and
recommendations, none of them depend on the continuation of the Board' s Office of
Recruitment, Professonal Assessment and Licensing (ORPAL).

Background

Recruitment and retention of teachers have been issues of concern not only in New York City
but dso across the nation, especidly in urban school systems, for the last two decades.
Ironically, during this same period, adecline in the student population across the country has led
to fewer job openings for teachers in many suburban areas. The average age for teachersin
Connecticut, Massachusetts and in some New Y ork City suburbsis now over 40 years, and
someindividuas who are fully licensed to teach can only find employment in schools as
paraprofessionds.

Recruitment and retention remain important, however, because we need the best-qualified
teaching force in our schools and because of issues related to competing opportunities and long-
term commitment to the professon. Thisis a particularly American problem, non-exigent in
many comparable nations, rooted in the vadlly larger system of ementary public education in
the United States in the 19th century. Even before the Civil War, primary schoolsin large cities
began to serve ahuge influx of immigrants with no increase in their tax base. School boards
addressed this problem by feminizing their primary school teaching force -- and paying femde
teachers half the wages of maes. A century later, as professiona opportunities for women
expanded in the 1970s and as women remained in the workforce after marriage and childbirth,
the low status, and low pay, of teachers emerged as an issue.

Prior to this, however, another transformation had taken place as aresult of urban migration
patterns and changes brought about by the Supreme Court’ s desegregation decison in Brown
v. Board of Education in 1954. After World War 11, large numbers of Puerto Ricans and
southern blacks moved to northern cities. By the mid- 70s, their children made up the mgority of
the school population in large urban aress.



Ironicdly, a atime of urban concentration of black public school students, black educators
were losing positionsin public school systems. Between 1964 and 1970, the consolidation of
formerly race-segregated school systems in the South led to a disproportionate decrease in the
number of black educators. Testimony before the United States Senate reved s that
desegregation resulted in the termination of 90 percent of black principasin Kentucky and
Arkansas, 77 percent in South Carolina and Tennessee, 50 percent in Georgia, 78 percent in
Virginia, 30 percent in Maryland, 80 percent in Alabama, and 96 percent in North Carolina. It
is estimated that desegregation displaced more than 31,000 black teachers in southern and
border states”

By the 1970’ sthere were far fewer black principas and teachers than before the Brown v.
Board of Education decison and, in many northern school systems like New Y ork City, where
there had never been large numbers of black teachers, no sizeable increases occurred. A far
more racidly diverse student population was being taught by alargely white teeching staff. A
quarter of a century later, teachersin New Y ork City remain overwhemingly white.

Within this context, there is no contradiction between the need to recruit and retain new
teachers and the decreasing need for new teachers overall. Thered issueis not the pressing
need to fill vacant teaching positions, because applicants outnumber openings, but how to attract
tdented and committed individuds -- women, African Americans, Hispanics and Asans -- who
now have access to many more professions other than teaching.

The problem of integrating the teaching staff by race is particularly sdient in New York City,
even though the New Y ork City school didtrict is doing congderably better than other urban
digrictsin the State. One-third of classroom teachers are from minority groups (20 percent
black, 11 percent Hispanic, 2 percent Asian). All the other large city school digtricts, with a
student population nearly two-thirds minority, have ateaching staff that is only 18 percent
minority.® The current formal hiring, assignment, and licensing process does not help hard-to-
gaff schools find quaified candidates nor help minority teachers locate job openings. In
addition, loca school adminigtrators can avoid responsbility for the hiring decisions they make
largely because when they do hire, they do so “informaly.”

Another factor contributing to the lack of a sgnificant increase in the diversty of the teaching
workforce in New Y ork City public schools has to do with unequa educationa opportunities
offered to African- American and Latino students in the schools. Fewer blacks, Hispanics, and
other minority groups are awarded bachelor’ s degrees in education from the CUNY system
than would be expected based on demographics. A study of CUNY enrollees entering from
New York City high schools found alarge disparity in the high school preparation of white and
minority students. Twice as many white as black and Hispanic CUNY students completed 15
or more academic units in high school, prior to enrolling in CUNY .*



Besdesintegration of the teaching force, New Y ork City has other recruitment and retention
problems, evident in avariety of statistics published in a State Education Department” report on
the 1992-93 schooal year, the latest statistics available, which found that:

New Y ork City hasthe highest teacher turnover rate in the State (13 percent),
approximately twice as high as the other four highest school digtricts (6 percent).

Fourteen percent of New Y ork City’s teachers are not certified compared with
about Sx percent in the rest of the State’ s Big Five school digtricts (Buffao,
Rochester, Syracuse and Y onkers) and eight percent in the rest of the State. (In the
1992-93 schoal year, out of 4,725 new teachers hired by New Y ork City Board of
Education, only 459, or 10 percent, were fully licensed when they began teaching.)®

High rates of teacher turnover and large numbers of uncertified teachers are
concentrated in community school digtricts in the poorest nelghborhoods, serving
sudentswho are at greatest risk of not completing school. Community school
districts 3, 4, 5, 7, 9, 13, 16, and 30 had annual turnover rates of 17 percent or
higher. Among these didricts, the lowest rate of uncertified teachers (not holding
ether a permanent or provisond license or teaching a subject for which they hold
no license) is 12 percent, the highest is 18 percent.

One out of seven teachersin New Y ork City has less than five years seniority,
again, the highest proportion of any school didtrict in the State.

Recommendations

Theinterviews and the supporting information obtained by EPP lead to the conclusion
that, in order to improve the system’s ability to retain new teachers, thesystem must
shift from arequirements-based policy to a support-based policy. I nstead of devoting
scar ce resour ces to the maintenance of a duplicative credentialing system, and then
watching teacher sleave the system in frustration, resour ces should be allocated to the
professional development and support of new teachers so that they become excellent
teachers committed to teaching in the New York City public schools.

EPP makes the following recommendetions:
Recommendation #1: Eliminate the Office of Recruitment, Professional

Assessment and Licensing. Rely solely on state
certification.



In dl parts of the State outside of New Y ork City and Buffalo, new teachers must only meet
State requirements for temporary or permanent certification. In New Y ork City, teacher
licensng requirements were established in the 19th century, at atime when the State had no
gandards. Asthe State implemented standards and improved upon them, City requirements
have become increasingly unnecessary.

ORPAL’ s existence has been judtified by the need to create a citywide list of qudified
prospective teachers or appointees based on passing an oral test, and to assign them to
positions on a citywide basis. Y &, the haf hour ora examination given by ORPAL isnot a
performance-based assessment of an individud’ s ability to teach in front of a classroom of
children. It is merely another bureaucratic hurdle that new teachers face, and that few fall.
According to the Board' s Satistics, 88 percent of the candidates passed the oral tests givenin
the spring of 1994; 94 percent passed the tests in the fall of 1993.

Severd of the new teachers who were interviewed commented on the irony of having to meet a
multitude of paper credentids when they could observe that some of their fellow teachers
“should not be in aclassroom with children.” The god of improved professondism and
indructiona effectivenessis not served by aduplicative, and cogtly, City licensing system for
teachers. What should remain isamuch smaller centra office to help facilitate recruitment. (See
Recommendation #4.)

Recommendation #2: Eliminate central assignment of licensed teachers.

EPP sinterviews indicated that new teachers commonly learned about teaching positions
through persona contacts -- rdatives who teach in schools, sudent teaching assgnments, pre-
exiging familiarity with a particular schoal -- not through the formal central assgnment process.
Nor has the central assgnment of teachers by the Board of Education been effective in placing
certified teachersin hard-to-gtaff didricts. If the proportion of certified teachers in hard-to- gaff
digrictsis any indicator, it showsthe Board' s past lack of successin thisarea.

Strong recruitment efforts combined with professond support during ateacher’ sfirst year, as
described below in Recommendation #4, will do more for hard-to-staff digtricts than central
assgnment.

Recommendation #3: Allow school-site hiring of teachers by school-based
teams, using a process to select the most qualified
candidate from alarge pool of applicantsincluding
minority applicants.

School-based teams, including the principa, teachers, and parents, should be alowed and
encouraged to hire teachers usng a uniform, highly public process to select the best possible
candidate for an opening from aslarge a pool of applicants, including minority applicants, as
possible. This could be modeed after the C-30 process used for the salection of school



adminigtrators, which requires posting of the opening and documentation of a diverse candidate
pool. Specific openings in agiven school should be advertised in newspapers. In community
school digtricts where patronage hiring has been a problem, the centrd office of the Board of
Education should be responsible for coordinating digtrict recruitment efforts, advertising teacher
openings at specific schools, maintaining responses, and having representatives present at dl
hiring interviews.

Recommendation #4: Expand pilot new teacher recruitment effortsto additional
hard-to-staff districts.

With the dimination of ORPAL and centrd assgnment, the Centrd Board of Education should
shift its purpose to recruitment, expanding pilot programsin collaboration with digtricts. The
gpparent success of one recent initiative offers some promise. In 1993, collaboration between
Community School Didrict 23, a hard-to-gaff district with ahigh proportion of uncertified
teachers (53 percent in 1994), and the recruitment arm of ORPAL resulted in atargeted joint
recruitment effort a area colleges and universities. Potentid teachers attended a district open
house and met with principals. ORPAL facilitated candidate licensure prior to September.
Recruits, who were paid stipends, attended a five-week summer academy that included
observation and internship in summer schooal.

Seventy teachers went through the program the first year and the mgjority were hired. The
Didrict reports that few have left while, normdly, haf of their new teachers leave after the first
year. The program was continued in Digtrict 23 on asmdler scalein 1994 and the didrict plans
to continue this gpproach but depends on the availahility of staff development funds and State
grants, neither of which is certain in the current climate of cutbacks. Unfortunately, plansto
implement an insarvice after-school program were abandoned for lack of funds.

ORPAL expanded the college outreach component of the program to three additiona hard-to-
gaff community school digricts and a high school superintendency, but without replicating
Didrict 23's summer academy.

The Board of Educeation aso should digtribute information on teacher certification requirements
to CUNY and other area colleges early on to ensure that students have accessto this
information once they have chosen education as amajor. Several new teachers interviewed
expressed exasperation at the lack of information they received in college about the
requirements they had to meet to be licensed before they sought employment.

Recommendation #5: Create a clearinghouse of information at 65 Court Street
on openingsin teaching positions throughout the school
system.



