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About the Alliance for Excellent Education

The Alliance for Excellent Education is a national policy and research organization
that works to help make every child a graduateNto prepare them for college, to have
success in life, and to be contributing members of society. Ifocuses on the needs of
the millions of secondary school students (those in the lowestachievement quartile)
who are most likely to leave school without a diploma or to graluate unprepared for a
productive future.

Based in Washington, D.C., the AllianceQs audience includes pents, teachers and
principals, and students, as well as the federal, state, and ¢al policy communities,
education organizations, the media, and a concerned public.

To inform the national debate about education policies and opti ons, we produce
reports and other materials, make presentations at meetings anctonferences, brief
policymakers and the press, and provide timely information to awide audience via our
biweekly newsletter and regularly updated website, www.all4edtg.
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Foreword

Recent thinking in the educational research community has refocused attention on
the critical value of instruction. Well-informed educational le aders have always known
that excellent teachers place emphasis on the growth of studentearning.
Nevertheless, persuasive research demonstrating the relative iportance of instruction
for student achievementNas against other contextual factorsNhas brought about a
dramatic emphasis in recent years on the quality of teachingt

Federal support for elementary and secondary education historially has been mod-
est. As it strengthened in the late twentieth century, it was trected largely toward assis-
tance for the nationOs neediest children. Only in the last decde has there been a per-
ceptible shift in federal policy, focusing specifically on teacer quality. A promising
avenue for productive investment in improving teacher quality is support for novice
teachers in their first years in the classroom, a period commorty called induction.

Until the passage of the Elementary and Secondary Education ACESEA) in 1965,
the federal reach into school matters was limited largely to cdlege land grants and
financial supports for federally impacted areas. Educational inprovement, particularly
at the elementary and secondary level, was regarded as strictllge states® domaif.The
federal government did play a historic role, however, in increasing teacher supply,
through support for postsecondary education. The Morrill Act in 18623 the 1917
Smith-Hughes Act? and the ServicemenOs Readjustment Act (also known as the Gl
Bill) in 1944 were all federal initiatives that contained provisions for promoting the
education of teachers>

In the mid-1960s, the nationOs attention regarding education wacaught by a major
study undertaken by James Coleman, then at Johns Hopkins Univeity, who led a team
of eminent researchers on a project for the federal governmentto look at teachers,
schools, and students. The teamOs findings on the question oflacational opportunity
were published in two large volumes in 19665 and presented a complex, nuanced pic-
ture. ColemanOs interpretation of the data he analyzed was thaupil achievement
could not be significantly elevated until conditions governed by race, class, and income
inequality were rearranged to strengthen the positive role of healthy families.

A broad consensus rapidly formed around this idea, and in 1972 ColemanQs basic
findings were confirmed by sociologist Christopher Jencks in ahighly influential book
published at Harvard. JencksOs summary was supremely confidémits forcefulness:
OThe character of a schoolOs output depends largely on a singtgut, namely the char-
acteristics of the entering children.§

Despite the implicit, seemingly logical, conclusion of the analysis put forth by
Coleman and JencksNthat when it comes to student achievement, ¢aching doesnOt
matter very muchNAmericans were nevertheless concerned about aracting new
teachers into the profession and keeping them in it. In the early 1970s, many
schools began to investigate how to help the beginning teacherenter the teaching
profession better prepared for its challenges. During the mid-1970s, education
experts debated different ways to smooth out the induction of new teachers into
school systems. Some suggested extending preservice preparatigorograms to five
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years or requiring extensive internships; others established iduction programs for
the first one to three years of teaching.

Programs expanded enough that, in 1979, the Educational TestingService (ETS)
commissioned a survey of the history and evaluation of orientabn programs for
novice teachers. Many types were listed in the ETS report, alaggnwith reasons for their
establishment. Most programs were small, incomplete, and locail designed and fund-
ed. The report describes, for example, a New Hampshire programthat was unique
because it did not collaborate with an institution of higher le arning yet provided a
teacherOs sole route to recertification, and several special-pose induction programs
in seven states, such as those designed especially for rurabiehers8

In the 1980s many state legislatures, including Connecticut andCalifornia, began
to mandate induction programs. A few states went so far as topgcify program con-
tent and design the delivery system. As the research on induabin was still relatively
weak, however, most of these programs were neither comprehensé/nor based on
solid research.

Meanwhile, the 1983 publication of A Nation at Risk drew widespread national atten-
tion to the state of American schools. The electrifying rhetoric of this report resulted
in the emergence of a powerful consensus to reform American edwation. Politicians,
business leaders, educators, and ordinary citizens all joinedagether to push for a
quality education for all students. Among other things, A Nation at Risk claimed that
American teachers were ill-prepared. Teachers were roundly critized for their inabili-
ty to teach higher-level thinking, particularly in the subjects of math and science.

The publication of A Nation at Risk gave rise to a series of Oeducational excellenceO
reforms designed to change the nature of schools, students, andeachers. Teacher
retention quickly became a source of major concern. At first, researchers examined a
host of factors influencing the retention of new teachers. Largely ignoring induction,
or variations in teacher quality, researchers focused on teachesalaries and school
quality to help explain and correct for teacher attrition. °

A Nation at Risk was followed byA Nation Prepared, a 1986 report that called for a
national board to Oestablish high standards for what teacherseed to know and be
able to do, and to certify teachers who meet that standard.®® Of course, this recom-
mendation was realized in the establishment of the National Boad for Professional
Teaching Standards. Anticipating many of the features of what & now understood as
positive features of induction, the report recommended creating decisionmaking struc-
tures in which Olead teachersO would play important roles aneéachers would direct
their own support staffs.

By the mid-1980s, some school administrators and teacher educats concluded that
inexperience accounted for many of the problems facing new teaders. The only
preparation that most beginning teachers had was the semestewhg student-teacher
experience. This was not sufficient. Student teachers had not@rvived a series of
instructional failures, experienced studentsO boredom, discovexd a wall of student
learning resistance, or felt the isolation of Oteaching foreve® Student teachers did not
characteristically experience the demands of meetings, red tapgextracurricular activi-
ties, and student/parent conferences.11
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Clearly, to be successful, novice teachers needed education idlinical practice that
went well beyond student teaching. Researchers soon discoverdtiat the most effec-
tive induction programs were those flexible enough to accommodate changes in the
classroom and school setting. Excellent induction programs did more than show
teachers how to teach at a certain school; they helped teachersnprove the quality of
their teaching. Education leaders called for mentoring programs designed to accu-
rately determine new teachersO needs as they changed acrosseinnduction pro-
grams were designed to guide new teachers from day-to-day suwveil to more analytic
and flexible thinking. 12

By the early 1990s, it became evident that induction was even ame vital than school
officials had previously believed. Researchers found retentiormore positively related
to the quality of the first teaching experience than to prior a cademic performance or
the adequacy of teacher education!3 In 1996, the National Commission on Teaching
and AmericaOs Future suggested that the first years of teachiibg structured like a
medical residency. New teachers in residency programs would ragarly communicate
with expert teachers on instructional practices and classroom gpervision. They would
also get feedback on and receive formal evaluations of their pgformance.14

By the first decade of the twenty-first century, compelling newresearch linking the
performance of individual students with specific teachers led many analysts to the clear
conclusion that the quality of the teacher was the most important factor in producing
student achievement gain. The resultant focus on teacher qualiy brought an increase
in schools implementing the kinds of reforms that education researchers had been
calling for since the 1970s. Thus, in 2003, the majority of newteachers (79 percent)
reported participating in some form of teacher induction. 15 This represents a consid-
erable increase when compared to previous years. Only 56 percérof new teachers in
1993 participated in a formal induction program during their fi rst year; 44 percent of
19890s new teachers underwent induction; and just 17 percent d9740s new teachers
reported an induction experience. 16 Now, in 2004, more than thirty states have initiat-
ed induction programs for their beginning teachers. Fifteen states currently require,
and in some measure fund, induction programs for all new teaches.?

Since the passage of the ESEA in 1965, schools and their teaalsehave found a per-
manent place on the national agenda. In the past decade, the spcific emphasis in pol-
icy and practice has increasingly been on the quality of instriction. Many states and
districts have raised academic standards, mandated that everyitd have a quality
teacher, and insisted that teachers have opportunities for coninued growth and profes-
sional development once in the classroom!8 The No Child Left Behind Act (NCLB) of
2002 attempts to help children reach high academic standards byrequiring that every
class be taught by a Ohighly qualified teacher.O NCLB requirasademic achievement
of every student in every school. As teacher quality is now uretstood to be the great-
est predictor of academic success, and induction improves teaddr quality, the need to
continue the education of novice teachers in the first years ofclinical practice in the
classroom through well-designed programs of induction could not be greaterl9

No Child Left Behind crucially changed the way the nation think s about education
policy. By requiring that every teacher in every classroom betghly qualified,O the fed-
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eral government has made teacher quality a national priority wathy of federal
resources. The kind of education, support, and evaluation thatcomes with a program
of comprehensive induction is one sure way to improve the qualty of the teaching
workforce. It is the kind of reform for which thoughtful educat ional leaders have been
advocating for more than thirty years.

When Carnegie Corporation of New York was designing its ambitiois teacher edu-
cation reform initiative, Teachers for a New Era, induction wasa central element with-
in the design principle of conceptualizing teaching as an acadenically taught clinical
practice profession. Eleven colleges and universities are nowecipients of support on
this challenge, and each of them will construct a means of prouding a formal pro-
gram of support for their teacher graduates during their first two years of full-time
professional teaching.

Every child deserves effective, high-quality professional tea@ts. Without them,
children will have difficulty reaching the high standards we expect them to achieve,
and too many of them will fail. Historically, the federal government has worked to
ensure that all children have equal access to a quality educath, no matter where they
live or what level of resources are available to their local dwols. More recently, this
attention to equity has expanded to include efforts to improve teacher quality. A logi-
cal next step for the federal government is to encourage and fund well-designed pro-
grams of induction for all new teachersNa straightforward and reliable way to produce
rapid improvement in the quality of the nationOs teaching workbrce.

Daniel Fallon

Chair, Education Division
Carnegie Corporation of New York
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EXECUTIVE SUMMARY

T here is growing consensus that the single most important factorin determining
student performance is the quality of the teacher. Therefore, if the national goal
of providing an equitable education to children across this nation is to be met, it is
critical that efforts be concentrated on developing and retaining high-quality teachers
in every community and at every grade level.

However, when the final bell rings this school year and studens across the nation
head out the door for summer vacation, too many of their teachers will also be leaving
the classroomNpermanently. About 207,000 teachers, nearly 6 pecent of the teaching
workforce, will not return to teaching next fall.

Teachers in all schools are moving out of the profession, but he rate of attrition is
roughly 50 percent higher in poor schools than in wealthier ones?20 And teachers new to
the profession are far more likely to leave it than are their more seasoned counterparts.

Experts debate the severity of teacher attrition compared to oher industries, but
they cannot dispute the cost. Estimated conservatively, Amerigaschools spend more
than $2.6 billion annually replacing teachers who have droppedout of the profes-
sion.21 Many analysts believe that the price is actually much larger, @inting out that
the loss in teacher quality and student achievement must be aded to the bill.

