Literature Review

What are some of the keys to first-year teacher induction?  What supports are necessary for new teachers?

The profession of teaching does not view its first year employees in the same manner that an employer would in many other professions. Unlike in other professions, teachers can be thrown into the system full force with the expectation to perform at the same standards as the veteran teachers.  Many times new teachers are not given a break as far as work load and other obligations are concerned.  There is no working up to more responsibility as you become more efficient in the teaching profession.  Research suggests that the lack of support for new teachers adds to the stress of transitioning from student teaching to full time teaching.  New teachers may be focusing on simply surviving on a daily basis rather than working on acquiring new teaching skills and methods for teaching their students effectively.  Research also suggests that this lack of support is the reason for high attrition rates among beginning teachers.  

Rogers and Babinski (p.38) state that new teachers, "struggle with the complexities and contradictions of teaching within the islolated, individualistic culture of schools".  The physical structure of schools exacerbates this feeling along with the idea that a teacher should be autonomous. Within the last decade or so administrators and teacher educators are realizing that they need to take action in order to curtail teacher attrition rates and support new teachers in a way that enables them to enhance their teaching skills in congruence with student learning.  Thus, innovative induction programs need to be and are being created. 

“Education forecasters predict that as many as two million teachers will be needed in the United States over the next ten years.  The demand for so many new teachers has several roots: increasing school enrollments, calls for smaller class size, more children with special needs, and teacher recruitments.  To make matters worse, ‘the high drop out rate among new teachers continues’ (Scherer 1999).  Increasing the retention rate of promising new teachers would help to ease the teacher shortage.  One approach to retention is systemic teacher induction creating a system in which all new teachers receive orientation, support, and mentoring during their beginning years in the profession.” (Clement, 2000). 

However, before creating an induction program, one needs to understand what new teachers want and need in regards to support. In a study done by Odell (1986), first-year teachers' needs are examined.  The new teachers ranked the areas in which they needed support, beginning with the most pertinent: school system information, resources/materials, instructional guidance, emotional support, classroom management, environment, and demonstration of teaching. Realizing that this data may not be generalizable, all schools, districts and states, should carry out a similar study before the design of an induction program. 

Research shows that there are many different takes on what an induction program should look like, they range from a few days of orientation to very in-depth mentoring to university supported new teacher meetings. Clement states in her article Making Time for Teacher Induction: A Lesson From the New Zealand Model, that “induction is the planned staff development for new teachers and for those who are new to a district”.   Throughout the United States and many other countries as well, “ induction programs are being initiated that attempt to indoctrinate beginning teachers into the profession with greater support and guidance” (Galvez-Hjornevik, C.  1986).  This literature review will give the reader a good idea of the range of induction and mentoring programs that are going on around the world and what characteristics deem them successful. 

"The road to becoming an experienced teacher is a lengthy and arduous trip-- a process that begins and continues long after a student has left the university" (Williams et al, 1996).   This article describes a study of a program in which teacher educators at a university in Chicago set up an induction program for a group of their former undergraduate students who were experiencing their first year of teaching.  The program consisted of monthly meetings with all of the first year teachers and three faculty from the university.  The first year teachers directed the flow of the meetings to ensure they were getting what they wanted and needed out of the meetings.  The teacher educators were there to offer suggestions and learn if there was a gap in the undergraduate education of these first year teachers. All of the first year teachers had varying degrees of support from their respective schools.  However, none of them felt that the support coming from their schools was enough.  Therefore, the support they received from the monthly meetings with other first year teachers and the university faculty were considered helpful.

In a study done by Rogers and Babinksi this method of new teacher meetings as a form of induction and support for first year teachers was also found successful.  Rogers and Babinski had a facilitator for the meetings, which the new teachers liked because they could easily state their opinion with out feeling the pressure of having an administrator present.  New teachers also stated that it was nice to be able to express their thoughts, feelings, opinions and concerns to other first year teachers because they would understand much more readily than a veteran teacher or administrator would.  
Some district induction programs cannot excuse mentor teachers from the classroom so the model where teacher education faculty from nearby universities step into the mentor role may be a good option.  Under this model veteran teachers who still have their classroom duties to fulfill do not feel overwhelmed with the added responsibility of being a mentor teacher as well.  This type of mentor project utilizes the professional assets from both institutions when carrying out classroom observations, consultations, seminars and workshops.  