Despite improvements in handling inquiries, large numbers of individuas ill have difficulty in
getting accurate information over the phone on procedures. Worse, thereis no information
available at 65 Court Street on where openings in teaching positions exist.

There should be a centrd clearinghouse where applicants can pick up information on how to
become a teacher and where job openings are. In addition, the Board of Education could
advertise in newspapers, S0 that schools get large numbers of resumesto review.

Recommendation #6: Expand incentive programs to enable par apr ofessonals
to become certified teachers.

Pargprofessionas are an obvious group to target in the development of potentid teachers. They
are dready working in schoals, directly with children, and many come from the communitiesin
which they serve. The Board of Education should expand current scholarship programs and
other incentives so that larger numbers of pargprofessonas can upgrade their skills and become
licensed teachers. Although the current fisca crigis has thinned their ranks, the Board can il
recruit from among former paraprofessonals to meet future teaching personnd needs. Thisaso
would ad in achieving a more diverse pedagogica saff and meet affirmative action gods.

Recommendation #7- I mprove the experiences of new teachersthrough an
early support system including such measuresas.
- professional development;
mentor opportunities;
meetings with district administrators,
the provision of adequate supplies.

A past Board of Education’s Task Force on Professondism stated, “In the critical first years of
learning, the new employee can quickly gain increased skill and competence it supported or turn
inward and become defensive. If the large numbers of new teachers who will be coming into the
system are not provided with early support and positive learning experiences, we will lose the
opportunity to build a strong, competert, committed, and professional teaching corps.”’

Teaching classes of the neediest sudents in the poorest performing schools in the poorest
digtrictswill continue to be a means of entry into the public education system for many new
teachers, but these schools will continue to experience high turnover if supports for teechers are
not in place.

The good news that we learned from this monitoring project is that there was surprising
uniformity among al respondents about the positive support they had received from other
teachers and the vaue of the annua New Teacher Conference. These were universa
experiencesin our small respondent group of new teachers -- obvioudy, some things worked
and they tended to work for an overwhelming mgority of new teachers. But this was followed
by adisurbing fal-off of pogtive reports about what was hel pful.



For some new teachers, some workshops were worthwhile, some schools and digtricts
extended a hdping hand, and some gave them the skills and understanding they needed for thelr
careers. One reported that, once aweek, her school sets aside time at the end of the day for
teachersto meet. A lucky few felt they had good staff development programs, caring
supervisors, and vauable academic training in combination. Their experiences are proof that
good teacher preparation is not an unobtainable idedl.

The sad redlity, however, isthat the vast mgority of respondents felt alack in some aspect of
teacher preparation, and an unlucky few fdt they had not been helped by any one individua or
indtitution other than informal assistance from fellow teechers.

Progressin the area of teacher preparation and support will, in the future, create a corps of new
teachers who fed as positively about their college and graduate education and the workshops
they attended as they do now about peer support and a preservice conference. We know that
good academic preparation and staff development are not magic dixirs that guarantee that
individuas who receive this preparation will be good or even adequate teachers. Given our
interview format, we had no way of ascertaining through observation whether the lucky few that
had good college preparation, supportive administrators and meaningful training were better
than those without this preparation. On the other hand, the lack of widespread effort and
sugtained investment by the Board of Education in influencing academic teacher preparation and
in encouraging school and district administrators to devel op support systems for new teachers
gandsin contrast to the enormous effort and investment that the Board of Education makesin
maintaining a duplicative City certification process.

From the new teechers perspective, they are given little support in their actua teaching duties,
but forced into atime consuming and frustrating credentiding process. What they want isto
become more competent classroom teachers as soon as possible.

Professional Development

Only one of the teachersinterviewed reported being alowed to observe other teachers
conducting classes for one week prior to the beginning of her assgnment. This one-week
introduction to a variety of teaching and classroom management styles could cost upwards of
three million dollarsif implemented for the entire public school system, but it would be
preferable to thrusting new teachers, many with no academic training or prior teaching
experience, into classrooms with 25 to 35 children.

Introductions to a variety of peerswithin the first week and the assgnment of a“buddy” teacher
also woud accelerate the informal peer support system that is so critical for new teachers.
These protocols are followed in some schools. While stage fright will afflict most new teechers,
the current “sink-or-swim” attitude of some school administrators makes the first few days of



teaching more terrifying than necessary and subjects students to a serious lack of even the most
basic teacher preparation.

Mentor Opportunities

Without exception, peer support stands out as the most crucid form of assstance available to
teachers new to the classroom. Counselors caseworkers and neighboring classroom teachers
pitched in to help the new arrivals with classroom management and lesson planning.

The Teacher Mentor program which assigned more experienced or retired teachersto
individuas without classroom teaching experience and which formalized peer support and
hands-on demondtration techniques was largely suspended by the time the interviews were
begun in 1991. In the 1992-93 school year, a more limited Teacher Mentor program was re-
established using teachers only, rather than retirees. However, the number of new teachers
interviewed who expressed dissatisfaction with this program suggests that more attention should
be paid to the assgnment and training of mentors.

In 1993-94, under the Mentor Teacher Internship Program, newly hired Provisond
Preparatory Teachers (PPTs) who have not completed elther student teaching or the required
number of education credits for provisond certification, and PPTs hired the year before who
didn’'t have mentors, were to be assgned them. Mentoring activities would include
demondtration lessons, intervisitations, and conferences. An after-school component would give
interns the opportunity to complete atuition-free three-credit graduate course.

To be successful, this recongtituted program should ensure that mentors are selected on the
basis of their magtery of teaching skills and their ability to facilitate a successful mentor-intern
relationship, not on the basis of seniority or favoritiam.

Mesetings with District Administrators

Didtricts should provide basic employment-related information on licensing and paperwork
requirements as well as new teacher professond development. Didtricts should offer different
levels of professond training that fit the range of new teachers backgrounds so as not to cregte
yet another meaningless, pro forma requirement for the more experienced and credentialed new
teacher whom the public school system istrying to retain. Both in EPP sinterviews and in
surveys conducted by the United Federation of Teachers, respondents complain that too
frequently al new teachers are “lumped” together and recaive the lowest level of basic training
even though their backgrounds may range from a bachelor’ s degree with no coursesin
education to a master’ s degree in education -- from no prior teaching experience to substantia
experience, epecialy in other countries.

Specid education teachers (in 1991) seemed particularly overwhelmed with paperwork, having
received little formd ingtruction on how to complete forms and Individual Education Plans



(1.E.P.s). Adequate briefing on personnel and procedures should reduce the frustration level of
these new teachers.

The Provision of Adequate Supplies

The unavailability of supplies for new teachers through the Teachers Choice program, because
of the lag from order to receipt, is an obvious problem. The larger problem, however, isthe
scarcity of suppliesin many schools. New teachers, as well as those with more seniority, must
gpend sgnificant amounts of their own funds to equip their classroom, a phenomenon unheard of
in other professions. Professiond teachers require the tools with which to practice their
profession.

Recommendation #8: Target schools with ahigh number of vacancies and successive waves of
new, inexperienced teachers for intensve staff development geared to new teachers and
improving school adminigration.

There needs to be, findly, a commitment by the Board of Education to make the first year of
teaching less punitive by creeting early support systems. More than that, schools with ahigh
number of vacancies and thus successive waves of new, inexperienced teachers, must be
targeted for intensive staff development geared to new teacher retention.

Recommendation #9: Monitor and support new teachersto ensurethat they
complete certification requirements.

Teachers hired after March 1986 are mandated to follow-up their attendance at the New
Teacher Conference with 18 hours of workshops. Severd respondents indicated that they could
not find time to attend them in between their teaching job, university coursawork for
certification, and family responghbilities. With attention freed from operation of its own licensing
process, the Board should ensure that new teachers fulfill these and other state professiona
development mandates within the required time period and by offering more opportunities,
perhaps in the community school digtricts, for professiond development.

Recommendation #10: Coallaboratewith CUNY to provide college education
majorswith classroom experience beginningin their
freshman year.

With the exception of student teaching, college courses were often cited by the new teachers we
interviewed as not being meaningful and not preparing teachers for the real world of the
classroom.

The Board of Education should collaborate with CUNY to create amode urban teacher
education and training program, which includes ateaching practicum starting from the freshman
year. Like medica education, teachers should have more opportunities to observe mode



teachers, be exposed to different age groups and subject aress, take part in “hands on”
internships, and be better prepared prior to taking on their first teaching assgnment.

L ooking to the Future

Whether New Y ork City teacherswill turn to other occupations is not particularly urgent in the
current economy. If the school population of the surrounding suburbs continues to decrease, the
issue of whether New Y ork City teachers will seek jobsin these areasis dso less Sgnificant for
the near future.

Currently, the New Y ork City public school system has a competitive edge over surrounding
sysemsin that it has job openings. It has a competitive edge over the nonpublic school systems
in thet it offers better salaries and benefits. The Board of Education aso has awindow of
opportunity during the next few yearsto atract tdented individuas who a other times might not
consider teaching as an occupation. If support is provided to these new entrants, the quality of
teaching in the New Y ork City public school system could be improved and, if the sdaries
continue to be competitive, once the economy improves the mgority may chooseto remanin
the system.

Resources and strategies should be deployed to create stability in high staff turnover schools so
that, over time, the children in those schools will benefit from more experienced and more
confident teachers who aso have a more positive attitude towards the school and higher
expectations for the sudents.

The commitment of teachersto public education in generd and to the specific schoolsin which
they were teaching was much stronger in 1993 than two years before. These new teachers
expressed thelr intention of continuing to teach in the New Y ork City public schools. In sharp
contrast to the 1991 group, most of them planned to continue teaching for the next five years,
many in their current schools. It would be a shame, and detrimenta to the future of our children,
to lose their commitment.

Hiring, Assgnment, and Licensing:
| Heard It Through the Grapevine

Persistence, luck, and ties to people dready in the school system till appeared to be major
factors for most of the teachers who found positions in the New Y ork City public school
sysem.

Respondents were asked, “What mechanisms did you use (hiring hals, callsto centra, digtrict
offices, individua schools, persond contacts or friends and rdlatives) to find your position?’
Only aminority of theintervieweesin 1991 had rdlied on the Office of Professona Recruitment
and been successful. None of those interviewed in 1993 had taken this route.