Why are so many teachers, most of whom chose to enter the profsion because of
a real desire to make a positive difference in the lives of cHdren, leaving their jobs?
A lack of support and poor working conditions are cited by teachers as among the
primary factors.

Beginning teachers are particularly vulnerable, because they & more likely to be
assigned low-performing students than are their more experiencel colleagues. Despite
the added challenges that come with teaching children and adolescents with higher
needs, most beginners are given no professional support, feedhz, or demonstration
of what it takes to help their students succeed. The result ishat new teachers are most
at risk of leaving the teaching profession. In fact,
¥ 14 percent of new teachers leave by the end of their firstgar;
¥ 33 percent leave within three years; and
¥ almost 50 percent leave in five year&?

If the national goal of
providing an equitable
education to children
across this nation is to be
met, it is critical that efforts
be concentrated on
developing and retaining
high-quality teachers in
every community and at

every grade level.

About 207,000 teachers,
nearly 6 percent of the
teaching workforce, will not

return to teaching next fall.
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This means that one out of every two new teachers hired will quit in five years.

If every child is to have equal access to teachers who are trylhighly qualified, the
odds must be dramatically improved that teachers will stay inte profession long
enough to become fully competent professionals. Luckily, a soltion to the problem
of keeping good teachers in the classroom does exist: comprehesive induction
designed to provide new teachers with the practical skills theyneed for success.

Comprehensive induction is a combination of mentoring, professional develop-
ment and support, and formal assessments for new teachers durig at least their
first two years of teaching. Research demonstrates that comprednsive induction
cuts attrition rates in half. In addition, comprehensive induct ion helps to develop
novice teachers into high-quality professionals who improve stdent achievement.
What is more, induction has shown to create a payoff of $1.37 for every $1 invested.?3

Many schools and districts have some form of induction or mentaing program
for new teachers. Unfortunately, only 1 percent of beginning teachers currently
receive the ongoing training and support that constitutes comprehensive induction
when they enter the teaching profession24

Placing new teachers in the most challenging classrooms withoutomprehensive
inductionNand expecting them to perform like experienced teache rsNis like put-
ting newly licensed drivers in the top heat of a NASCAR race. Mst researchers and
education experts agree that, in general, new teachers need frm three to seven
years in the field to reach proficiency and maximize their students® performance5
Comprehensive induction can minimize the time it takes for new teachers to per-
form at the same level as an experienced teache?s

Comprehensive induction programs include a number of components:
¥ High-quality mentoring. This is defined as structured mentoring from a carefully

selected teacher or teachers who work in the same field or sulgct as the new

teacher, are trained to coach new teachers, and can help improe the quality of
teachersO practice. Mentors guide and support the work of novieteachers by
observing them in the classroom, offering them feedback, demonsrating effective
teaching methods, assisting with lesson plans, and helping tedw®rs analyze stu-
dent work and achievement data to improve their instruction.

¥ Common planning time. Regularly scheduled common planning time helps teachers
connect what and how they teach to improving student achievemen in a collabora-
tive culture. These strategies may include how to develop lessoplans, use student
assessment data, and employ collaborative models to increaseusent achievement.

¥ Ongoing professional development. These activities include regular seminars and
meetings that improve a teacherOs skill to increase student lgging. Professional
development should meet teachersO needs to expand content knoetige, teach
literacy and numeracy at the secondary school level, address dérse learning
needs, and manage student behavior.

¥ An external network of teachers. Participation in a network of educators outside of
the local school provides teachers with a community of colleages within which to
collaborate and receive support, keeping them from feeling isolated.
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¥ Standards-based evaluation. Some new teachers may not be ideally suited for teaching.

Standards-based evaluation of all beginning teachers provides mechanism for deter-

mining whether or not new teachers should move forward in the profession.

To retain teachers and improve their overall quality, comprehensive induction should
be accompanied by the following essential elements that creatéigh-functioning learn-
ing communities within schools:
¥ strong principal leadership;
high-quality providers of the induction program with dedicated staff resources;
additional support for new teachers with little preparation;
incentives for teachers to participate in induction activities;
alignment between induction, classroom needs, and professioal standards; and
an adequate and stable source of funding.

States, districts, and local schools all view and practice indtion in different ways.
Therefore, it is important to distinguish what is and is not meant in this report by the
term Oinduction.O

KK K KK

What Comprehensive Induction Is Not

¥ Induction is not a crash course in teaching. Teachers must be prepared with content
knowledge and teaching skills when they enter the classroom. Bujust as induction
is not a substitute for quality preparation, neither is preparation a substitute for
quality induction.

¥ Induction is not an orientation session in which administrators tell teachers where the
copy machine and refrigerator are located. Induction incorporat es teachers into the
teaching profession.

¥ Induction is not a stand-alone mentoring program, however rigorous it may be. Induction
does include time for new teachers to work with mentors to improve their instruc-
tion. But induction also must include additional components to effectively retain
and develop teachers??

¥ Induction is not a string of disconnected one-day workshops. To be effective, induction
must be embedded in the professional culture of every school ad district with the
strong support of school leaders28

¥ Induction is not a top-down, unidirectional approach to teacher learning where new teach-
ers are expected to be only passive recipients. Beginners al$@ave knowledge and
skills to offer existing teachers, mentors, administrators, andprincipals, and the
exchange of information benefits everyone.

¥ Induction is not just of benefit to beginning teachers. High-quality veteran teachers also
can improve their skills by participating in induction through common planning
time with inductees and by serving as mentors and instructionaleaders?29

¥ Induction is not a way to help teachers cope with dysfunctional schools that leaves the
root causes of poor working conditions untouched. Induction can facilitate posi-
tive, systemic change in the local school environment and, ultmately, in the
teaching profession.
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What Comprehensive Induction Does

¥ Induction keeps quality teachers in the profession. Research by Richard Ingersoll and
Thomas Smith found that induction retains teachers, even when dher factors such
as salary, school conditions, and personal background of the tacher are taken
into account.30

¥ Induction weeds poor teachers out. Some new teachers should not stay in the profession.
Comprehensive induction uses assessments aligned with establisth teaching stan-
dards to identify and remove individuals who are not well suitel for teaching.3!

¥ Induction teaches beginning teachers clinical, practical skills. Academic preparation, even
when accompanied by hands-on experiences like student teachinggan only partly
cultivate the teaching skills of a beginning teacher. Novices eed OclinicalO training
in full-time classroom situations to develop the kind of practical, professional skills
necessary to consistently improve student achievemeri

¥ Induction builds a communily of teachers who are learners. Induction brings beginning
teachers, experienced teachers, and school leaders together igollaborative settings
to create a professional culture of ongoing learning, which canlead to positive
change in the school climate.

¥ Induction orients teachers into their local school. Induction introduces teachers to the type
of students their school serves and how best to meet their stuehtsO particular needs3

¥ Induction orients teachers into the efficacy and worth of their profession. Any successful
induction program must focus on the importance of teachersO bekfs that what they
do matters, and that all students can achieve at high levels gardless of race, family
income, or other factors outside of school34 Equally, teachers must master the skills
that lead to student learning, including continually developing content knowledge,
improving teaching methods, and adjusting instruction to diverse learners.

Induction at Work

Comprehensive induction can be delivered in a variety of forms.This report fea-
tures four case studies of effective induction programs, detaiéd in Appendix A.
Connecticut Beginning Educator Support and Training (BEST)

New teachers in this program are inducted over two or, if needal, three years, when
they present portfolios documenting their teaching as a basis ér the award of a provi-
sional license to continue teaching. Teachers are supported wi well-trained mentors,
content-specific seminars, and, in some districts, Osenior addrsO who are released
from their normal teaching duties to work intensely with three to five new teachers.
Santa Cruz New Teacher Project (SCNTP)

The New Teacher Center provides induction services to every bdgning teacher
in the Santa Cruz region through the University of California at Santa Cruz. The
program has expanded to include other districts across the naton. SCNTP rigorous-
ly selects and trains mentors to support new teachers during tkir first two years in
the Santa Cruz school district. Mentors also administer assesamts to new teachers
to evaluate their work.
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Tangipahoa FIRST

Every new teacher in Louisiana is assigned a mentor who guidasem through their
first years of teaching and prepares them to be assessed by tlstate. This program is
called LaTAAP (Louisiana Teacher Assistance and Assessment Pragn). A separate
induction program, Louisiana FIRST (Framework for Inducting, Re taining, and
Supporting Teachers), provides a variety of supports to new teehers in school districts
who apply for and receive state grant money. This case study ¢&s at Tangipahoa
Parish, a rural district in Louisiana, to see how induction works in remote areas
through both LaTAAP and LaFIRST.
The Toledo Plan

The Toledo (Ohio) Plan is a cooperative project between the Toledo school district
and the Toledo Federation of Teachers. New teachers are consided interns, and are
supported by mentors and reviewed as to their effectiveness dahe end of their first
year. A Board of Review, composed of administrators and teachdeaders, examines
the progress of each teacher and decides whether or not to rene their contracts. The
Toledo Plan also identifies poorly performing veteran teachersand provides them
mentored support.

Recommendations

There is no question that the implementation of effective, comprehensive induction
can make a critical difference in our schoolsO ability to attret and retain high-quality
teachers. But many districts, facing increasingly tight budgetsfind it difficult to allo-
cate the necessary resources to develop, implement, and maintaicomprehensive
induction programs. The Alliance for Excellent Education recomm ends that states and
school districts use funds from Title Il of the Elementary and Secondary Education Act
(now the No Child Left Behind Act) to provide comprehensive ind uction to beginning
teachers during at least their first two years of teaching.

Furthermore, the Alliance urges the U.S. Congress, as it consiers the reauthoriza-
tion of the Higher Education Act (HEA), to amend Title Il of th at law. Currently, Title
Il of HEA provides Teacher Quality Enhancement Grants to partnerships of postsec-
ondary institutions and high-need school districts for improvin g the recruitment and
preparation of KB12 teachers. All future partnership grants shaild require recipients
to provide comprehensive induction that includes the quality criteria outlined above.

Moreover, Congress should provide additional funding to ensure that every new
teacher in our nationOs high-need schools receives comprehensiinduction. These
teachers are most at risk of leaving the profession.

There is no question that
the implementation of
effective, comprehensive
induction can make a
critical difference in our
schoolsO ability to attract
and retain high-quality

teachers.

Congress should provide
additional funding to
ensure that every new
teacher in our nationOs
high-need schools receives

comprehensive induction.
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Being prepared for life
requires the same skills as

being prepared for college.

The quality of teachers has
an enormous impact on
student learning and

achievement.