The above examples illustrate what characteristics out of house support programs can have.  In the following paragraphs, we will look at examples of induction/support programs that stay within the public schools.  The programs to be reviewed range from schools and districts wide programs to state and in one case countrywide teacher induction programs.  

A successful program in Columbus Ohio began in 1986.  The program has many facets to it that other mentor programs do not.  For example, the mentor teachers, in this case consultant teachers are excused from their classroom duties for up to three years in order to fully concentrate on being a mentor for a maximum of fifteen new teachers.  The consultant teacher visits the first year teacher's classroom at least twenty times with a conference following each visit ensuring an ongoing mutual professional development dialogue.  An important component to this program is the idea that mentoring and evaluation are complementary, which creates a cyclical program.  This program has continued to successfully induce new teachers to this day. 

Now in its fifteenth year, the Santa Cruz New Teacher Project has a lot in common with the program in Columbus Ohio.  The main common feature is that the mentor teachers are excused from their classroom duty.  This enables the mentor teacher to focus all of their energy on mentoring rather than adding mentoring to the already booked schedule of a full time teacher.  When finished mentoring the veteran teachers either go back into the classroom or become administrators.  This replenishes veteran teachers, creates teacher leaders, and keeps some of the best teachers teaching, all of which are important when the goal is to support new and affective teachers and keep the attrition rate low. 

The Conejo Valley Unified School District Mentor Model is interesting in that they have categorized five phases of which first year teachers' experience. The five phases include times of: anticipation, survival, disillusionment, rejuvenation, and reflection.  The district designs a series of workshops that are designed to coincide with the supposed phase that the first year teachers may be experiencing.  This method is really taking into consideration the needs of new teachers, in hopes that the above mentioned phases are indeed true for the majority of first year teachers.  
Some states are dedicated to state wide induction programs, many of which spawned out of legislation because voters thought it was important.  Some examples of such states are Texas, California, Ohio, Kentucky and Connecticut to name a few.  The following paragraphs will define the similarities and differences among the programs.  The California program is the largest state mandated program in the nation.  One of the main goals of this program is to design teaching standards which, “…describe six domains of teaching that serve as a lexicon for professional development: (Olebe, 1999).  This enables the mentor teachers and the first year teachers to clearly communicate using similar vocabulary in order to assess the first year teacher’s teaching practices.  “Beginning teachers follow a cycle of planning, teaching, reflecting, and applying as they assess aspects of their teaching with their support providers” (Olebe 1999).  The TxBESS (Texas Beginning Educator Support System) uses a model similar to the California one.  A unique aspect of the Texas program is that the standards profile used throughout the duration of the teacher’s first year of teaching begins in the university setting so it is not new to teachers when they arrive in the workforce.  The end result of assessments and observations by mentor teachers and reflection by the beginning teacher is an action plan for professional growth.   
Both Kentucky and Texas compensate their mentor teachers monetarily as well as excusing them from their classrooms.  This seems to have a positive impact on the overall induction program giving the mentors the ability and desire to fully focus on mentoring. 
Programs that include all of the above mentioned compensations for their mentors seem to be most effective for both the mentors and beginning teachers.  The beginning teachers feel that the mentors truly care about supporting them and the mentors get some time to reflect on their own professional development and return to the classroom refreshed.  

New Zealand has a nation wide induction program that resembles the statewide programs mentioned above.  This model began in the early 1990’s and “…allows for all new primary teachers (K-8) to be released up to 20 percent per work week for the purpose of staff development” (Clement, 2000).  During this release time the new teacher could ask for their mentor teachers’ assistance, observe in the mentor teachers classroom, write lesson plans, plan curriculum, visit any teacher’s classroom or go to the university to research.  A permanent substitute teacher was assigned to all first year teachers so the students would not feel too disrupted with their teacher leaving the classroom once a week.  The beginning teachers in New Zealand thought that the induction program was great and could not imagine having to teach a full load their first year.  

In summary, first year teachers need not only support from principals and mentor teachers they need the time and space to ease into the position.  The most successful programs took mentoring seriously.  The mentor teachers taught similar grades if not the same one, taught the same subjects, and was given time and sometimes more money for taking on the extra responsibility of becoming a mentor teacher.  Mentor teachers, especially the ones who were excused from their classrooms for at least a year also benefited from the mentoring process.  A well designed induction/mentoring program can ease the transition from student teaching to full classroom responsibility for the first year of teaching and retain good teachers throughout the years to come, making our school systems that much better because the teachers feel supported and comfortable in their new profession and can focus on affectively teaching their students.  