A mgority of those interviewed in 1993 were employed directly by a school, without the
assistance of centrd or adigtrict office. Some of the new teachers were sure that their
gpplication to a community school district had resulted in their being sent to the school that
offered them a job.

Thisisin sharp contrast with hiring practicesin most of the State’ s school ditricts, where
teacher positions are widely publicized in newspapers in order to attract the largest pool of
quaified applicants and where the superintendent has the responghility for ensuring that alarge
number of gpplicants are consdered and that the selection processisafair one.

The Informal Network

The interviews reveded that it helpsto have ardative or friend in aschool or to be on the
school premises. Although studies of how Americans actudly get jobs find that informd
methods are used with greater success than forma mechanisms (replying to help wanted ads,
aoplying for civil service pogtions, cold calsto employers), it is il striking how often these
new teachers succeeded in obtaining a postion through a close rlative, atip from afriend, or
by having been a subgtitute teacher, student teacher, or other school employee.

Nearly three-fourths of the respondents obtained their teaching position because they knew
somebody in aschool or digtrict or were known to the school. Almost haf of these had friends
or relaives who gave them criticaly important information.

“| taught three yearsin a private school. A friend of mine who works in a district
office got me my position.”

“1 got my job through my family. My mom was a teacher. It took me one week.”

“| subbed from September to March. | subbed one or two days at eight schoolsin
District _ and mostly at the school where my sister isa teacher. In February, the
school got money for an additional reading teacher. | saw the position posted and
applied for it. None of the other teachers applied for it.”

“1 got information from girlfriends who were a year older -- | learned from their
mistakes. To get sub jobs | went around to different schools with my resume, and
they started calling. It was hard getting sub jobs in elementary schools, but not
too difficult in junior high schools. After subbing from September to February, a
vacancy came up.”

“1 couldn’t find anything, so | started subbing ten to fifteen days a month. Then a
girlfriend told me that someone was leaving her school in Brooklyn. | started
subbing there, and | got the job.”



“1 was a student teacher at __high school and a principal from another school
called my principal to ask if he knew anyone who was looking for a job. He
recommended me.”

“1 was working for the Board of Education as an administrator at 65 Court
Street. But | love children and wanted to find a way to work with them on a
steady basis. It took me the summer to find a job. | knew that student teaching
was a good way to find a job, but | applied to 15 other schools anyway. They said
they wouldn’t know until September. The school where | had student taught in the
spring had an opening, so | took it because it was secure.”

“| got ajob at the school where | student taught. | was hoping that would happen
and it did.”

“1 had lots of good contacts and experience both from my student teaching and as
apara so | could figure out my niche.”

“1 have a B.A. degreein speech and so | got a job immediately as a junior high
speech teacher. | know somebody who told me to contact a speech teacher in one
school district. When | went for an interview she told me there were no openings.
But she sent me to another supervisor in another district on the same day. That
woman hired me and placed me right away. So it took one day.”

“1 worked in a summer program hoping that the school would keep me on for the
fall. It worked.”

“ It took me two months to find my job. | started looking when | got my file
number in October and | started working in December.? A friend recommended
me to her principal to replace a colleague who went on sabbatical dueto illness.”

Here is how two other new teachers found their teaching positions and how one was
unsuccesstul.

Jane Goodens

“| got a job teaching at a high school. I’'m what’s called a trade teacher, but |
have a B.A. degree, which you really don ‘t need to start. | tried for 10 yearsto
get a position like this with the public schools. For 10 years whenever | went to
the Board of Education, | wastold | had to see a Ms. Brown before they would
allow me to fill out an application. Ms. Brown never answered my letters or phone
calls. Finally, Ms. Brown died and several trade teachersretired so my timing was
right.



“Thistime filled out the forms without any hassle. | got my certificate on Friday,
and on Saturday, the very next day, | went to the High School Fair [held in
October/ with my son. | went around to the booths and left my resume. | got two
interviews out of the Fair, and at one | was offered a position and went to work
later that week.”

Fran Ames

“To tell you the truth, my really lucky break came through waitressing. But let me
tell you, | also started early. My mother works as a teacher in the Bronx. | began
the process of getting my certificate six months before graduating from college. |
started with an interview at my mom's school, and | finished everything including
the fingerprinting before | graduated. When | was a student, | was working as a
waitress, and a woman | was waiting on told me about Citywide Special
Education, so | called up and had an interview. | was placed in a job two days
after graduation in a summer program that started July 6, as a speech teacher.
My college major was speech.”

Digna Martinez

“| was a teacher in South America before | moved to this country. I’ ve worked as
a Special Education para for three years. | finished my B.S. in bilingual education
and passed all thetests, but | failed my oral interview. It isvery hard to get an
opportunity.

“Sncel didn’'t apply for a TPD certificate, | couldn’t even look for a teaching
job, and I’'m continuing to work as a para. | passed both the Spanish and English
written tests and the Spanish oral. | don’t think | failed because of the quality of
my English, but it was my answers. He didn’t like them. My interviewer asked me
why | wanted to be a bilingual teacher and | told him | wanted to help the Spanish
children in the city. He seemed unhappy with that answer and asked me what 1’d
doif | were assigned to a school where the children were Chinese. | asked him
why they would send someone who was bilingual in Spanish to a school where the
children speak Chinese when there are so many children who speak Spanish. That
didit, | think.”

The overd| impresson from these interviews is that school adminisirators made the mgority of
hiring decisions, an impression borne out in Board of Education data

Out of 4,725 new teachers hired during the 1992-93 school year, 4,266 (90 percent) were not
fully licensed.? With some exceptions, these individuals would not be referred by Central’s
Divison of Human Resources but would be nominated by district superintendents and hired
directly by schoals.



The following table presents the number of new teachers hired each month during the 1992-93
school year.

New TeachersHired* in 1992-93 by Month

Month Hired Total Regularly Subgtitutes
Appointed

September 2,883 434 2,449
October 397 5 392
November 264 4 260
December 147 2 145
January 151 3 148
February 500 9 491
March 213 2 211
April 114 0 114
May 54 0 54

June 2 0 2
Total 4,725 459 4,266

*New hireswith no prior service.
Source: New York City Board of Education, Office of Pedagogical Personnel.

The advantage of the informa network over the forma process for school employeesisthat the
gpplicant isaknown quantity, either through direct observation or through the positive
references of another employee. The advantage of hiring new teachers who have worked asa
subgtitute or student teacher isthat the new employees should know what to expect since they
have been at the school and will not “ disappear” or quit suddenly because they don't like
teaching, school conditions, or because they can’'t handle their classes. Some school
adminigtrators want their new teachers to have served “an apprenticeship.”

There are, however, sgnificant sysem-wide disadvantages to having areatively weak forma
hiring process. Hiring decisions by school administrators may depend more on who is on hand
or who knows whom than on who is the most qudified or has the better credentias. A
candidate who isfully licensed or comes from another city or country with substantia teaching
experience may never beinterviewed in favor of the subgtitute teacher with no prior full-time
teaching experience, who may be severa years away from alicense. Competition for the most
qudified is lessened.

A forma hiring process does not, however, have to be like New Y ork City’s “rule of three’
which has the effect of limiting competition. Instead, it can be Structured to ensure competition
among alarge pool of qudified gpplicants asit isin most other schooal digtricts in the State
where there is widespread advertising of teacher openings at specific schools.




Applicants without an informal network are placed a a disadvantage over applicants who have
relatives or friends who can tell them about job openings or how the hiring system “redlly”
works. This disadvantage could be afactor in the lack of success of the Board of Education’s
efforts to hire more African- American, Latino, and Asian teachers. Informa hiring procedures
tend to replicate the racid and ethnic characterigtics of personnel aready employed by the
system, while formal hiring procedures can be structured to expand the employment
opportunities of racid and ethnic minorities.

Informal hiring procedures can aso be used by school employers to circumvent requirements
for hiring gpplicants through aforma process. Some of the reasons might be valid, such asa
desre to have maximum discretion over hiring of teachers while other, less valid, reasons, might
include areluctance to hire candidates of a certain ethnicity or race. Smilarly, informa hiring
procedures can aso be used by gpplicants to circumvent referras to largely poor and minority
digtricts or digtricts located far from their homes.

Another readily apparent disadvantage is that working as a subdtitute is alengthy and uncertain
method of securing afull-time job. Some of the unsuccessful teacher gpplicants wanted to teach
in the public school system but took positions teaching in Catholic schools, day care centers, or
remained in their school jobsin other titles because they needed a job right away and couldn’t
afford working as a substitute without the certainty of afull time, permanent postion. Of those
interviewed who had teaching positions but who took from five to sx monthsto find them, dll
had worked as substitutes.

“How Long Did It Taketo Find a Position?’

Half of the new teachers reported that they were hired right away or within, one week after they
received ther certificate. Thisis an impressive improvement over the experiences of new
teachers with B.A.s in education described in “A Teacher for the Apple’ who had to wait on
average ayear and a haf after graduation to receive the paperwork to be assgned centrdly to a
teaching position. Of course, this group includes Jane Goodens who had tried for ten yearsto
secure employment before getting her certificate as a trade teacher; Tom Eames who had
applied unsuccessfully four years previoudy as ateacher of mathematics, alicense shortage
area; and others who had worked as substitute teachers for periods of three monthsto a year.
Some new teachers had spent anywhere from one to three months looking for ajob before
securing one. Othersfindly secured full-time employment, usudly as areplacement or ina
temporary funded program, only after five or sx months of working as a subdtitute teacher or
other school employee.

The Licensing Process: A Long and Winding Road

The process of obtaining city and state teaching credentids iswell known for its complexity. Ina
recent union newspaper article, the UFT outlined the various routes to licensing in New Y ork
City, in the form of a subway map, and the state’ s teachers union, the New Y ork State United
Teachers, described the State process in the form of a board game. Termed “Riding the NYC



Licensing Subway,” the city map detailed the many stops and starts, and the fees involved, from
college education to gppointment and permanent licensure. The “New Y ork State Certification
Game’ showed many of the requirements and pitfalls on the road to state certification.™

EPP asked respondents to “ Describe your experience applying for a teaching position: How did
you get information about the process, needed qudifications, licensng, and placement?” and
“Areyou fully licensed; have you been informed about licensing procedures?” (and by whom).