THE PROBLEM WE FACE: HOW TO RETAIN
TEACHERS AND DEVELOP THEM INTO
HIGH-QUALITY PROFESSIONALS

he high school graduation rate in

the United States is an abysmal 68
percent.35 Every school day approximate-
ly 3,000 adolescents drop out of second-
ary school; 540,000 students fail to gradu-
ate each year® Only one out of two stu-
dents of color will earn a high school
diploma, and that rate plunges even lower
in many urban districts.37

Merely remaining in school is no
guarantee that students will acquire
basic skills. One in four high school sen-
iors cannot identify the main idea in a
sentence or understand informational
passages. One in four cannot demon-
strate basic math skills38 It is little won-
der that, according to a Manhattan
Institute report, 68 percent of students
leave high school without the skills nec-
essary to succeed in collegéd
These young people will also have diffi-

culty competing in the workplace.
Increasingly, being prepared for life
requires the same skills as being prepared
for college. In 2004, the American
Diploma Project highlighted the expecta-
tion of employers that their employees
with high school diplomas will have high
levels of literacy and math skillsNthe same

levels that colleges expect from their enter-
ing freshmen. But too few high school
graduates possess such skills. Sixty percent
of employers question whether or not the
high school diploma means that students
have mastered even basic skill
Currently, employers have to spend mil-
lions of dollars remediating their employ-
ees. Businesses and institutions of higher
learning in the state of Michigan alone,
using a conservative estimate, spend $601
million per year teaching young adults
basic skills they should have learned in
high school.41

Many educators think they can do lit-
tle to overcome the barriers to learning
that students bring with them to school.
Recent research, however, tells us that
the quality of teachers has an enormous
impact on student learning and achieve-
ment.42 Even low-performing students
facing barriers to learning can achieve
high standards if they are taught by
high-quality professional teachers. In
1991, Ronald Ferguson reported that
teacher expertise was the largest factor
explaining the gap between black and
white student achievementN40 percent
of the variation.43
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The bottom line is this: All students,
especially those at risk of failure, need a
high-quality teacher in order to achieve
high standards and to graduate with the
skills needed to succeed in college or the
workforce. The economic and social suc-
cess of our country depends on it.

Leaky Buckets Can’t Hold Water:
New Teacher Attrition

Over the past decade, education experts
have focused on a perceived teacher short-
age. The shortage has been attributed to
large numbers of baby boomers retiring,
increased student enrollment, and states
reducing class size44 Common sense tells
educators they have a problem because
they constantly need to hire new teachers
and cannot find suitable candidates.

But the problem is not a teacher
shortage per se. Schools do not generally
lack newly credentialed candidates to
choose from; instead, they are rapidly
losing the newly hired teachers they
already have. In other words, schools are
leaky buckets losing existing teachers
faster than they can take in new ones.
Indeed, the market has more candidates
to fill open positions than it has posi-
tions themselves. Over the past ten years,
the number of new teachers entering the
workforce has rapidly increased4>

The real crisis is created by the large
number of beginning teachers who leave
the professionNteacher attritionNbefore
they can become the kind of high-quality
teachers who consistently improve student
learning. Currently, the rate of attrition
among beginning teachers is astronomical.
Research by education researcher Richard
Ingersoll shows that
¥ 14 percent of first-time teachers quit in

the first year;

¥ within three years, 33 percent will
leave; and

¥ after five yearsNthe average time it
takes for teachers to maximize their stu-
dentsO learningNhalf of all new teach-
ers will have exited the profession?6
High rates of attrition like these mean that

Jfor every two new teachers a school district

hires, one of them will completely drop out of

the profession in five years—just at the time

they are able to consistently improve student

achievement.

Leaky Buckets Are Not Cheap:
The Cost of Attrition

While experts debate the severity of
teacher attrition compared to other indus-
tries, they cannot dispute the cost:
¥ Every year American schools spend

approximately $2.6 billion on teacher

attrition. Using the most conservative
industry model approved by the

Department of Labor, the cost of

recruiting, hiring, and training a new

teacher is approximately 30 percent of
the exiting teacherOs salaryNa cost that
is not recoverable4” Using the most
recent national data from the National

Commission on Teaching and AmericaOs

Future, this report estimates that for

every teacher who leaves, the school dis-

trict spends approximately $12,500.

Other researchers price attrition from

$13,000 to $50,000 per teacher when

accounting for losses in teacher quality
and student achievement48

¥ When beginners leave before they
become high-quality veterans, any
investment in teacher professional
development is lost. Taxpayers wind up
paying more than they would if quality
teachers remained in the profession in
the first place.

All students, especially
those at risk of failure,
need a high-quality
teacher in order to achieve
high standards and to
graduate with the skills
needed to succeed in
college or the workforce.
The economic and social
success of our country

depends on it.

Every year American
schools spend
approximately $2.6 billion

on teacher attrition.



Current research holds
that new teachers require
three to seven years to

become effective teachers.

Beginning teachers are

routinely assigned the
most difficult classrooms,

full of low-performing
students at risk of falling

behind or dropping out.

Placing new teachers in
the most challenging
classrooms with little, if
any, supportNand
expecting them to perform
like prosNis like putting a

newly licensed teenager in

a NASCAR race.
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¥ Schools with high rates of attrition can-
not develop a strong nucleus of stable
faculty to teach their students to high
standards or mentor their new teachers
to high quality. This loss also creates a
lack of coherent community within the
school, which is crucial for successful
interaction and collaboration among
the teaching staff. Morale and the work
environment take a downturn because
hard-to-staff schools become known as
places to leave, not places in which to
stay. And administrators spend inordi-

nate amounts of time staffing vacancies.

¥ The most critical cost associated with
attrition is poorer teacher quality that
negatively impacts student achievement.
As experienced teachers leave teaching,
they take with them the knowledge and
experience needed to consistently
improve student learning. Consequently,
high teacher attrition can have negative
effects on student achievement. Current
research holds that new teachers
require three to seven years to become
effective teachers?® With almost 50 per-
cent of new teachers retiring within
their first five years of teaching, schools
struggle to develop a strong core of
teachers who can positively impact stu-
dent achievement.

The Bigger Picture: Lack of
Support and Assessment

Attrition is the result of a much larger
problem faced by new teachers. In
America, teachers are expected to be
experts ready to tackle the biggest chal-
lenges on the first day they enter a school.
Beginning teachers are routinely assigned
the most difficult classrooms, full of low-
performing students at risk of falling
behind or dropping out. Often they are
given little if any professional support,

feedback, or demonstration of what it
takes to help their students achieve.

Step into the shoes of Rachel, a first-year
middle school teacher in New England:

Doing student teaching as part of my

Master of Arts in Teaching program, 1

had a supervisor and could ask any

question I needed to ask. Now I feel very

uncomfortable asking for help. It feels

like a sign of weakness. I was given a

key and my room at the beginning of the

year. There was no orientation at all. 1

feel like they think I should know every-

thing and be able to handle it myself. On

the one hand, I am flattered that they

Jeel they can treat me like a veteran

teacher, but I wish they would remember

now and then that I am new and give

me a little support.>0

RachelOs experience is like that of
countless other beginning teachers across
the country. Even with a graduate degree,
she is not yet a seasoned, effective teacher
and still needs support once she is on the
jobNshe needs, in other words, induction.

Placing new teachers in the most chal-
lenging classrooms with little, if any, sup-
portNand expecting them to perform
like prosNis like putting a newly licensed
teenager in a NASCAR race. They may
have the basic skills, but they are not
ready to be in the Daytona 500Nnot on
the first day, or even in the first year.

Doctors serve internships and residen-
cies. Military recruits go through basic
training. Many businesses provide employ-
ees with extensive on-the-job training pro-
grams. American teachers, too, need for-
mal on-the-job training and evaluation.
Comprehensive induction integrates
beginners into the profession by guiding
their work, further developing their skills,
and evaluating their performance during
the first few years of teaching.
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On this point there is broad, even inter-
national, agreement: Once on the job, all
beginners must learn to teach to established
standards, evaluate the effects of their
instruction on student performance, use
student achievement data for planning and
curriculum, tailor instruction to address
specific learning needs, and learn how to
thrive in the culture of their school. 51 This
kind of learning can only happen with
strong support and assessmentNthat is,
with comprehensive induction.

The Short End of the Stick: Once
Again, Poor Schools Suffer Most

A major result of teacher attrition and
inadequate induction is that poor, urban,
and minority children are taught by less
experienced, less qualified teachers who
do not stay long enough to become the
expert, high-quality teachers their stu-
dents desperately need. High-poverty
schools have proportionally greater num-
bers of teachers with less than three years
of experience than affluent schools52
High-poverty schools with high percent-
ages of students of color are more likely
to employ teachers who are on emer-
gency waivers and who are not certified in
the subject they teach33 At the turn of
the millennium, urban and poor children
in the United States had only a 50 per-
cent likelihood of being taught math and
science by a teacher with a college major
in those subjects®4

In the words of the Education Trust:

No matter which study you examine,

no matter which measure of teacher qual-

ities you use, the pattern is always the

same—poor students, low-performing
students, and students of color are far

more likely than other students to have

teachers who are inexperienced, uncerti-

fied, poorly educated, and under-per-

forming. Many of those teachers demon-

strate most or all those unfortunate qual-

ities at the same time.5>

There are several reasons why high-
poverty districts rarely get quality teachers
and often lose the ones they have. The
most obvious factor is a lack of funds to
pay teachers the competitive wages they
can find in wealthier schools. A 2003
report by Levin and Quinn of the New
Teacher Project revealed that urban
schools often lose their brightest candi-
dates, who actually want to teach there,
during a lengthy, bureaucratic hiring
process?6 Poor schools often have the
most challenging working conditions,
prompting many teachers to move to
other schools or leave teaching altogeth-
er. In 2002, Hanushek, Kain, and Rivkin
argued in a National Bureau of Economic
Research report that hard-to-staff schools
struggle to recruit and keep high-quality
teachers precisely because those districts
fail to provide effective training, valuable
induction programs, and a generally sup-
portive teaching environment. 57

In a 2004 report by the Harvard
Project on the Next Generation of
Teachers, researchers found that new
teachers® decisions to transfer out of low-
income schools rested on the extent to
which those schools supported them with
well-matched mentors, guidance in using
curriculum, and positive hiring processes.
OGiven the many challenges of working in
low-income schools,O the report con-
cludes, Oteachers need to have broad, sub-
stantive support from a range of experi-
enced colleagues. At a minimum, new
teachers in these schools need substan-
tive, structured, regular interactions with
expert, veteran colleagues.®¥ Because
teachers in poor schools receive so little

Comprehensive induction
integrates beginners into
the profession by guiding
their work, further
developing their skills, and
evaluating their
performance during the

first few years of teaching.

New teachersO decisions to
transfer out of low-income
schools rested on the
extent to which those
schools supported them
with well-matched

mentors, guidance in using
curriculum, and positive

hiring processes.
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support, the implementation of compre-
hensive induction is even more important
for those teachers working in the most
challenging environments.

Given the demands of the No Child
Left Behind (NCLB) Act for high student
achievement, this disturbing question
continues to nag policymakers, practition-
ers, and parents alike: How will our chil-
dren with the greatest need for quality
teachers get them and keep them long
enough to meet the high standards we set
for all students?