These questions, dong with a separate question asking for recommendations on improving the
licensing process, produced atorrent of harsh words and emotions in the 1991 round of
interviews. By 1993, however, the process as reflected by the new teachers' reactions seemed
to have improved.

In 1991, when this topic was broached, respondents began bombarding the interviewer with
questions about when ord interviews for licensing would be scheduled and why they had not
received their TPD (Temporary Per Diem) renewdsin the mail.

In 1993, new teachers were much clearer about City licensing and State certification
requirements™ and, as a group, were more evenly divided in their reactions to their trestment by
65 Court Street. Several respondents indicated that things weren't as bad as they expected,
however, others were quite upset about their experiences.

Hereisasample of their experiences as reported in 1991
Carrie Manners

“The City license thing is holding me up. It’sreally discouraging. I’ ve had my
fingerprints taken five times and paid for it each time within this ten-month
period. What do they do with those records? | took the TPD test for regular
education and special education. | took the NTE and passed all three parts. The
National Teachers Examination is standardized test required by the Sate. | took
all my education credits. Now | have to take this City exam? I’ mwaiting for my
test to come up. And thisis the experience of someone who worked there -- people
knew me and pushed some papers through. And then they say go be a teacher!”

Rose Whachtdl

“The whole process at 65 Court Street needs to be streamlined. In addition to the
licensing, | applied for a promotional differential and had to go back again with
my transcript. That building has so many copies of my transcript -- for the TPD,
for the license, for the differential -- | had to go back with a transcript three
times. Don't they have a central records office? Don’t they make copies of the
transcript they already have? As a new teacher, | didn’t have a lot of time to



request transcripts and run them to the Board of Education. It’s ludicrous. And
it's expensive, between all the fingerprinting and the physical.”

Nancv Arndl

“Just calling 65 Court Street isa horror. Thefirst person who answers always
refers you to someone who is the wrong person. Then they refer you to the right
person. As a rule that third person is very knowledgeable and gives you the
answer. But you can’t do this from a public phone -- never! Every time each
person switches me, I’'m put on hold ten minutes at a time, I’m not exaggerating. |
had a terrible time getting my differential. [Nancy had worked previoudy asa
teacher for three yearsin aparochia school.] The U.F.T. chapter chair was helpful.
He' safriend. The U.F.T. had to help me get this differential -- no individual could
do it on her own, not in a million years.”

Carrie Martinson

“1 had to file the same exact papers four times -- passport, etc. They ‘d send me
letters that some thing wasn’t right and I’ d have to go back in person. Why isn’t
one time sufficient? They have this list, supposedly, that they talk about but |
don’t know where thislist is. You're supposed to be on a list and wait your turn to
be called for ajob. | haven't figured it out. | don’t understand how it works. |
don’t understand why they don’t call you in order. It's very political and very
unfair. They don’t makeit clear. The principalstell you to go to the district and
the district tells you to go to the school. Everyone you talk to says someone elseis
responsible for hiring. | have friends that slipped right through, but they knew
somebody. | don’t know what to do about next year -- what to try or whether |
should bother.”

Eileen Mitchdll
“They' ve tried to make things more confusing. At one point | didn’t even know
what my title was and we had to call 65 Court Street to get a clarification. And
my college didn’t clarify the requirements. Now that I’ m actually teaching, |
under stand better what the steps are -- but they could have done this in college.
Another thing | don't likeis all the exams | have to take.”

Reportsin 1993 reflected improvement, but there were till some negative experiences.

Jack Norton

“ Applying was easy. There was on-campus recruitment at my college. The
representative from the Board of Education was great. She helped me and got me



a file number in a week. [But while Jack didn’t have trouble getting his CPT or job,]
they lost my papers for insurance ... the only way to get anything doneisto go
down and scream, and | don’t have time. The bureaucracy is ‘ mind-boggling.’
Even thinking about it makes me sick.”

Ellen Slie

“It'sa nightmare at the Board of Ed. I’ ve never seen anything like it. No one
knows what anyone’ s doing. They send you from room to room, just for
fingerprints. It takes months. [Where | used to work in another profession] we got
themin 48 hours. My principal probably finagled getting me to her school. | was
lucky | did student teaching at P.S._. The principal there sent me for an interview
and | got the job.”

Marisol Sona

“| got most of my information on licensing at the Board of Ed. My experience was
good. Sometimes they make mistakes, but for me it’s been a good experience. |
went through a long process... | got a file number asa sub first, last year. Then, |
got a PPT through the school that hired me. Now that I’ min the school, the
Union is helpful in getting me through the next steps which are to take the NTE
and to take some more bilingual ed. courses to qualify for the State license. |
already have one master’s.”

Lisa Thomas

“| started as a paraprofessional and knew exactly what to do. | went to Albany
with everything ready. The experience at Court Street was different but | had an
easy time compared to most of my friends because | had everything in order. |
also did everything in the normal order they wanted. | have a CPT now and I'm
working on a master’sin reading. Court Street sent me a book, “ Nuts and Bolts”
which is excellent and had all the information. But just because | didn’t have a
problem with Court Street -- others do. There are some nice people, but there are
some nasty ones, too. You want to be treated like a ‘ professional’ and you' re not
at Court Street. You have to sit for hours, and they seem so unorganized.”

Susan Martin

“ Going to the Board of Ed, | felt like a piece of cattle. People are nasty,
ridiculoudly inefficient, demeaning. No instruction in what to do. | don’t
understand why it takes so long. It’ s like the motor vehicles department times
ten.”



In 1991, three-fourths of the new teachers described their frusiration with certification and
licensing procedures. A few of those were in master’ s degree programs in special education
where they reported being given clear and accurate information about procedures and any
changes. One even went up to Albany to shepherd her papers through at the suggestion of her
master teacher.

Of the 18 respondents in 1991 who spoke at length and with anger about the licensing process,
11 mentioned the difficulty in just getting accurate information. Phrases such as, “Nobody seems
to know;” “It' sarun-around;” It stotaly confusing;” “They never tell you what you need,”
reoccurred.

Other specific complaints which occurred frequently were about the need to provide a new set
of transcripts with every goplication and about repetitive and codtly fingerprinting
requirements.

In 1993, about half of the new teachers had no problems while haf voiced complaints about the
process or their trestment by employees of 65 Court Street. A single teacher’s comments
encompassed the contradictions of his experience.

“ A Board of Ed. person came to my college six months before graduation ... it
was excellent. All paperwork and even finger prints were taken there. We filed
everything in January or February with both the City and Sate. [ But after a
slowdown in Albany,] | didn’t get paperwork for a final file number for the City.
The college finally gave us a paper stating that everything was in order and
completed and recommended that the City give us clearance. At the Board of Ed.,
| was switched from person to person, room to room. We didn’t get a file number
until the last minute right before school started.”

More than haf of the respondents who were not successful at finding ateaching job in 1990-91,
but only afew of the 1993 group of respondents, mentioned difficulty in getting information from
the Board of Education as a contributing reason for not pursuing a search for ateaching postion
in apublic schoal. Of these, two were teaching in private schools and one in aday care center.
Mog of the complaintsin these brief interviews were not specific, but they included familiar
statements such as “red tape,” “arun-around,” and “tedious,” or concerned lost transcripts,
computer errors, and misinformation.

There were two surprises in both sets of responses. The first was that, with one exception in
1993, the new teachers frustrations were directed exclusively at their dedlings with the New
York City Board of Education. No negative comments were directed at the State Education
Department (SED), which they called “ Albany.” Not one of the respondents cited this agency
as a source of confusion, despite the fact that prior to the first set of interviews, SED dso had
changed their requirements for temporary certification. In 1989, the State ended its policy of
alowing New Y ork City to grant temporary certificates to new teachers with only 12



undergraduate credits in education and began to require aminimum of 24 creditsand a
mandatory course on child abuse.

The second surprise was that al of the respondents, when asked, “What steps must you
complete to be fully licensed?” answered knowledgeably about State requirements. This
suggests that the State Education Department has done a better job of communicating with and
responding to new teachers than the New Y ork City Board of Education.

Still, by 1993, responses about license and certification status were clearer overdl. Without
hesitation or mistake, the teachers recounted their CPT, PPT, or permanently certified status;
the credit and NTE test requirements needed to obtain certification; and the time period alowed
to accomplish the requirements.

Accessto Information

Since the 1990-91 school year was atrangtion point between the previous City licensng
system under the Board of Examiners and the new system under ORPAL, some of the lack of
information and uncertainty experienced by new teachersin 1991 disappeared by 1993, as
school and digtrict staff become more knowledgegble. Y e, in response to complaints by the
new teachers who were interviewed, EPP staff caled the Board of Education pretending to be
interested in teaching in the public school system, or teachers with certification questions.

A series of scenarios were developed in which each caler presented hersdlf as seeking
information on requirements, documentation needed, and procedures. The callers pretended to
be (1) ateacher with an out-of-state math license; (2) ateacher in a parochia school in New
York City; (3) aCUNY college senior mgjoring in peech and education, (4) a teacher who has
been out of the city system for five years, and (5) a current public school teacher seeking credit
for years of teaching out of Sate.

Cdling at 15 different times of the day during the course of severd weeks resulted in
successtully reaching a staff person less than one-third of the time. In most cases, the cdler was
transferred to an office where the phone rang ... and rang ... and rang, while EPP staff held on
for up to eight minutes before findly giving up. Although staff were polite and provided
appropriate responses when they did answer the telephone, this happened much too
infrequently. And al requests to receive information by mail were met with the response that
these must be picked up in person. It should not be so hard just to get information.

Help With the Licensing Process

EPP asked interviewees who provided information to them about licensing procedures and
whether either the Union or their college was helpful. The sources of information about and
assistance with negotiating licensing procedures shifted from 1991 to 1993, illustrating
improvement in 65 Court Street’ s response to new teachers over this period and, as would be
expected, reflecting greeter sability two years after the eimination of the Board of Examiners
and the introduction of new license categories.



In 1991, when new teachers were asked “How have you been informed of the changes in,
licensing procedures due to the eimination of the Board of Examiners?’ only onein five
teachers specified the Board of Education. Six relied on the United Federation of Teachers and
seven on school personnel. A few individuds received assstance from friends, their college, or
the school didtrict office.

In contrast, in 1993, nearly three-fourths (15) relied on information from the Board and 9 were
helped by their college. In some instances, respondents mentioned that Board of Education
representatives visited their college campus as part of an on-campus recruitment. Severd dso
mentioned that they had received help from their college with the State process.

School principds, friends, and the UFT were reported to have helped a few respondents.

Uncertified, But Some are Very Qualified
The teachers were asked, “Do you have prior teaching experience? Where? How many years?
Isteaching your first job, or acareer change?’

In discussions about the high proportion of “uncertified” or “unlicensed” teachersin New Y ork
City, the focus sometimes shifts away from a discusson of the inefficiency of the New York
City Board of Education to implications that teachers who are unlicensed are unlikely to be able
to secure the credentid's to become licensed, and thus are unqualified to be teaching children.
Though our respondents are not representative of al unlicensed teachers, their varied
backgrounds dispdlled any thoughts that these individuals are lacking in the ability to secure the
credentials needed to become teachers.

In 1991, six of the respondents had been teachers for at least 3 to 12 years, including one who
had been a college professor in Puerto Rico. Half of those interviewed in 1991, and amost 7
out of the 18 respondents with CPTs or PPTsin 1993, either had a master’ s degree or werein
the process of securing one.

In 1991, those from foreign countries and Puerto Rico were the most heavily credentialed
and/or had the most teaching experience; this did not hold for the 1993 respondents, more than
half of whom were age 30 or under.

Although nine of the new teachersin 1991 were just out of college, and teaching was their first
fulltime job, five of them mgored in education and had previous student teaching experience. In
1993, dl six of the recent graduates had bachelor’ s degrees in education.

Coincidentally, the same number of respondents in each of the two years (9) had switched from
another career or area of work to teaching; about one-third of them had master’ s degrees. Their
backgrounds varied widdly and they included a clothes designer, commercid artist, three who
were in business, atrade school dean with amaster’ sin urban affairs, a City manager on



maternity leave, aBoard of Education adminigtrator, an engineer who had been a college dean
in Russia, and severd who had worked in computers, brokerage and insurance firms.

In 1991, but not in 1993, some of those who came from another field mentioned their frustration
a having to take undergraduate courses in education rather than being able to earn these credits
on the master’ s level. Board of Education officias stated that, with the exception of trade
teachers who are not required to have a bachel or’ s degree but must get undergraduate
education credits Upon hiring, they saw no reason why individuas with bachelor’ s degrees
could not meet State and City requirements by taking graduate coursesin education. Possibly
some of those who were interviewed had been misinformed by the university where they were
taking their education credits. Others complained of having their course credits for amaster’s
degree in another area not count towards their master’ s in education. Thiswas clearly an issue
between the individud and the university they were attending, and not the result of Board of
Education policies or misnformation.

The qudlifications of some of the respondents reinforced the “ paper chase” aspects of the City
certification procedures and added poignancy to their expressions of frustrations with the Board
of Education. The question arises about the need for an additiona certification process which
amounts to a haf hour generic ord examination in New Y ork City, where the needs of the
public school system for talented individuas to serve as teachersis the greatest. Indeed, severa
of the new teachers questioned the need for a City licensing procedure. A few, including the
new teacher quoted at the beginning of this chapter, wondered why the emphasiswas on
teacher credentias rather than teacher performance. One noted,

“Too much paperwork — this doesn’t guarantee getting good teachers.”

First Year Classroom and School Experiences:
Up a Creek Without a Paddle

The Problems

Thefirst day a new teacher stands before a classroom of children has been likened to atrid by
fire-- and thetrid repeatsitself every day in the first couple of months or years. The Board of
Education’s Task Force on Professondism in its report, From Hiring to Retiring, commented,
“Itisnot hyperbole ... to state thet, for many people, the first year of teaching is one of the most
traumatic experiences of their work lives”*®

In the EPP interviews, some of the new teachers who had never taught before vividly
remembered their first days on the job.



Una Thomas

“Thisisa career change. | thought | could give something back. I’ ve been in
corporate sales and sales training, so | thought | possessed the dynamismto go
into the classroom and be effective. If | felt | wasn’t quick, | would have walked
away fromit. | had a class that hadn’t a regular teacher since September. [She
was hired in December.] They were wild and out of control. The kids need so much
—that’ s painful some days.”

MartaZarzudo

“It'sa big adventure. When you start, there is the room and there are the
students. I made many, many mistakes at the beginning. It was so hard at the
beginning because | was comparing the students to myself when | was their age
and to studentsin Puerto Rico.”

Fran Ames

“1 walked in with a pen and a pencil and that was all. The three speech teachers
share the same room, so with their help and the help of two caseworkersthat |
depended on all the time, | made it. But the paperwork! 1t was my other major
problem -- the paperwork was enormous. They don’'t give a course on how to
write |.E.P.s. If they're going to let people with just a bachelor’ s work in the
schools, then they need to give usinstructions on |.E. P.s. | had a caseload of 40
students.” [An|.E.P,, Individua Education Plan, must be written for each individua
student in a specid education class or recelving related services. A new |.E.P., which
includes short and long-term goals for the student, must be written every year.]

The respondents’ answers to the question, “What are the greatest problems you face as anew
teacher?’ fit the textbook descriptions of new teachers weaknesses. With consistent regularity,
those without prior teaching experience or with only student teaching, cited classroom
management, time management, and lesson planning as their mgjor problems. U.F.T. literature
directed at new teachers does a good job of reflecting these concerns with “Teacher Tips' on
classroom management and lists of workshops on this topic as well as lesson planning and time
managemen.

But even those new respondents who had prior teaching experience stated that student behavior
had been a problem for them as well. As sated previoudy, in the 1991 round of interviews,
many of those who had taught three or more years had done so in their country of origin. While
only two native-born Americans mentioned “culture shock” as a problem in their adjustment to
the classroom, foreign-born teachers much more frequently expressed difficultiesin
understanding the culture or behavior of their students.



In 1991, ten of the fifteen teachers in specia education mentioned paperwork as amgor
problem or their only problem. The words of Fran Ames, quoted above, about not getting any
guidance on filling out 1.E.P.s, were echoed repeatedly. However, in 1993, only two out of five
gpecial education teachers mentioned this as a problem. One regular education first grade
teacher did agree with some of her colleagues in specid education. She commented,

“ 1t takes too long to refer a student to special education ... | still have a child who
had problems in kindergarten and whose mother wants her referred to special
services, but it’s very hard to do ... too much paperwork, takes too long.”

“What arethe Greatest Satisfactions of Being a New Teacher ?”

Just as the new teachers, with only afew exceptions, focused on the classroom when asked
about problems, they focused on the classroom and children amost exclusively when asked
about thelr satisfactions. Some dso recdled their gratification at receiving support from other
school g&ff. Ininterview after interview, their answers echoed each other dmost verbatim.

“When you teach first grade, you really see great changes. My students |learned to
read and write. And watching them master these skills really felt good.”

“ Satisfaction ? The kids. Sometimes you fedl like you' re getting through to some
of them. There's been some improvement socially, in terms of how they behave.
The support of other teachersis a positive because there are many days when |
wonder why I’ m doing this.”

“ Even though my students didn’t like me at the beginning of the year, by the end
of the year they saw their work and they thanked me.”

“ Some of my kids benefited from what | was doing. | made the environment
cheerful for the children and the workers. Some of the kids are now toilet
trained.” (--Specid education teacher)

“ My students appreciated me as their teacher. | earned their respect and they
didn’t call me names.”

“Thekids are great ... some are tough, but if you’ re tough too you can get
through. It can be creative to teach. If and when it works, it’s great.”

“ Everything! The students are terrific. Working with the studentsis the best
thing.”

Combining the responsesin 1991 and 1993, 14 new teachers specifically mentioned seeing their
students learn or progress as their main source of satisfaction; 8 spoke of the satisfaction gained
from the feding of helping or getting through to children; 6 singled out the improved behavior of



their sudents; 4 mentioned “just being with the children.” As some of the quotes above
suggested, earning the respect of the children was important to the respondents. Six cited the
support or praise they had received from other teachers as amgor source of satisfaction and
four mentioned their own acquisition of teaching skills as a positive experience.

School Resour ces

When asked, “Did you have access to adequate basic supplies (paper, chak, photocopying,
etc.)?’ fully haf of the teachersin 1991 and one-third in 1993 said they did not. Y t, overal,
only four new teachers mentioned a lack of resources as amaor problem in their first year.

But the redl surprise was that even among those new teachers who stated that accessto basic
supplies had not been a problem, responses to a subsequent question, “Do you ever use your
own money to buy suppliesfor your classroom?’ revealed serious problems. Many of these
teachers seemed to expect, and accept, that they would spend their own funds on supplies and
classroom materids.

Here are what some new teacherstold us about their access to suppliesin their schools

“1 don’t have enough supplies. They send around a form and ask for what you
need, but that doesn’t mean you' Il get it. | spent about $50 in the first three weeks
buying rnagic markers, motivational charts, and teacher’s charts.”

“ The system works. You request supplies and the next day | get themor all or an
explanation of why | can’t get them. The woman who isin charge of suppliesis
efficient.” (--High school teacher)

“ Yes, there were adequate supplies. But my father works for the City and things
would fall off the truck, if you know what | mean. So | never lacked for paper.
I’ ve only spent between $75 to $100 out of my own pocket for supplies and
extras.”

“No, there aren’'t adequate supplies. When | first got here | didn’t know where
anything was. There' s a shortage of paper now -- the woman in supplies has
drawn lines on plain paper and Xeroxed it. | haven't spent too much of my own
money -- about $50. I" ve bought things like spelling lists, vocabulary lists -- there
just aren’t enough materials to plan lessons with. | have to buy Band-Aids once a
week. They lead you to think there' s a budget, but thereisn’t one.”

“We were given a ‘starter kit’ with some supplies -- two pieces of chalk, a couple
of red pens, a couple of pencils, and some paper clips. | had to buy everything
else. I’ ve spent $300 to $400 this year. | bought tape, a tape dispenser, staples
and stapler, scissors, pens, pencils, loose-leaf paper, decorations for the
classroom, and rubber stamps.”



“ Yes, there are adequate supplies, but | do find it frustrating that you have to go
through department chairperson to get what you need. It’s demeaning. Why can't
| just go to the supply room and ask for what | need? And, I’ ve never gotten the
Teacher’s Choice stuff | ordered. I’ ve spent about $100 of my own money on
maps, photocopying, and extra books.”