10
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THE SOLUTION: COMPREHENSIVE INDUCTION
FOR EVERY BEGINNING TEACHER

Addressing attrition and the lack of
induction requires a much more
comprehensive and systematic solution
than currently exists in most states and
districts. All beginning teachers need
comprehensive induction if we are to
retain them and help them develop into
high-quality professionals.
OComprehensive inductionO is defined as
a package of supports, development, and
standards-based assessments provided to
beginning teachers during at least their first
two years of full-time professional teaching.
High-quality, comprehensive induction that
retains and develops new teachers includes
the following components:
¥ structured mentoring from carefully select-
ed teachers who work in the same sub-
ject area, are trained to coach new
teachers, and can help improve the
teacherQOs practice;
¥ common planning time for new teachers to
collaborate with their mentors, other
teachers, and school leaders across all
levels of experience;
¥ intensive professional development activi-
ties for new teachers that result in
improved teaching that leads to stu-
dent achievement;
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¥ participation in a network of other teachers
outside the local school; and

¥ a standards-based assessment and evaluation
of every beginning teacher to determine
whether he or she should move forward
in the teaching profession.

Solving New Teacher Attrition:
More Than Mentoring

Since the early 1980s, increasing num-
bers of states and districts have tried to
retain and develop their teachers by
adopting some form of induction. In
most districts and for many states, induc-
tion is equated with mentoring.

Mentoring is a formal or informal rela-
tionship that offers new teachers coach-
ing, support, and feedback from more
experienced teachers. The popularity of
mentoring is clear. In the 1999D00 school
year, 79 percent of new teachers in the
United States participated in some type of
OformalO induction program; two-thirds of
them were given mentors9

While mentoring is the most widely
practiced component of induction, men-
toring by itself is not enough to retain
and develop teachers. Mentoring pro-
grams vary widely, and many do little

OComprehensive induction®
is defined as a package of
supports, development,

and standards-based
assessments provided to
beginning teachers during

at least their first two years
of full-time professional

teaching.

Mentoring by itself is not
enough to retain and

develop teachers.



Comprehensive induction
requires a substantial
investment of time,
money, and resources.
The good news is that the

investment pays off.
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more than ask mentors to check in with
new teachers a few times per semester to

chat. Some mentors meet with new teach-

ers regularly for encouragement but
never observe or evaluate them in the
classroom. Emotional support is impor-
tant for growing professionals, but it is a
pale substitute for rigorous guidance
about how to teach. Even in an ideal
world, where new teachers are matched
with excellent mentors, beginning teach-
ers need the additional opportunitiesN
such as networking with other teachers
outside the school or receiving standards-
based assessmentNthat come with com-
prehensive induction.

The Benefits of Comprehensive
Induction

Comprehensive induction requires a
substantial investment of time, money,

and resources. The cost of comprehensive

induction varies in terms of release time
and compensation for mentors. Using
models from California and Connecticut,
the approximate average cost of induc-
tion is $4,000 per teacher, per year.

The good news is that the investment
pays off. Using a two-year program in
California as a model, Anthony Villar of
the New Teacher Center, University of
California, Santa Cruz, found that com-
prehensive induction pays $1.37 for
every $1 invested?

Historically, the benefits of comprehen-
sive induction have been hard to evaluate,
leaving few studies and little evidence on
the true value of induction. However,
VillarOs work identifies and quantifies
three major benefits of induction:
¥ reduced attrition;
¥ improved teacher quality; and
¥ improved student achievement.

Reduced attrition. Induction cuts attri-
tion rates in half.61 And teachers who
experience all the components of com-
prehensive induction are more likely to
remain in teaching than those who only
receive mentors$2 By reducing attrition,
school districts can make the dollars
spent on recruiting, hiring, and develop-
ing teachers more effective and provide
their students with teachers who have
growing expertise.

Improved teacher quality. In his report,
Villar found that comprehensive induc-
tion more rapidly develops teachers, mov-
ing the skill level of a new teacher to that
of a fourth-year teacher within the span of
one year. In addition, all teachers, not just
novices, benefit from induction.
Experienced educators who serve as
induction leaders, mentors, or coaches
build leadership skills and refine their
own practice as they help other teachers.
They also gain a sense of job satisfaction.
By improving satisfaction, leadership
among teachers, and teaching quality,
induction can vastly improve the climate
of schools and help retain its veteran
teachers as well as its new ones.

Improved student achievement.
Furthermore, because inducted teachers
Omove more quickly beyond issues of
classroom management to focus on
instruction,O they use practices that
improve student achievement$3 Inducted
teachers motivate diverse students to
engage in productive learning activities,
and they better assess their studentsO
learning needs %4 Inducted teachers also
develop better teaching practices because
they think about how their teaching influ-
ences student learning8s

12
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THE INDUCTION ENGINE: COMPONENTS OF
COMPREHENSIVE INDUCTION

uality induction proven to retain
and develop new teachers is a bun-

dle of several types of supports and assess-

ments. What follows is a rigorous descrip-
tion of the essential components of com-
prehensive induction. Without them,
induction is a car without an engine.

Because induction programs vary so
widely, educators and policymakers need
to understand the common components
that make up comprehensive induction so
they can recognize good induction when
they see it. Knowing the components of
induction can guide decisionmakers at the
federal, state, and local levels about what
to require, expect, and fund. Articulating
quality criteria is also an important step
toward equity, ensuring that every begin-
ning teacher has the opportunity to devel-
op into a high-quality professional.

Stand By Me: High-Quality
Mentoring

Comprehensive induction programs
match new teachers with one or more
experienced and trained teachers who
mentor new teachers. Mentors support
and coach novice teachers in several ways.
They spend regular time observing new
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teachers in the classroom, offering them
feedback, demonstrating effective teach-
ing methods, assisting with lesson plans,
and helping teachers analyze student work
and achievement data. Quality mentors
also assess novice teachers to determine
how their practice should improve in

order to raise student achievement and
meet teaching standards.

The process of selecting and assign-
ing mentors is crucial to inductionOs suc-
cess. The mere presence of a guide does
not improve teaching.66 OIf mentors sim-
ply pass on their own teaching practices,
regardless of whether they are effective
or not,O researchers Richard Ingersoll
and Jeffrey Kralik warn, Oprograms
might tend to stifle innovation or the
implementation of new approaches on
the part of beginning teachers.®7
Mentors need to be selected using the
following characteristics:
¥ Quality mentors are good teachers of stu-

dents. The best mentors have strong

content knowledge of the subject they
teach, a proven ability to raise student
achievement, and success working
with linguistically and ethnically
diverse studentsg8

Knowing the components
of induction can guide
decisionmakers at the
federal, state, and local
levels about what to

require, expect, and fund.

The process of selecting
and assigning mentors is
crucial to inductionOs

SuccCess.



For their induction work,
which is often done in
addition to regular
classroom teaching,
mentors need recognition

and support.
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¥ Quality mentors are good teachers of teach-
ers. Besides exemplary teaching, the
best mentors have the ability to learn a
new set of skills: teaching teacher§?
Mentors communicate how to teach as
much as what to teach. They must be
able to model successful teaching in a
way that makes it possible for other
teachers to learn from them.

¥ Quality mentors are matched with teachers
in the same subject area. 1deally, mentors
work in the same subject (e.g., math)
or field (e.g., special education) as
their novice teachers. Research con-
firms what common sense knows: men-
tors maximize their skill base when they
coach teachers who do similar work,
especially at the high school level,
where teachers specialize in specific dis-
ciplines such as geometry or literature.
Currently, however, less than half of
beginning teachers are mentored by
teachers from the same subject ared?
But even great teachers will not men-

tor successfully without additional train-

ing. Training prepares mentors to use

formative assessmentsNto identify new

reach professional standards’! Formative
assessments are regular, guided reflec-
tions that evaluate how well teaching
practices lead to student learning.

For example, a mentor might review
student achievement data on midyear
tests with a new teacher to see how his or
her daily homework assignments do or do
not lead to student progress. In a series of
dialogues, mentor and teacher would
identify particular struggling students,
reflect on the teacherOs work with those
students, and strategize how to tailor
future homework assignments to get bet-
ter outcomes. In the future, for example,
the teacher might plan to assign a group
project instead of book reports, or
require shorter essays instead of a longer
research paper.

For their induction work, which is
often done in addition to regular class-
room teaching, mentors need recogni-
tion and support. Some induction pro-
grams pay mentors stipends and offer
them extra professional development
money. Others identify mentors as master
teachers and give them greater responsi-

teachersO needs, assess their practice, andbility, with larger salaries. Incentives like

help them plan improvement in order to

increased pay and promotion reward as

The New Teacher Center Formative Assessment System (NTC BA8Y)iiss of Ocollaborative processesOthat focus on how nehetesacan

The New Teacher Center Formative Assessment System

improve student learning. During the first month of school, ment® collaborate with beginning teachers to assess their pract®et goals
aligned with state teaching standards, and form an individuahtaing plan to reach those goals. Mentors observe and meet whitbir teachers
weekly to discuss growth, pinpoint areas for improvement, and dywe student work and teacher work (e.g., lesson plans and jaliantries)

[

to track the teacherOs progress. Early in the year, mentorseanhérs assemble a class profile that identifies their studémgeds and plan
how the teacher can place them in groups to promote learning€phalso select one student as a case study to follow her omphigress
throughout the year. During the school year, teachers and mentoegularly analyze student data, plan their lessons according8t, up
professional development activities, and prepare to work with neaits. By the end of the year, teachers and their mentors havesistently

and systematically reflected on their teaching and measured hitaas led to improved student learning?

For more information about NTC FAS and the New Teacher Céreddraversity of California at Santa Cruz, see Appendix A.
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well as encourage higher-quality teach-
ing. In this way, mentoring becomes a
type of career ladder that promotes pro-
fessional growth.

Still other induction programs release
their mentors from some or all of their
normal workload to observe and assess
teachers, making some mentors full-time
coaches’3 Arguably, release time is essen-
tial to successful induction because it
gives mentors time and space to support
and assess novice teachers.

Through mentoring, comprehensive
induction builds the teaching capacity of
existing teachers, who then become leaders
in the profession. It should be no surprise
that mentors report using practices that
improve student achievement, and that
they experience greater job satisfaction.

It Takes a Village: Common
Planning Time and Collaboration

If it takes a village to raise children, it
follows that a community of teachers can
more effectively instruct them than isolat-
ed individuals.”4 Teachers who plan
together stay in teaching longer, and they
become a community of professionals, all
of whom are responsible for student
learning. As Joellen Killion at the
National Staff Development Council puts
it, OWhen opportunities for collaboration
are present in a schoolOs culture, teachers
are typically more satisfied with their
work, more actively involved in the
schools, and work more productively
toward school goals.&

Collaboration offsets the isolation
many teachers feel early in their careers,
and it fosters a collegial work environ-
ment so that teaching becomes a culture
of cooperation and continuous learning.
The best collaboration includes teachers
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and leaders across all experience levels so
all teachers can learn from one another.

Common planning time is not an extra
faculty meeting or a forum to discuss cur-
rent events; it should be structured collab-
oration that helps teachers connect what
and how they teach to student achieve-
ment. Every teacher, particularly a begin-
ning one, needs time with other teachers
to examine how her or his own teaching
leads to student learning.

By itself, time set aside for planning

will not improve student performance.

Time must be accompanied by strategies
and supports that help teachers reflect on
their practice. Thus, collaboration is as
much a change in school culture as a way

to organize meetings.

Groups of teachers collectively focused
on improving instruction can improve

student achievement. Researchers looking

at Cincinnati schools found that, after
controlling for personal background, stu-
dents taught by teachers who were part of

structured common planning sessionsN
where school leaders provided them time

and strategies to reflect on teaching and

student achievementNlearned more.76
The difference in student outcomes was
the difference in teacher collaboration.

Collaborative strategies that improve
instruction may include:

¥ Developing lesson plans and curriculum.

Because new teachers are less experi-
enced they need more time to devel-
op lesson plans and classroom cur-
riculum. David Kauffman, in a 2002
report for the Harvard Project on the
Next Generation of Teachers, found
that many beginning teachers feel
Olost at seaO and Ooverwhelmed by the
responsibility and demands of design-
ing curriculum and planning daily les-
sons.O New teachers need help deter-

Common planning time is
not an extra faculty
meeting or a forum to
discuss current events; it
should be structured
collaboration that helps
teachers connect what
and how they teach to

student achievement.



Quality professional
development is a
sustained, intensive effort
to improve teaching and

learning.
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mining what to teach and how to
teach it. As the report concludes,
OThey entered the classroom expect-
ing to find a curriculum with which
they would struggle. Instead, they
struggled to find a curriculum.077
Using student assessment data. The
requirements of the No Child Left
Behind Act have forced schools to col-
lect a wealth of achievement data. But
teachers need help interpreting this
data and using it to evaluate and
improve their teaching. 78 A 2003 study
by Supovitz and Klein at the
Consortium for Policy Research in
Education found that innovative, suc-
cessful schools used student achieve-
ment data in three ways. First, teachers
used data as a basis for identifying les-
son objectives. Second, teachers and
administrators used student perform-
ance data to guide the grouping of stu-
dents for focused instruction. And
third, teachers used data to align their
lessons with established standard€?
Using collaborative models. Several pro-
grams exist that can help teachers link
their teaching to student learning such
as National Board for Professional
Teaching Standards (NBPTS) study
groups or the Standards in Practice
(SIP) model, developed by the
Education Trust in 1995.

Ongoing Professional
Development

Induction recognizes that effective
teaching is developed over time.
Beginning teachers need professional
development because they are building
teaching skills that will shape the rest of
their careers.

However, few teachers receive rigorous
professional development. The typical
teacher spends a day or less per year in
professional development on any one
content area. Many teachers participate in
one-day, garden-variety lecture workshops
that lack continuity, do not teach adults
the way they learn best, and do not
change the way they practice. In 2000,
only 12 to 27 percent of teachers who
received professional development report-
ed that it improved their teaching. 80

In contrast, quality professional devel-
opment is a sustained, intensive effort to
improve teaching and learning. To
improve instruction, professional devel-
opment must be collaborative, long
term, and content driven. It requires
teachers to be active learners, not passive
recipients. And it is a coherent part of
other well-planned professional develop-
ment activities 81

Professional development can be struc-
tured in a variety of ways as long as it
actively engages participants. Networks,

The SIP model gathers teams of teachers to discuss how theyst@mgthen their assignments and instruction in order to denthhigh-
er achievement from their students. Teachers review their asgignts and student work at common meetings with other teachens.d six-
step process, teachers discuss how to align their assignmenth \academic standards and how to help students reach those si@mls.

Principals organize and attend common meetings, but a third pagexternal to the school facilitates them. SIP has raised sti@dehievement

Standards in Practice (SIP)

in Colorado, Pennsylvania, Ohio, and Flori€f.

For more information about the SIP model, see http://www2.edtgiEdTrust/SIP+Professional+Development.
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study groups, seminars, and online activi-
ties are all ways to organize teachersO
ongoing learning. Providers may be lead-
ers in the local school, district or state per-
sonnel, nearby university faculty, or third-
party experts. However, all professional
development should meet the needs of
new and experienced teachers to:
¥ Expand content knowledge. Content knowl-
edge is not completed in college.
Teachers continually need to enhance
their knowledge of the subjects or fields
they teach. All teachers need to regular-
ly update their expertise, because their
disciplines, and how to teach those dis-
ciplines, change over time.
¥ Teach literacy and numeracy across the cur-
riculum. Middle and high school teach-
ers need to reinforce literacy and
numeracy for all their students, since
adolescents are still developing reading,

and solve problems at low levels to
ensure that they receive the intensive
intervention they need. Educators have
long thought that adolescents master lit-
eracy and numeracy well before the
middle grades, and few secondary
teachers are prepared to teach such
skills. However, roughly one in four

high school seniors cannot read or solve
problems at the most basic level§3
Address diverse learning needs. High-quality
teachers understand that different stu-
dents learn and perform differently in

the classroom. Diversity exists in learning
styles, learning disabilities, acquiring
English as a second language, and in cul-
ture and community. Beginning teachers
must learn how to use this knowledge to
adapt their teaching to individual learn-
ing needs and help students use their
strengths as the basis for growtl$4

writing, and computation skills in later
grades. Teachers also need to be able to
diagnose students who continue to read

¥ Manage student behavior. Every new teacher
must learn how to manage students dur-
ing his or her first years on the job. New

The United Federation of Teachers (UFT) Teacher Center at
Christopher Columbus High School

The state of New York funds 126 Teacher Centers to providehialed professional development to new and existing teachedseTNew
York City UFT Teacher Center works in 300 schools, includingtGpher Columbus High School, a large, comprehensive high schafa3,300
students. The Teacher Center at Christopher Columbus servesaalhers, but particularly reaches out to new teachers throughaage of serv-
ices including semester-long seminars and study groups. Gengrtile center holds a fall seminar to examine basic teaching moels and
strategies, and a spring study group on classroom management.

In study groups, teachers meet for an hour once a week. Sessawadow-key, opening with a reflection on the classroom experes of
the preceding week and the successes and failures of the sgiate that were applied. The group then moves to reading and dissing a
common text. Finally, participants make personal decisions on asieategy or practice from their reading that they will implemein their
classrooms for the coming week. Their implementation experienaedl become the basis for the opening discussion at the foling meet-
ing. Study groups are led by a trained staff facilitator who encages new teachers to share ideas, learn from other teacheqz€iences, and
identify, through practice, what works with their individual stuehts. These sessions may be supplemented with in-class supppthb Teacher
Center staff.

Professional development at the school is a collaborative dffand the UFT Teacher Center works closely with a teacher deargufrom
the New York City Writing Project and a math consultant to gaevadditional support for new teachers in literacy and numeyastrategies3S

For more information about the UFT Teacher Centers, see ttpufitc.org/modelnetwks.html.
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New teachers regularly say
their greatest challenges are
classroom management,
motivating students, and
dealing with differences

among students.

Networks draw teachers
out of isolation into a
community, formally
changing teaching into a

collaborative profession.
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teachers regularly say their greatest chal-
lenges are classroom management, moti-
vating students, and dealing with differ-
ences among student$® An independent
evaluation of South CarolinaOs state
induction and professional development
program examined why teachers were
removed from their classrooms. The
study found that while the teachers could
plan instruction well they could not man-
age their classrooms, establish and main-
tain high expectations, or monitor and
enhance learning. In other words, teach-
ers were skilled at planning their teach-
ing, but they could not interact produc-
tively with their students 87

Participation in an External
Network of Teachers

While professional development
improves teaching skills, networks build a
teacherOs professional identity, allowing
him or her to reflect on practice while
creating a community of colleagues.

The practice of placing individual
teachers in separate classrooms has creat-
ed an isolating, private profession that
hampers large-scale school improvement.
Even if teachers want to learn from other
teachers or school leaders, they do not
have time or opportunities to connect
with them. The New Teacher Academy at

Columbia Teachers College describes the
problem: OClassroom teaching has devel-
oped as a Owhat works for meO profession
that has all but paralyzed the spread of
Obest practice.O Captive to their daylong
responsibility to supervise children in
individual classrooms, teachers have had
no access to the experiences of others&®

By contrast, networks draw teachers
out of isolation into a community, formal-
ly changing teaching into a collaborative
profession. Networks form connections
between teachers, classroom work, and
the larger profession. The byproduct of
these connections is energyNthe kind of
energy that can fuel school improvement.

By networking with their peers, begin-
ning teachers reflect on their work,
receive personal support from colleagues,
and learn from the successes and failures
of other beginners.89 Reflection is crucial
because new teachers are developing a
public identityNwhat it means to be a
teacher in their school and in the wider
profession. Networks form beginners into
members of the teaching profession.

One prime value of networks is their
flexibility. Professional networking does
not have to be local and can happen
across schools, districts, and states. For
rural teachers, networks are often best
organized online, providing them with

All teachers new to Tangipahoa Parish (district) are requireghbarticipate in the FIRST induction program. During professibdavelop-
ment activities, induction coordinators systematically place tdeers in groups according to their grade level and subject afBarough these
groups, Tangipahoa Parish hopes that teachers, especially newspwél build a network of emotional and social support that thean rely on
throughout the school year to discuss their classroom work asithre ideas for improvement. In addition, Louisiana connects teers across
the state at all levels of experience through an online diséassforum, FIRSTTech. While teachers in all parts of Louisiaed&RST Tech, the
online network is particularly useful to teachers in rural entote parishes like Tangipahoa.

Louisiana Framework for Inducting, Retaining,
and Supporting Teachers (LaFIRST) in Tangipahoa Parish

For more information on LaFIRST and Tangipahoa Parish, sediAppen

D

18



TAPPING THE POTENTIAL: RETAINING AND DEVELOPING HIGH-QUALITY NEW TEACHERS

more options than they would have oth- tance and assessment, induction readies
erwise. Online networks can also be rela- beginning teachers to demonstrate that
tively inexpensive. they have become high-quality, fully compe-
Ideally, networks are organized by third tent professionals. To be fair and efficient,
parties so that novice teachers can voice  assessment should be tied to established

frustrations or share ideas for school teacher-quality standards. From the very
improvement without worrying about beginning, teachers should know what skills
their employment status. This is especially they need to acquire and, through induc-
true for district-based induction pro- tion, be given the support needed to

grams, because they are almost always acquire them.

managed by a teacherOs superiors and col-  Teacher groups like the American
leagues. Teachers not performing wellN Federation of Teachers support the use of
those who need help the mostNwill be evaluations. Since 2001, AFT policy has
much more likely to discuss their needs maintained that OSuccessful completion of
with confidential, outside staff who do not induction, including a positive summative
influence personnel decisions. review, should be a licensure require-

ment.(8° Similarly, induction programs like
Final Decision: Standards-Based  he Toledo Plan in Toledo, OhioRia pro-

Evaluation gram negotiated between the school district
Induction helps to guard the quality of and the Toledo Federation of TeachersN
new teachers by determining whether or require that teachers demonstrate stan-

not novice teachers should continue teach- ~ dards-based teaching skills in order to
ing. Some teachers are not ideally suited for enew their contracts.
the teaching profession, and their first years The state of Connecticut requires all of

in the classroom make that clear. Some its beginning teachers to participate in
need assistance to improve their skills. induction programs that end in a summa-
Others need to transition into different tive evaluation. In Connecticut, standards-
careers. However, some less-than-ideal can- Pased evaluation is a culmination of the
didates continue to teach despite the fact induction process. Evaluation shows that

that they are not effective in the classroom. Peginners have successfully crossed over
Comprehensive induction evaluates, as ~ [T0M novices to professionals.

well as supports, new teachers during their

first years on the job. By providing assis-

Teachers should know
what skills they need to
acquire and, through
induction, be given the
support needed to acquire

them.