The range of what the new teachers spent out of their own pocket was as surprising as the
range of their answers. When asked, “How much do you spend for supplies?’ the largest
number (13) of teachers (for the two years combined) reported spending between $300 to
$1,000 over the course of the year. Seven estimated their personal monetary contribution at
$100 to $200 and six spent from $50 to $75 over the year. Sixteen did not expend any
personal funds on supplies. One teacher reported spending $2,000, including the purchase of
her own copying machine!

Since teachers get their supplies from their last school year’s order through Teacher’s Choice,
new teachers come into the classroom without these materias. Unless the school provides them
with extra supplies, they must dip into their own pockets. Teachers Choice didn’t solve supply
problems for some new teachers:

“1 lost my Teacher’s Choice because the principal told me to keep a copy of the
order formfor my records but never told me | had to phone my order in.”

“| like Teacher’s Choice, but | feel that the items are overpriced and not well
described. For example, | ordered a set of 50 big ‘ safety signs' that are important
for my kids to recognize. [She teaches as SIE VI class] These ‘ safety signs' should
come in different sizes and shapes -- you know, red stop signs are round. Instead,
when they came they were all yellow and all rectangular. | just threw them out.”
[SIE stands for Specidized Ingructiond Environment, which isarange of servicesin
sdf-contained classrooms for functiondly disabled students. VI designates the service
as appropriate for the “emotiondly disturbed/mentaly retarded.”]

“ Teacher’s Choice gave us $70 a year -- so far I’ ve only gotten scissors. | just
keep getting more and more scissors. | ordered paint and paper, they haven't
arrived yet.”

Textbooks and Photocopiers

In response to the question, “ Are there an adequate number of textbooks for your students?’
only six teachersin 1991 and seven in 1993 dtated that they there were, and that their condition
was good. Fourteen new teachersin 1991, but only two in 1993, reported that they didn’t have
enough textbooks for all their students. In each year, some reported that the textbooks were old
and out-of-date or that they did not go with the curriculum. One cannot generdizeto dl



teachers from these two groups of respondents, but it is clear that an adequate supply of
textbooks cannot be assumed.

“Do you have to photocopy textbooks or assgnments? Who pays for this?” Another surprise
concerning the availability of school materids was the sheer volume of photocopying done by
some teachers -- and some of the quirksin school policies. Again, some new teachers said that
they had no problems gaining access to photocopying, but when questioned about the supply of
textbooks or how much money for supplies had come from their own funds they would state
that they solved the textbooks shortage by photocopying the books or workbooks and paying
for thisout of their own funds or supplying their own paper. Nine of the 1991, and six of the
1993, respondents reported a very high volume of photocopying of books, tests, homework
assignments, and materias for distribution to children. (As dready mentioned, one bought her
own copying machine)

In some of the schools the photocopying machines frequently were broken. One teacher
commented, “The machineis broken alot and | have to give the paper for it ... to use our
machine at school you have to be there at 7 am. and it's broken by 9 am.” In one school, the
formsfor gaining permission by the principa were so complicated that the teacher went to the
copy shop on her way home ingtead. At another school, a new teacher who reported no
problems nevertheless mentioned that there was an eight-minute quota at the Xerox machine.
Another did not alow the reproduction of class sets. One teacher would “ snesk into” afriendly
community school digtrict office and another into a funded program to photocopy; severa relied
on family or friends to reproduce materids a their own places of employment.

Peer and Administrative Support, Staff Development, and
College Preparation:
| Get By With aLittleHep from My Friends

In both years, new teachers were virtualy unanimousin their positive responses to the series of
questions, “Did you make any effort to seek any informa assstance from more experienced
teachers? Were they hdpful in giving you assstance in helping you to teach? Was the New
Teacher Orientation Conference held at the end of August/beginning of September helpful ? Did
you receive any other training/staff development at the school or digtrict where your work?’
Teachers had experienced a tremendous amount of support from other teachers in the schoal,
and they found the Conference and workshops very helpful.

In 1993, the interview included the additiond question, “Is your principa or assstant principa
or another school administrator/supervisor helpful?” Here too, responses were nearly universal
and glowing.



In 1991, the critical factor of peer support became a mgor theme of the interviews even though
it was gructured as a minor follow-up question. Often, by the time the interviewer came to this
question, it was superfluous because peer support had dready been mentioned as one of the
positive experiences as a new teacher. (As noted, the question was asked more formally in
1993.) What was striking was how grateful the new teachers were, how often they Stated thet it
made the red difference in whether they could face their classroom yet another day, and how
often they mentioned that they learned the most from their experienced colleagues. Their words
were reminiscent of how soldiers talk about their “buddies’ and stand in contrast to many new
job holdersin other fields who may find a highly competitive workplace with very little support
shown new arrivas.

Here are afew examples of some of their experiences of friendship and assstance, qualities,
which were repeated by most of the other respondents.

Brad Richardson

“ Another source of satisfaction this year has been the support | got from my
fellow teachers ... | was not given a mentor because | had student teaching
experience. But a lot of teachers helped me. | have what | call a buddy teacher,
but he’ s not assigned to me or anything. He just teaches next door to me. Even
though he's a music teacher and doesn’t know anything about science, he's come
into my classroom on mor e than one occasion and helped show me classroom
discipline techniques. | go to himall the time.”

Una Thomas

“1 was not given a mentor because the school doesn’t have the resources. But the
other teachers have been very helpful. In fact, on the first day, the teachers gave
me some pointers and | have solicited advice since. One of the teachers was
telling me today (she came into my class and took over for 15 minutesand |
observed her), she told me she resented the fact that | hadn’t gotten the support |
needed. She helped me figure out organization -- how to do lesson plans. It'sa
very difficult job. | have gained such respect for teachers, which | didn’t have
coming from the corporate world.”

Mae T sue

“ My mentor was extremely helpful. Other teachers were also helpful. The teacher
next door and a counselor were especially helpful. The counselor, who didn’t
know me at all, was passing by my classroom when she noticed that my kids were
completely out of control. She came in and helped me calm down the class. Her
help made me better at classroom management. This counselor is now a personal
friend of mine.”



Rose Rachdlgein

“ | asked other teachers for advice all the time -- things like disciplining
techniques, managing time during the semester, ideas for motivating kids, lesson
planning. And they’ d give me pep talks, emotional support.”

On their own, new teachers seek out and rely on assistance from other teachers. An
extraordinary example of the search for knowledge comes from an adult educetion teacher who
was given no daff development opportunities by the Board of Educetion, but created them for
hersdf:

“1 didn’t have a mentor, but two other teachersin my school were very helpful to
me. But | wasreal aggressive in getting advice. | met other adult education
teachers at the New Teacher Conference and | kept in touch with them and even
went to another region to observe a classroom. | even formed a ‘ buddy teacher’
relationship with one of the women | met.

“ My region held no workshops but that didn’t stop me. The real turnabout in my
knowledge came by taking a federal training program -- it was called the ‘ EDCE’
program. It was to help welfare people get skills. | was recruited to take a two-
week training program on how to teach immigrants. Thiswas just what | needed
asan ES. teacher. | credit this two weeks with really improving my lesson
planning abilities and under standing my students. | wasn't hired by the program,
but it was free and it was what | needed at the beginning.”

The Teacher Mentor Program

The importance of peer support for new teechersis generaly recognized, so it is not difficult to
undergtand that the Teacher Mentor program was structured to formalize it. Asaform of staff
development, the Teacher Mentor Program involved aspects of apprenticeship training and regl
life, on-the-job training, and was superior, in many respects, to Saff development conducted in
aworkshop format.

At the time the interviews were conducted in 1991, the State-mandated Teacher Mentor
program had been suspended due to budget cuts, and by 1993, only avery limited program
was in exigence.

In the 1991 interviews, only eight of the new teachers were formaly assigned a mentor by their
school, asurprisingly low rate even when taking into consideration prior teaching or student
teaching experience. Six of the 1993 respondents were assigned mentors, athough one never
resulted in any contact because of illness in the mentor’ s family. Complaints by the United
Federation of Teachers about the low level of compliance with this program would seem to be
vaid. However, when the Teacher Mentor program worked, it was invauable to new teachers.



Two teacher’ s stories are particularly touching, considering that the program was abolished by
the time the second school semester began:

“ Aretired teacher came three days a week and spent at least four periods a week
with me. She was laid off during the middle of the school year, but | still kept in
touch with her. She was extremely helpful .”

“ Both the administration and the union felt | needed a mentor, so they continued
the mentor program for me throughout the year. My mentor was a senior teacher.
| really needed him at the beginning but in the second semester | tried to ‘wean’
myself from him. | got a lot of help from the other teachers and always felt that |
was free to ask them questions.”

A third new teacher adso reported spending a good length of time with her mentor and how
much this helped in lesson planning and dlassroom discipline. But these are only three positive
reports out of thetota of eight new teachersin 1991 and three pogitive out of Sx teachersin
1993 who were assgned mentors. Others did not find the mentor program particularly helpful.
These experiences suggest that some of the mentors needed training or were poorly assigned.

“We met two periods a week. We planned lessons and talked about special
projects, but it was hard because she had her own classes to deal with. It helped
somewhat, but it was not the greatest. | did get to know some other teachers who
gave me a lot more ideas on things to do with the children.”

“| was given a mentor sort of late. | found the situation very ambiguous, because
he had no background as a speech teacher. He didn’t come around that often
either. Then there was an audit of the school. Suddenly this teacher became very
interested and kept trying to help me. But he was of very little assistance because
he was used to classroom teaching. That’s not what | do. So you could say | had a
half-time mentor. He' s going to retire. Other teachers were very helpful .”

“It didn’t work out because the mentor had several deathsin her family and was
not available. So when the mentor program was abolished, they assigned meto a
teacher who was responsible for supervising student teachers. Sncel didn’t have
any teaching experience, this suited me fine. What | really did was depend on two
caseworkers. If they were not there to help me, | didn’t know what | would have
done.”

“| was given a mentor, a retired teacher. But the programreally confused me. |
don’t know if my mentor knew what she was supposed to be doing. | thought it
was someone to watch me and make suggestions. A lot of mentors believe they're
there so you can take a break. Sometimes it was an annoyance. | would be on a



roll, doing something with the kids, and then she would want to takeover the
class. She came twice a week for three periods each. She would take the class and
| would watch her teach, but she wouldn’t be prepared. In my class, the mentor
wasn't a necessity and not really helpful. But | did work closely with a teacher |
had done student teaching with. She’ s been great and the A.P. isvery involved in
our classes. We'll meet once a week to discuss my class.”