Connecticut BEST

The state of Connecticut offers support and assessment to elaginning teacher through comprehensive induction. The Begingiducator
Support and Training (BEST) Program requires new teachershimisa portfolio of work in May of the second year of teachifgrtfolios include
videotapes of classroom teaching, lesson plans, student work, emdews of the teacher by school administrators. Expert teactem®ss the state are
trained to score these portfolios, and their evaluation deterragywhether or not a beginner is further licensed to teach ie ttate. Every beginning
teacher is assigned a mentor, attends regular seminars, and netaaith other teachers in preparation for a successful poitf@issessment. Teache
who do not score well are given an additional year to demonreompetency, and they are provided intensive mentored suppdrtring that time 91

For more information about Connecticut BEST, see Appendix A.
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Certain aspects of
induction are unique to

high schools.

Induction for secondary
teachers must include
strategies for incorporating
literacy and numeracy
across the curriculum for

all of their students.

ALLIANCE FOR EXCELLENT EDUCATION

INDUCTION AT THE HIGH SCHOOL LEVEL

Very few educators or researchers have

focused on what induction for high
school teachers looks like, even though
certain aspects of induction are unique to
high schools. The result is that teachers,
principals, and induction providers have

very few resources to draw from when they

structure their secondary school induction
programs. Clearly, more research is need-
ed, and practitioners should explore how
their work in high schools can build the
knowledge in this area.

Induction experts and the small body
of existing research identify the following
characteristics as essential to address at
the high school level:
¥ Mentors in the same subject area. High

school teachers, in particular, need men-

tors from the same subject area or field
in order to learn how to better teach
their content expertise. Compared to
teachers in lower grades, high school
teachers need to be able to teach their
subjects in a more in-depth manner.

¥ Ongoing literacy and numeracy strategies.

Induction for secondary teachers must

include strategies for incorporating lit-

eracy and numeracy across the curricu-
lum for all of their students, as well as

intervention strategies for those stu-
dents who still struggle to master basic
skills. Students continue to develop
reading, writing, and numeracy skills
over their lifetime. Of all secondary stu-
dents, approximately one in four has
not mastered basic reading and math
skills. But even students who are profi-
cient in the early grades need to learn
more advanced skills to succeed in rig-
orous high school courses.

Training in English-language instruction.
High-quality induction trains mentors
and new teachers at the high school
level to work effectively with English-lan-
guage learners. Large numbers of ado-
lescents are still developing English-lan-
guage skills in their high school years.
The best induction helps new teachers
incorporate language-acquisition activi-
ties into classroom work and adapt
teaching methods to students with dif-
ferent levels of English proficiency.

¥ Adequate time for induction activities. High

schools often have schedules that pre-
vent teachers from meeting together
on a regular basis. Therefore, princi-
pals, department chairs, and induction
leaders must ensure that teachers are
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given regular, structured time for Principals, department
induction activities like common plan-

ning and collaboration. Principals or chairs, and induction

administrators in charge of scheduling leaders must ensure that
must also provide mentors and their
novices sufficient release time for teachers are given regular,

observation and assessment. .
structured time for
Special assistance for teachers with nontra-
ditional preparation. For hard-to-staff induction activities.
subjects like math, science, and special
education, increasing numbers of sec-
ondary teachers come from nontradi-
tional certification programs. Induction

at the secondary level must address the
needs of these new teachers, who some-
times have substantial knowledge of the
subjects they teach but little or no
training in how to teach it.

A positive working environment and realis-

tic workload. High-quality induction

must be accompanied by positive work-
ing conditions that allow teachers time
and space to participate. New teachers
in high schools are regularly assigned
the most difficult classes without any
support. Many times they do not even
have an actual classroom of their own.
Novice high school teachers are also
likely to have a large number of prepa-
rationsNthe number of different cours-

es a teacher must teach and prepare

for. Induction at the high school level
must work under and improve such cir-
cumstances so that new teachers have a
regular time, space, and culture that
leads them to improve their practice.
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If induction is to develop
teachers into high-quality
professionals who improve
student learning, then it
must be the priority of the

instructional leader.

Principal leaders who
foster positive, supportive
environments and allow
teachers greater
decisionmaking roles
through induction can
better hold on to new
teachers and help them
become high-quality

professionals.
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DRIVING INDUCTION: WHAT MAKES

T o retain teachers and improve their

overall quality, comprehensive induc-

tion must be accompanied by other essen-

tial elements that create high-functioning

learning communities within schools. The

following additional elements make

induction run smoothly and efficiently:

¥ strong principal leadership;

¥ high-quality providers of the induction
program with dedicated staff resources;

¥ additional support for new teachers
with little preparation;

¥ incentives for teachers to participate in
induction activities;

¥ alignment between induction, classroom
needs, and professional standards; and

¥ an adequate and stable source of
funding.

Principal Leadership

Researchers, school officials, and prac-
titioners have increasingly insisted that
the principalOs work should center on
improving instructionNthat is, providing
instructional leadershipNmore than
building maintenance or human
resource management. If induction is to
develop teachers into high-quality profes-
sionals who improve student learning,

INDUCTION WORK

then it must be the priority of the
instructional leader.

At the school level, teachers follow the
lead of their principals. Induction works
best when it is systematically embedded in
the culture of a school. A principal, more
than any other school leader, can make
induction an integral part of the school cul-
ture and an expectation for every teacher.

Strong principals also maintain the
quality of induction by ensuring that
mentors and novices are well matched,
have enough release time to work togeth-
er, and direct their work toward improv-
ing student learning. Principals are also
essential for successful collaboration and
common planning time. They can create
incentives and structures that bring
teachers together and ensure that teach-
ers use that time well. Principals provide
numerous professional development
opportunities and reward teachers for
participating in them. 92

Knowledgeable principals work closely
with experienced teachers to ensure that
mentors are properly selected, trained,
and matched with beginning teachers
using the quality criteria listed above.
However, not all principals know how to
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support new teachers or identify quality
mentors. Principals need training in these
areas if they are to succeed.
Unfortunately, principals often use poor
criteria to select teacher leaders, such as
how well they manage noise in their
classrooms or how well they handle con-
flicts with parents.

Principal leaders who foster positive,
supportive environments and allow teach-
ers greater decisionmaking roles through
induction can better hold on to new
teachers and help them become high-

quality professionals?3 Too often, teach-
ers report poor support from administra-
tors and lack of decisionmaking as rea-
sons for leaving the profession%4

High-Quality Providers

Induction can be run by multiple types
of providers as long as they make the
quality components available to every
beginning teacher. Schools have different
needs that create demand for different
providers. A range of providers could
include institutions of higher education,

Cynthia Foster, Principal
Ponchatoula High School

Cynthia Foster is the principal of Ponchatoula High SchooldnisianaOs Tangipahoa Parish. To work well, both the parish fiwtupro-
gram (Tangipahoa Framework for Inducting, Recruiting, and SustajnTeachersNFIRST) and the statewide induction program (L@uiai
Teacher Assistance and Assessment ProgramNLaTAAP) requiregspancipal leadership. Although state legislation specifies thaentors
for new teachers be from the same discipline and grade leveal &mat common planning time be established, the implementatiorf these
guidelines is left up to the individual principal. At Ponchat@ylFoster closely monitors the number and training of mentorstee school has
enough mentors, in each subject area, to work with new teachefse ®nsures that mentors have a substitute teacher to cover thdasses
while they conduct observations and meet with mentees. Fosteaisare of available local and state training opportunities, aste regularly
encourages qualified teachers to take advantage of them. Afterdyashe asks newly trained teachers to share their skills witienteachers.
Importantly, Foster recognizes her own limitations in inductimgew teachers. She meets regularly with mentors to track theiogness and
suggests ideas and resources to improve their work and the wofkew teachers. Foster also promises to be a confidential sewf support

for new teachers, who are encouraged to come to her with problemr concerns.

For more information about Tangipahoa FIRST and LaTAAP, sediXAppe

Teachers for a New Era

One example of how to provide comprehensive induction is thénial residency model used by the Carnegie Corporation of NéawkOg
Teachers for a New Era (TNE). Begun in 2002, Teachers for ar&leinE to standardize university teacher education programgtia United
States by enhancing eleven top-tier programs across the cour@4t the conclusion of the project,O Carnegie forecasts, Ottweskinstitu-
tions should be regarded by the nation as administering the bpsograms possible for the standard route to employment aseginning pro-
fessional teacher®® After completing coursework, graduates at TNE sites particip@téwo-year clinical residencies housed in local schoq
run by a partnership of university faculty and school distrgrsonnel. Residencies develop new teachersO skills in actisasretans in prac-
tice-based settings. Residents are supported by university facahd practicing teachers from the district. To make teachewuedtion more
responsive to local need, district teachers serve as clinicalilfy at the participating university. At the same time, univeliss provide outside

professional support to TNE graduates.

For more information about Teachers for a New Era, see httpedfisaorg/sub/program/teachers.html.
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The relationship between
induction providers and
school staff is more
important than who
manages the induction

program.

Comprehensive induction
must take into account the
different degrees of
preparation and various skill
levels that entering teachers

bring to their work.
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school districts, state departments of
education, teacher unions, nonprofit
and for-profit organizations, or a combi-
nation of these.

Because induction is a complex system
with many components, it must be
planned, implemented, and evaluated
well. Therefore, the best providers set
aside several people to coordinate induc-
tion in each district and, if possible, in
each school. Staff coordinators are dedi-
cated resources who can respond to
teachersO questions, identify and train
mentors, run networks, and provide pro-
fessional development or additional men-
toring when needed.

Ultimately, the relationship between
induction providers and school staff is
more important than who manages the
induction program. For teachers and
schools to embrace induction, it must be a

partnership between providers and schools.

Induction is a shared process rather than a
top-down approach to teacher learning.
Schools and districts know their needs and
can better orient teachers to their local cul-
tures. At the same time, outside agencies
can help induct teachers into the entire
profession as well as the local school.

Support for Teachers with Little
Preparation

Ideally, all teachers are well prepared
before their first day in the classroom,
and then they participate in comprehen-
sive induction to develop their practice
further. Unfortunately, many teachers do
not enter the classroom with adequate
preparation. New teachers, especially in
schools serving the neediest students,
begin teaching with widely different levels
of preparation and experience.

In the 2002D03 school year, 42 percent
of CaliforniaOs first- and second-year
teachers were not fully credentialed.
These teachers were disproportionately
concentrated in schools serving poor,
minority, and low-performing students.
Unfortunately, teachers without full cre-
dentials were not eligible to participate in
CaliforniaOs statewide comprehensive
induction program. 96

In order to be effective, comprehensive
induction must take into account the dif-
ferent degrees of preparation and various
skill levels that entering teachers bring to
their work. Induction cannot substitute
for preparation. But it can help offset the

The Santa Cruz New Teacher Project (SCNTP) is a comprehambivgion program administered by the New Teacher Center at the
University of California at Santa Cruz. The SCNTP program mev@hchers who are not fully credentialed or do not have adatguprepara-
tion with more intensive support to ensure that they are suceéd in their classrooms. Teachers hired before the beginninghef school year
participate in a forty-hour OFoundations in TeachingO courseetkposes them to basic teaching methods. The course is taughekperienced
mentors and SCNTP staff. New teachers with no credentials a®gil’en videos, test preparation materials, and personal supptrget into
a state credentialing program and, eventually, to pass Califoffsamultisubject exam that licenses new teachers to teach im hbject area.
Often, New Teacher Center staff will facilitate special groupivaties during monthly professional development seminars juistr underpre-
pared teachers. As is the case for all SCNTP mentors, experiegreetiers who mentor teachers with poor preparation tailor andapt their

The Santa Cruz New Teacher Project

support and assessment to the individual needs of their novieacher.

For more information about SCNTP, see Appendix A.
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dramatic inequality in high-need schools
by making a concentrated effort to devel-
op every beginning teacher into a high-
quality professional.

Incentives for Participation

In order to make induction part of the
school culture rather than just an extra
program, quality providers offer incentives
for teachers and school leaders to partici-
pate in induction activities. Some compo-
nents of induction, like mentor training
or professional development seminars,
may be voluntary, require extra work
before the year begins, or extend beyond
the regular paid workday. Incentives like
compensation, career advancement, or
certification requirements can boost atten-
dance for voluntary programs and ease
the burden of weekend work.

Mentors and teacher leaders often sup-

port several new teachers in addition to
teaching their own students. Compensating
them with stipends or extra professional
development funds recognizes and encour-
ages higher levels of professional commit-
ment. Financial incentives increase the like-
lihood that veteran teachers will participate
in induction. New teachers in voluntary
programs may also need compensation,
especially if they are asked to attend events
outside the paid workday.

Using veteran teachers as induction
leadersNmentors, coaches, program
officers, observers, and evaluatorsNcre-
ates opportunities to advance in the pro-
fession that teachers have traditionally
not had. These are what many call
Ocareer laddersO or Odifferentiated
roles,O and they encourage teachers to
develop their skills to greater degrees,
especially when financial incentives,

Incentives like
compensation, career
advancement, or
certification requirements
can boost attendance for
voluntary programs and
ease the burden of

weekend work.

Arkansas’s Pathwise Model

Beginning Arkansas teachers are given an initial teacher lieevalid for one to three years, during which they are considetedbe in a

time of induction. Through induction the state supports the prce and professional growth of new teachers. When novices, vifikir men-
tors, decide that their teaching meets set requirements, a Prakisassessment, the capstone of the induction experience, isedcited. The
Praxis Ill, developed by the Educational Testing Service, isgdesi to assess the skills of new teachers in their own classreettings. The
exam includes written descriptions of the class and subject tegtdirect observation of classroom practice by a trained arattified asses-
sor,and interviews structured around the observation. Upon sussiil completion of the performance assessment, Arkansas isausandard

license to the newly inducted teacher for continued teaching tine state?7

For more information about ArkansasOs Pathwise Model, séarkethu/state.ar.us/pdf/ADE%20HANDBOOK pdf.

The Career in Teaching Plan

The Career in Teaching (CIT) Plan in Rochester, New Yorkatthsstlrow induction enables veteran teachers to take on leadgrsbles and
advance in the profession. RochesterOs program includes fogesta a teacherOs career: intern, resident teacher, professtmetier, and lead
teacher. Lead teachers primarily serve as supervisory mentaradw teachers, and they are compensated with larger salariegdiated in 1987
between the Rochester Teachers Association and the RochedieS€Ehool District, CIT has successfully shown to improve atadrréts teacher$8

For more information about the Career in Teaching Plan, sgéhttp.rochesterteachers.com/contract/52cit.htm.
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At its best, induction
addresses the specific,
practical concerns of
classroom teachers, such
as how to adapt teaching
methods for English-
language learners, how to
ensure that students meet
achievement benchmarks,
and how to overcome
studentsO barriers to

learning.
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reduced workloads, or certification
requirements are attached to them.

teachers supports that prepare them to
pass a final licensing evaluation. At the

Researchers at Harvard University have end of induction, beginning teachers must

found that veteran teachers in schools
with well-developed induction programs
value their new roles. Career ladders rec-
ognize their work, improve their teaching
practice, stimulate them intellectually,
and ward off boredom and burnout.
Schools with differentiated roles also ben-
efit by identifying and nurturing strong
teacher leaders who can readily support
struggling teachers9®

Finally, certification or licensure
requirements are strong, though blunt,
incentives to participate in induction.
Licensure incentives work best when
induction pairs assessment and support
together to improve teacher quality. For
example, several states now use
Performance-Based Licensing (PBL) or
two-tiered licensing measures. In PBL pro-

pass a performance-based exam in order
to continue licensed teaching in the state.

Alignment with Classroom
Needs and Professional Goals

Regardless of incentives and licensure
requirements, teachers will not fully own
the induction process if they cannot put
what they learn to use in their own class-
rooms. At its best, induction addresses the
specific, practical concerns of classroom
teachers, such as how to adapt teaching
methods for English-language learners,
how to ensure that students meet achieve-
ment benchmarks, and how to overcome
studentsO barriers to learning.

Comprehensive induction also aligns its
components with teachersO professional
goals, like learning to work effectively with

grams, states issue novice teachers a provi- parents. Through induction, teachers

sional license to teach in the induction
period. During induction states provide

form a vision of good teaching by continu-
ally reflecting on how their practice fits

Through a grant from the Carnegie Corporation of New York, tmévirsity of Virginia (UVA) has pledged to induct every begimnteacher

The University of Virginia

in the two school districts surrounding its campus, regardlegsanere they were trained. During three days of summer trainisigff from UVA
and the two districts will prepare mentors to align their indtien work with the Virginia Standards of Teaching and basicsstaom needs.
Because districts have further tailored state standards to ttoevn needs, mentors will be prepared to address those standaadsvell. The pri-
mary goal of mentorsO work is that new teachers will always ndakésions in the classroom using data to decide what worksNwieads to
student improvement and what helps teachers meet state and digtstandards.

Using formative assessments based on the New Teacher Centeedtiniversity of California at Santa Cruz model, mentors veljib their
work with new teachers focusing on classroom management anddgtiot behavior, since these concerns are often foremost on tha@adnof new
teachers. Eventually mentors will use formative assessmentsgiwith state standards, to assess a teacherOs instructionaissessment prac-
tice and make plans for improvement. For example, every Virgiecher must know their individual students and be able to addapaching
methods to students with different abilities. Using the stateastdard as a goal, a mentor would then help the novice teachenitify different
types of students, look at their achievement data, and determinaw the novice can better adapt his or her teaching to thosadentsO needs.

For more information about the University of Virginia inidatee http://www.virginia.edu/provost/tneuva/.
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into the context of the community where
they work and how it embodies profession-
al teaching standards. Effective induction
tailors its quality components to local
experiences as well as professional stan-
dards so that teachers become high-quality
educators well suited to practice in their
local community, district, and state.

Adequate and Stable Funding

Comprehensive induction requires a
significant and steady financial commit-
ment to keep it running. With their dol-
lars, policymakers determine what kind of
induction teachers will receive. In the
2003D04 school year, only fifteen states
required and funded mentoring-based
induction programs. 100 Several states fac-
ing budget crises zeroed out funding for
induction or did not require beginning
teachers to be inducted for that year.

Without steady funding, the financial
responsibility for induction shifts to local
school districts, forcing poor districts to cre-
ate and finance their own programs. Some
homegrown programs are successful. Some
are not. The unfortunate and inequitable
reality is that high-poverty schools, which
need induction the most, are usually too
poor, too small, or too understaffed to ade-
guately support their teachers. The result is
that chance decides the fate of teachers in
high-poverty schools.

High-poverty schools,
which need induction the
most, are usually too poor,
too small, or too
understaffed to adequately

support their teachers.

State

Arkansas
California
Connecticut
Delaware
Indiana

lowa
Kentucky
Louisiana
New Jersey
New Mexico
North Carolina
Ohio

South Carolina
Virginia

West Virginia

States That Required and Funded Mentoring or Induction in 2003-04101

Program

Pathwise Model

Beginning Teacher Support and Assessment ProgramABTS
Beginning Educator Support and Training Program (BES
Delaware New Teacher Mentoring Program

Beginning Teacher Induction Program (BTIP)*

Beginning Teacher Mentoring and Induction Program

Kentucky Teacher Internship Program (KTIP)

Louisiana Teacher Assistance and Assessment ProgefAAP)
Teachers must complete a two-year mentoring program
Teachers must complete a mentoring program of ondhree years
North Carolina Initial Licensure Program

Entry Year Program

Assisting Developing and Evaluating Professideakching (ADEPT)
Teachers must complete a one-year mentoring program
Beginning Teacher Internships

*Beginning in 2006, the newly crafted Beginning Teacher AsseBsaggam will replace BTIP.
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Every federal effort to
improve teacher quality
and the availability of
induction is one more step
toward providing high-
quality, comprehensive
induction for every

beginning teacher.
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THE ROLE OF FEDERAL POLICY

H istorically, the federal government
has worked to ensure that every
child has equal access to a quality educa-
tion, no matter where they live or how
wealthy their school may be. More recent-
ly, this attention to equity has expanded
to include efforts to improve teacher
quality. The next logical step in the feder-
al governmentOs teacher-quality role is to
call for the provision of high-quality
induction for every teacher and to fund

its provision in high-need schools.

Federal policymakers have recently
paid a great deal of attention to the quali-
ty of our nationOs teaching force.
Recognizing the impact of teacher quality
on student achievement, the No Child
Left Behind Act requires schools to fill
every classroom with a Ohighly qualifiedO
teacher and to provide Ohigh-qualityO pro-
fessional development to all teachers.

In 2004, federal legislators began to
address the need for teacher induction as
they prepared to reauthorize the Higher
Education Act (HEA). Title Il of HEA
provides Teacher Quality Enhancement
Grants to partnerships of postsecondary
institutions and high-need school districts
for the recruitment and preparation of

Kb12 teachers. In the 108th Congress,
several senators introduced bills that
would strengthen the definition of induc-
tion, making it a more prominent allow-
able activity.

Every federal effort to improve teacher
quality and the availability of induction is
one more step toward providing high-
quality, comprehensive induction for every
beginning teacher. However, at present,
no efforts have been made to ensure that
induction is comprehensive. Nor have fed-
eral policymakers ensured that new teach-
ers serving in high-need schools partici-
pate in comprehensive induction.

Without induction, federal efforts to
improve teaching are weakened and may
ultimately make little lasting improve-
ment. Federal policymakers currently
allocate large sums of money for recruit-
ing teachers into high-need schools, and
they expend a great deal of energy
ensuring that every classroom has a
Ohighly qualifiedO teacher. But policy-
makers provide very little money or ener-
gy to keep those highly qualified teach-
ers in the classroom long enough to
become professionals who consistently
improve student achievement.
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Recommendations

Therefore, the Alliance for Excellent
Education recommends that the U.S.
Congress provide new funding to ensure
that every new teacher in our nationOs
highest-need schools receives comprehen-
sive induction. These teachers are most at
risk of leaving the profession, with a rate of
attrition almost 50 percent higher than
teachers in wealthier schools.