Some teachers, in both interview years, were formally assgned a*“buddy” teacher, not part of
the Teacher Mentor program. The reactions to these assgnments were mixed. In 1991, dl five
teachers involved reported them to be very helpful. Among the five teachersin 1993, two felt
they were not helpful.

Supportive Supervisors

In 1991, only five respondents mentioned assi stance given to them by their department, an
assgtant principd, or their school in genera. The 1993 interview specificaly asked about help
from school adminigrators. nearly al new teachers gave favorable reports, not only regarding
the provison of saff development opportunities but dso in setting a school climate of teacher

responsbility and respect.

“Theprincipal is great. She's very big on coursesin the district. We take three
professional days at other districts and she sets up the whole thing.”

“The principal is extremely helpful. He's open to you. He builds confidence. Also,
you can disagree and you can verbalize things. Other places aren’'t always like
this. Supervisors, assistant principals are all great. They treat you with respect
and they give you recognition.”

Staff Development Opportunities

The range of staff development opportunities varied from none to very little, (cited by those who
attended only one offering by their school or didtrict, or afew meetings a school) to a plethora
of workshops offered by their schoal, the didtrict, and central aswell as college courses. In
1991, roughly athird fell into each category. In 1993, about haf had participated in awide
variety of workshopsin different settings.

What is more interesting than the frequency of training is the types of training new teachers
found especidly vauable. In 1991, new teachers, both foreign- and American-born, frequently
cited workshops on multicultural sengtivity as giving them a better understanding of their
students and clues about the students’ behavior.

“1 had quite a culture shock because | come from a white, middle class
background... There are Haitians in my class. They tend to look down when
they're being disciplined. | thought they were being disrespectful in not looking at



me when | was speaking to them. | wish | had known this was their culture when |
started out.”

The courses most frequently mentioned as “hepful” after issues of multiculturdism were those
on English as a Second Language and specid education techniques. Respondents cited
workshops on early childhood education, science, whole language, math, and cooperative
learning, among others.

The teachers made some noteworthy recommendations, most of which could be easily
implemented:

“ New teachers with bachelor’ s degrees in education should not be trained with
people who don’t because the workshops have to cover all the basics. It wastes
my time.” (Recommended by two teachers)

“The principal or a supervisor should have a new teachers meeting at the
beginning of the year just to go over paperwork. There’'s so much, and it’s hard to
know what your priorities should be.”

“ They need to provide more training before you actually go into the classroom.
My friends who have gone into regular ed. are swamped.”

“ New teachers coming in should be put on the payroll observing experienced
teachersfor three or four days before they start teaching so they could look at
different styles and techniques, and see remedial math and remedial reading.”

One new teacher stated that she had a supportive school, that her district had meetings for new
teachers, and that she sat as an observer in severa classes for dmost afull week before she
began teaching in her classroom. Another noted that the school day ends early one day aweek
to alow time for teachers to meet. These experiences were exceptions.

The Union

An annua New Teacher Conference takes place just prior to the beginning of the school year.
It isjointly sponsored by the New Y ork City Board of Education and the Union, but more than
one respondent referred to it asthe “U.F.T. Conference.” (Severd teachers added that they
found the mailings and the newdetter of the U.F.T. helpful to them as new teachers.)

As dready dated, there was near universa praise for this conference. Some teachers
appreciated recelving the literature and sample lesson plans that were handed out, others
remembered in detal the workshops they attended and how the lessons learned helped them to
cope with their first day in the classroom or to know how to get their students attention. For
some, the information on licenaing, benefits, and paperwork requirements was found to be

hel pful. Workshop leaders were perceived by afew as master teachers who were “in the



trenches’ and were much more impressive than their current college professors or district
workshop leaders. One teacher suggested that the sessions be divided between teachers who
had ajob and those who did not yet have a position.

Although the New Teacher Conference was universdly praised, there were some indications
that many of the respondents did not attend the follow-up workshops for new teachers. Three
teacherstold us quite frankly that they could not find the time between their employment and
their graduate courses to attend any of the workshops offered. Almost al of the teachers were
subjected to the same time pressures and few mentioned attending workshops. However,
officids at the Board of Education stated that new teachers are required to attend these
workshops, that new teachers are fulfilling these requirements, and that the Board of Education
officids are monitoring whether uncertified teachers are taking college and workshop courses.

College Preparation: Abstract Academia

Respondents were divided in their opinions about the relevance of their previous college
education courses or current studies, when asked “Were there any college courses or student
teaching opportunitiesin college that you found helpful in your job?’

In 1991, haf of the new teachers had positive attitudes towards their academic experience,
including two that fdlt that it was only their student teaching experience that wasrdevant. In
1993, most teachers were very positive about their sudent teaching experiences and some
specific courses as well. The pogtive reaction to student teaching may be related not only to the
vauable classroom experience but aso to the new teachers being hired as aresult of the
contacts made during that time.

Some branded dl courses asa“wadte of time” or having nothing to do with redity. One
individual who switched to teaching from another career commented, “Nothing could have
prepared me for what | saw in my classroom. If | had been 25, | would have quit.”

Most of the negative comments centered on how “abstract” the courses were in relaion to their
red life experiences as teachers. Two angry statements from 1991 were particularly telling:

“ My advice isto change the way education courses are taught in college. Get the
professors out of college, and get them into tough schools so they stop spouting
theory.”

“ There should be better information given to college students. In my college, |
found the education department hostile. | was a speech major. When | |learned
that | would need a certain amount of coursesin the area of education, | applied
to take these courses. They told me that they would not allow me to do this -- that
| had no right to be a teacher with so little preparation. But | wouldn't take no for
an answer. Then they told me that | could take the courses, but that they would
make it as difficult as possible for me to take these courses. They forced meto



take the courses | needed at night. They also told me that if the classes were at
capacity, they were not going to make an exception for me as they would
someone who was an education major. If a student is not majoring or minoring in
education at _, they are not given any information or help. Other friends of mine
at werejust told “ no “ by this stupid department.”

This last reported experience is darming, given both the critica shortage of oeech teachersin
specia education and the proposed new aternative teacher certification procedures which the
New Y ork State Education Department hopes to implement at some future date.

Why Did They Come... Will They Stay?

A god of this study wasto learn about teachers’ first-year experiences and evaluate their
willingness to continue to teach in New Y ork City public schools. Many responded at length
with the problems they were having with classroom discipline, or their frugtrationsin trying to get
certified, or their gratitude for the assstance they received from fellow teachers.

EPP asked “Why did you want to teach inaNY C public school,” “Did you consider a position
in aprivate or parochia school or a school in another didrict,” “Do you plan to continue
teaching inaNY C public school,” and “ Do you think you'll till be teaching in five years” They
were also asked about sdary and supplementary income: “ Do you fed the darting sdary is
adequate,” “Did you do any moonlighting to supplement your income.”

Whenever the questions probed their motives, however, “Why did you go into teaching? Do
you want to continue to teach?’ their answers were short and sometimes guarded. One
explanation is that the questions were ample ones, which did not ask for further explanation.
The interviewer asked, whether they wanted to continue teaching, followed by severd questions
which could be answered by asmple yes or no. Y et, other questions that could have been
answered briefly dicited greater detail. Another explanation is that these questions, unlike
others, were more persond. Respondents may have found it eesier and lessinvasive to be
asked, “What did you see?’ than “What are your plans?’ In short, they were eager to share
their observations but far less eager to be the objects of observation.

Many studies of employee mativation, including studies narrowly focused on retention, post
rationa human behavior. It is assumed that actors will respond to strictly market forces. Y,
classc sudies on workers motivation have found a more complex web of motivations. An
individual worker’s interest in better compensation and the availability of opportunities for
improvemernt (which may be predetermined by gender, class, race, ethnicity, religion, and age)
do not by themselves fully explain ether behavior or motivation. The need for autonomy or
incluson, societd or subgroup vaues, and concepts of saf worth, among other factors, play an



important role in choice of occupation and willingness to seek other trades or locations of
employment.

So we come to acentra irony of our smal interview study of new teacher retention: In an area
of greatest human complexity, our respondents gave the most limited, least descriptive answers.
A wedth of detail voluntarily offered to us by new teachers as aresult of our questions about
their experiences Smply does not exist when we asked them questions about their motivation
even when they were asked follow-up questions. Nevertheless, some clear patterns emerged
from their answers about motivation.

“Why Did You Want to Teach in aNYC Public School”

Both the economic benefits of teaching in the New Y ork City public school system and dtruistic
motives were of primary importance to many of the new teachers wanting to teach in the public
schools. Many cited the sdary level, benefits, the security of being paid, and the hours as
reasons for teaching in the public schooals. In 1991, when asked if they had gpplied to a private
or parochiad school, the overwhelming mgority stated that they either had not applied or had
actudly turned down jobs offered to them by non-public schools because of the sdary
difference. Wages, obvioudy, cannot be understated as a means of atracting individuasto a
career with the New Y ork City public school system.

Noreconomic motives -- adesre to get involved, make the public schools better, and work
with people who care about the public schools and their students -- were as important. One
teacher replied:

“1t'san important job. I'ma big supporter of public education. Kids deserve the
best teachers and I’ d like to be one of them.”

Another teacher in this group was more specific:

“1 have a handicapped uncle. In the country where | came from, the disabled are
hidden and don’t get developmental services. | feel personally comfortable with
the severely handicapped because of my uncle and | want to serve this neglected
population. You can do thisin the United Sates, and so I’'mdoing it.”

Surprisngly, for dl the negative images of public schools thet exist in the media, among many of
the respondents there was a strong, positive identification with public education.

“1 had always wanted to teach, and | wanted to teach in the New York City public
schools because that’ s where | came from.”

“Thisismy first job out of college. | have an education degree. | always went to
public schools. | knew them and thought | *d feel better than in a private school.
And it pays better.”



“| attended a public school and then a parochial school. Believe me, | do not want
to be in a parochial school ever again. | didn’t even think about it, even with
these layoffs.” [1991]

It should be noted that afew respondents stated that they had applied for ajob in the New
York City public school system because they knew that they did not have the necessary
credentia's to secure ateaching position in a suburban public school system. Lower standards
for hiring new teachers, though often criticized, can be viewed as a competitive advantage in
recruitment that New Y ork City has over nearby-public school systems. Thisleadsto the
questions of whether less credentialed teachers are necessarily less adequate, and whether,
once fully credentialed, New Y ork City will lose these teachers to nearby suburban school
didricts.

Teacher Salariesand M oonlighting

Teachers were asked if they fdt that their starting salary was adequate. As could be expected,
in both years, amgority of those new teachers who were young and just out of college stated
that they found their asdary level adequate. One young woman stated, “since we got the raise,
| think it's decent. Of course I'd aways ask for more. But | know I'm making more than some
of my friendswho went into other things”

In 1991, amgority of those who were older or for whom teaching was a second career stated
that they fdt the salary was inadequate. Responses from the 1993 group were evenly divided,
perhaps reflecting the decreasing availability of private sector jobs. Some of the second-career
teachers stated that they were making less money teaching than before.

There were often qudifiers to positive answers. Severd of the younger respondents said that
they found they could live on their sdaries but pointedly mentioned that they were il living with
their parents. Similarly, some older respondents who gave a positive response qudified their
answers by stating that their spouses earned a good income and that they could not have
“afforded” to go into teaching without it.

New teachers complained about the cost of having to take graduate education courses as an
actud reduction in their compensation. As dready noted, many spent sgnificant sums of their
own funds on classroom supplies and photocopying.

A few of the second career teachers believed their sdlaries to be inadequate in light of the job of
teaching.

“The salary isinadequate -- not for what we have to face in the classroom.”



“The salary needs to be bigger. | had no idea how strenuousit would be as a
teacher. It's a 24-hour job -- you bring it home with you. | work all the time on my
jobif I want to doit right. And | want to do it right!”

It must aso be noted that some of the new teachers only secured permanent positions after
months of working as subgtitutes. One woman sad, “ Thisis the least amount of money I've
ever made when | total it up. | worked as a day-to-day substitute without any benefits. | won't
get paid this past summer because | was a student teacher.”

Asked about moonlighting to supplement their income, a smal number of the teachers have an
extrajob after school hours, but, interestingly, there seemed to be no relationship between their
“moonlighting” and whether they felt the sdary was inadequeate.

Plans to Keep Teaching Next Year and in Five Years

These questions brought out expressons of anguish among many of those whom we interviewed
in 1991 but in 1993 teachers were virtualy worry-free. In 1991, common reactions included
statements such as, “What do you mean, next year? | want to be here, but they’ll probably lay
me off” and “Next year? Will there be anext year?’” This part of the interview turned out to be
one of the danger zones where the respondents would often begin pleading with the interviewer
for more information about how many new teachers were going to be laid off.

Responsesin 1991 may have reflected the then economic recession more than a commitment to
teaching. Virtualy dl of the new teachers wanted to continue teaching in the next year. When
asked if they would be teaching in a public schooal five yearsinto the future, only afew saw
themselvesin another occupation. Half of new teachers who saw themsalves teaching in a public
school in the next five years hoped they would be teaching another subject, or in another school
or digtrict, or outside of New Y ork City. The fact that one-hdf of this group wanted a change
could be seen as evidence of dissatisfaction with their current teaching positions. However, it
should be recognized that these individuas want choices in their teaching careers, asreflected in
the fact that a good number of these new teachers were in the process of applying for multiple
licenses.

The Stuation was very different in the second round of interviews when only one teacher
mentioned the possibility (and fear) of layoffs. With only one exception, teachers responded
with aresounding “yes’ when asked if they planned to continue teaching in aNew Y ork City
public schoal. Looking further ahead, three-fourths of them hed plans to continue teaching in the
City’ sschool in five years, many desired to remain in their current school. These teachers were
committed to educating the children of the New Y ork City public schools. Only two did not
plan to remain for five years. one because of along commute from her resdence on Long

Idand, another because of a stated preference for teaching in a private school. One teacher
wanted to become asocia worker working with children in specid education.

Typicd of many of the recent new teachersis the following comment:



“1 love children. | can’t picture myself doing anything else.”

Appendix
1993 New Teacher Retention Telephone Survey

1.

10.

Describe your experience applying for ateaching postion: How did you get information
about process, needed qudifications, licensing, placement, etc.?

Did you get ateaching job?
_Yes. What do you teach? Grade? Subject? School ?
__No. Why?

How long did it take you to find a position?
What mechanisms did you use (hiring hal, callsto centrd, didtrict offices, individud
schools, persond contacts or friends and relatives) to find your position?

Areyou fully licensed?
_Yes_No
_aCPT _aPPT _Don't know.

How many licenses do you have/want to have?
What steps must you complete to become fully licensed?
How long do you expect it to take?

Have you been informed about licensing procedures?
_ Board of Education (65 Court St.)?__ School Secretary?
_ Principad?_ Digtrict? _ Other?

Has the UFT been helpful? Who in the Union has been hepful?

Was your college helpful?
__Yes, who was helpful?_No

Wheat isyour BA/BS degreein?

Y our master’s?

Do you need to get another master’ sin education?. .

Did you have prior teaching experience? _ Y es, where? For how many years?

Isteaching



11.

12.
school ?

13.

14.

15.

16.

17.

18.

__Your first job? _ A career change?
What did you do before this job?

Why did you want to teach in aNY C public school ?
Did you condder seeking a podtion in aprivate or parochia school or a schoal in
another digtrict?

Following your experience this year, do you plan to continue teaching in aNY C public

_Yes_ _No

_ Continue teaching but sawhere? Where?

_ Leaveteaching professon entirely?

Do you think you'll till beteachingin fiveyears? _Yes_ No
INNYC public schools? _Yes  No

Elsawhere? _Yes No

If you are thinking of leaving, what are the main reasons?

What are the greatest problems you face as a new teacher?
What are the greatest satisfactions of being a new teacher?

Have you been given a mentor?

_Yes _No

If yes, isit aretired teacher _ or asenior teacher _ or other? _

How much time do you spend together? What do you do together? Do you find it
helpful? Are there any problems?

Did you make any effort to seek any informal assstance from more experienced
teachers? Were they hdpful in giving you assstance and helping you to teach?
Isyour principa or assstant principa or another school administrator/supervisor
helpful? _No _Yes

Who was helpful? How did they help?

Was the New Teacher Orientation Conference held at the end of August/beginning of
September hel pful? Why?

Did you get any other training/staff development at the school or ditrict where you
work?

~Yes No

If yes, what sort of training/workshops and when?

Inwhat aress? Was it useful?

Were there any college courses or student teaching in college that you found helpful in
your job?



19.

20.

21.

22.

23.

24,

25.

_Yes_No

Arethere any college courses you are taking now that you find hel pful ?
_Yes _No

Do you fed darting sdlary is adequate?
_Yes_No

Do you do anything to supplement your income?
_Yes_No

Do you have access to adequate basic supplies (paper, chak, photocopying, etc.)?
_Yes _No

If no, what is lacking?

Do you ever use your own money to buy supplies for your classroom?

_YesNo

What kind of items?

How much do you spend each payday for supplies?

Are there an adequate number of textbooks for your students?

_Yes _No

What kind of condition are they in?

How recently were they published, purchased?

Do you have to photocopy textbooks or assignments? Who pays for this?
Does your school have a policy of not letting students take home books?

How many standardized tests are given in your class?

How much time did you spend preparing students for tests?

Was there a school or digtrict mandate for doing certain kinds of preparation or a
minimum amount of time that was supposed to be devoted to test preparation?

Do you have recommendations for improving the process in the following aress.
a) recruitment

b) application

C) licensng

d) placement

€) traning

f) professona development

g) working conditions

Is your school an SBM/SDM (school- based management/shared decision making)
school? Do you have an SBM team at your school ?

~Yes_No__Don't know

If yes, hasthat had any impact on you as ateacher?



26. Age_20to25_26t030_31to35_36t040_ 41to50 50+
Racelethnicity: ~ White _ African American __ Latino _ Puerto Rican heritage _ Other
Latin American country _ Other

! Respondents were first contacted by the staff of the Educational Priorities Panel at the September 1990 and
1992 Conferences for New Teachers sponsored jointly by the New Y ork City Board of Education and the
United Federation of Teachers. EPP staff asked Conference participants for their names and home telephone
numbers so that they could be contacted later about their first-year experiences. From late spring to late
summer, these individuals were interviewed for 30 minutes to an hour using the questionnaire that appears
in the appendix.

2 Kenneth J. Meier, Joseph Stewart, Jr. and Robert E. England, Race. Class and Education. Madison,
Wisconsin,: University of Wisconsin Press, 1989.

* New York State Education Department, Annual Report to the Governor and the L egislature on the
Educational Status of the State’s Schools, February 1994,

* Presentation by CUNY Chancellor W. Ann Reynolds at Educational Priorities Panel, Annual Meeting, May
14, 1991.

®>New York State Education Department, Annual Report to the Governor and the L egislature on the
Educational Status of the State’s Schools, February 1994,

® Ninety percent of new teachers hired in 1992-93 were hired as* Substitutes.” They are teachers who are
eligible for and have applied for New Y ork State certification and/or aNew Y ork City Regular License but
had not received these when they began employment. According to the Board of Education’s Office of
Pedagogical Personnel, many of them were regularly licensed and appointed shortly after being hired.
"New York City Board of Education, Task Force on Professionalism, From Hiring to Retiring, April 1988, p.
30.

8 A file number is an identification number for an employee of the Board of Education. Without this number,
anindividual cannot be placed on the payroll.

° Seefootnote 6.

' New Y ork Teacher, November 14, 1994.

" The previous all-inclusive temporary certificate called Temporary Per Diem (TPD), was eliminated and two
new certificates were created: Certified Provisional Teacher (CPT) for individuals who hold a State
provisional or permanent certificate but not a City license, and Preparatory Provisional Teacher (PPT), for
those who have not completed the requirements for State certification.

2 The Board of Education’s Division of Human Resources now has an arrangement with State authorities to
allow fingerprints to be kept on fileif they were taken after July 1, 1990. This eliminates the need for new
fingerprinting with every application.

 New York City Board of Education, Task Force on Professionalism, From Hiring to Retiring, April 1988, p.
30.