Furthermore, the Alliance urges
Congress in its reauthorization of the
Higher Education Act (HEA) to amend
Title 1l of the law to make comprehen-
sive induction a required activity for
partnership grants.

The Alliance also recommends that
states and districts use funds from Title Il
of the Elementary and Secondary
Education Act (ESEA), now the No Child
Left Behind Act, to provide comprehensive
induction to every beginning teacher dur-
ing at least their first two years of teaching.
Educators and policymakers alike should
use this reportOs quality criteria to define
and evaluate comprehensive induction.

While federal legislators should not
mandate the structure or program design
of comprehensive induction, they can and If America is to attract,
should require states and districts who
receive Title Il money to provide the quali-
ty components of induction. In addition, our teaching force into
federal policymakers should require states,
districts, and partnerships to evaluate the

retain, and fully develop

high-quality professionals

impact of their induction programs. who teach every child to
If America is to attract, retain, and fully
develop our teaching force into high-quali- high standards, then we

ty professionals who teach every child to
high standards, then we must make com-
prehensive induction a priority for every induction a priority for
teacher in every school.

must make comprehensive

every teacher in every

school.
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APPENDIX A: CASE STUDIES

Connecticut’s Commitment to Excellence in Teaching:
The Beginning Educator Support and Training (BEST) Program
Catherine Fisk Natale, Ph.D.

Overview and History of Program

Since the mid-1980s, the state of Connecticut has promoted higtstandards for teach-
ers as well as students. Improving the quality of Connecticut@sachers has been viewed
as essential to improving student achievement. Central to ConneticutOs teacher-improve-
ment initiatives is the Beginning Educator Support and Training (BEST) Program, run
jointly by the state and local school districts. The BEST Progam was first implemented
in 1989 as a one-year program of mentoring support and a classom-observation-based
assessment. Starting in 1994, Connecticut expanded its mentorig support into a two-
year comprehensive induction program. Currently, BEST requiresall new classroom
teachers to participate in a statewide beginning teacher supparand assessment pro-
gram, the successful completion of which is required for ongoing certification.

Quality Components

Mentoring
The BEST Program provides support to beginning teachers throughschool- or dis-
trict-based mentors or support teams who support new teacherssa group. In order to
provide consistency of support throughout the state, BEST requies through statute
and regulation the following minimum quality standards for scho ol-based mentoring:
¥ selection of mentors through a district selection committee consisting of teachers
and administrators in the district;
¥ assignment of a mentor or mentor team for a minimum period of one year with reg-
ular meetings required between the beginning teacher and mentot/s;
¥ provision of release time for beginning teachers to observeor be observed by their
mentors or members of the support team; and
¥ a minimum of twenty hours of required initial mentor trainin g in ConnecticutOs
teaching standards, the portfolio assessment process, and coaltly strategies.
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Typically, mentors spend time with their beginning teachers exgdoring teaching strate-
gies that address diversity in students and their learning stgs, identifying effective teach-
ing strategies that conform to state standards, and reflectingon the progress of the new
teacherOs students. Local school districts must release begingiteachers on at least eight
occasions to observe or be observed by their mentors or suppoteam members.

Accomplished teachers appointed as mentors must enroll in a mermoring course at
one of the regional educational service centers. The course preides teachers with
strategies and real-life situational discussions to develop thiecoaching skills. As a posi-
tive byproduct, the mentoring course creates a network of peerdor mentors to sup-
port one another during their work with new teachers. Mentor tr aining also includes
an overview of the portfolio assessment process and strategiés assist teachers in
demonstrating their mastery of ConnecticutOs teaching standards
Common Planning Time and Collaboration

New teachers are expected to make thirty hours of significant ontact during the
school year with their mentor, support team, other teachers in their content area, the
principal, and/or the district facilitator. During this time, n ew teachers work with other
colleagues to examine multiple sources of data about teachingincluding lesson plans,
student work, use of assessments, and teacher reflection abotgaching and learning.
Ongoing Professional Development

New teachers participate in state-sponsored training activitiesuch as content-specific
beginning teacher seminars, online professional development resurces, and portfolio
assessment conferences. Professional development seminars allbeginning teachers to
deepen their understanding of state standards and portfolio requirements through
structured collaborations with peers and seminar leaders.

State guidelines for teacher evaluation and professional develpment require dis-
tricts to develop Teacher Induction Support plans for integrati ng local policies with
state guidelines for mentorship. In addition, most districts also provide district-based
workshops on classroom management and the teaching of literacyMany districts feel
that new teachers have inadequate preservice preparation in ligracy strategies, espe-
cially for secondary teachers, who are not typically well traied to teach literacy
across the curriculum.

External Network

The BEST Program has used OE-BEST communicationsO as a meanséate a
statewide network of beginning teachers by content area. Projecleaders and teach-
ers-in-residence use this listserv to regularly communicate witbeginning teachers
about teaching resources, professional development, and critichissues around the
BEST portfolio. In addition, beginning teacher seminars are offered regionally several
times a year to provide teachers opportunities to meet and lean from other teachers
across the state.

Assessment and Evaluation

In order to receive the next level of certification, beginning teachers must demon-
strate mastery of essential teaching skills. BEST teachers aassessed through a con-
tent-specific teaching portfolio submitted during the second year of teaching, in which
beginning teachers document a unit of instruction or a series of lessons that illustrate
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their planning, teaching, assessment of student learning, and eflection on teaching
and learning. The portfolio includes lesson logs, videotapes ofteaching, examples of
student work, and teacher commentaries. Trained assessors scotke portfolio and
must demonstrate that they can apply judgment in a prescribed ad consistent manner
through meeting standards of Oproficiency.O

Teachers who do not successfully complete the portfolio assessent in year two are
given an additional year of mentored support and required to submit another portfo-
lio in their third year of teaching. If they are unsuccessful asecond time, teachers can-
not move forward in the profession.

Making Induction Work

Principal Leadership

Principal leadership has been perceived as a critical componenbf ConnecticutOs
induction program since its inception. These efforts have beenstrengthened by the
adoption of State School Leader Standards, which emphasize theole of the principal
as instructional leader and facilitator of the induction of new teachers. The BEST
Program offers training to principals in the portfolio assessment process and encour-
ages principals to review the beginning teacherOs portfolio pdr to submission. Many
districts also incorporate the portfolio into the districtOs local evaluation process of new
teachers, thereby strengthening the link between state and digict expectations for
teacher competency.
High-Quality Providers

The BEST Program is a partnership between the state and localistricts. The state
provides leadership and funding for the statewide administration of the program; sup-
port and technical assistance to districts; training and profesional development
resources for mentors, assessors, and beginning teachers; anget scoring of portfolios.
School districts are required to appoint a district facilitator for the program, recruit
experienced educators to be mentors and assessors, provide astlict- or school-based
program of orientation and support to new teachers, and provide release time for men-
tors and beginning teachers to meet and observe one anotherOtassrooms. Payment of
stipends or reduction of teacher workloads is at the discretionof the district. Regional
Educational Service Centers provide technical assistance to BESProgram district facili-
tators and regionally based training to mentors and beginning teachers.
Support for Teachers with Little Preparation

Teachers with little preparation receive the same or more intense support as reg-
ular participants.
Incentives for Participation

Certification requirements are the primary incentive for BEST. In Connecticut, all
beginning teachers employed in a public school, or an approvedprivate special educa-
tion facility, are required to participate in induction. BEST a Iso includes part-time
teachers and those hired as long-term substitutes.
Alignment with Teacher Goals and Standards: Promoting Standards-Based Instruction

The tasks of the portfolio are designed to promote teaching that builds the skills
and competencies that students are expected to demonstrate onhe Connecticut
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Mastery Test (CMT) and the Connecticut Academic Performance Te$ (CAPT). For
example, the science portfolio requires teachers to demonstratehow they develop stu-
dentsO content knowledge, inquiry, and application of science kowledge as assessed
on the tenth-grade CAPT. The elementary education portfolio requires teachers to
demonstrate how they develop understandings of important literacy and numeracy
concepts assessed in the CMT language arts and mathematics ass@ent.

BEST Program seminars, mentor training, and portfolio assessotraining focus on
understanding the elements of effective instruction as represened by the Connecticut
Common Core of Teaching (CCT). The CCT competencies place an enphasis on
teacher content knowledge, the teaching of a specific disciplire, and the impact of
teaching on student learning.

Adequate and Stable Funding

Since the inception of BEST in 1989, state funding has dramatially changed
because of state budget shortfalls. Funding for the program detined from $10 million
in 1991 to $3 million in 1992. The state provided only modest ncreases over the next
decade, despite larger numbers of teachers participating in theprogram.
Consequently, funding for BEST is significantly lower in less-Hluent districts than in
affluent ones. BEST statutes currently prohibit mandatory collective bargaining over
provisions of the BEST Program; however, an increasing number bdistricts have used
the permissive provisions of the law to negotiate mentor stipemls or provisions for
release time.

The state and local districts share the costs of BEST, which oabe broken down
as follows:

State share
Direct costs (program administration, training of

mentors and portfolio scorers, beginning teacher

seminars and workshops, scoring of portfolios) $600/teacher
Indirect costs (state staffing for program

administration, development and program evaluation) $160/teacher
Subtotal state share $760/teacher

District share (local or federal Title II funding)

Beginning teacher professional development $500/teacher
Release time (cost of substitutes) $300/teacher
Mentor stipends

(payment at discretion of local district) $100D2,000/teacher
Subtotal district share $900-2,800/teacher
Total cost $1,660-3,560/teacher
Effectiveness

Quantitative Benefits of BEST

¥ Reduced attrition in the early years. A recent study of beginning teacher attrition indi-
cates that approximately 6D7 percent leave the profession in Gmecticut annually
versus average national estimates of 10 percent or highéf2 When factoring in a
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longitudinal definition of attrition that excludes returning te achers, the figure is 5.7
percent per year. The report suggests that several factors magontribute to higher
retention, including a comprehensive induction programNBESTNtha t supports
new teachers when they enter the classroom.

Qualitative Benefits of BEST

¥ Training beginning teachers to be reflective practitioners. A recent study asked beginning
science teachers to describe the effect of developing a portfab on their professional
growth.103 One teacher commented, OThe science portfolio forced me to do sme-
thing that is not instinctive for me at this point in my teachi ng career. The portfolio
forced me to immediately reflect on how the dayOs lesson wasmpeived by my stu-
dents. Furthermore, the portfolio allowed me to identify certai n strengths and weak-
nesses in my teaching.O

¥ Impacting the practice of experienced educators. More than 40 percent of the current
teacher and administrator workforce has trained to serve as metors or portfolio
assessors. An additional 25 percent participated in the BEST Rigram during their
early years. This means that a significant percentage of educats have participated
in standards-based professional development and share a commolanguage in dis-
cussing what constitutes effective teacher practice. A surveyf special educators who
were trained as mentors and portfolio scorers showed that 83 peeent of participants
made at least moderate changes in their classroom practices asresult of the train-
ing.104 One teacher commented, OGoing through the portfolio process hasemind-
ed me to include conscious reflection on lessons to target whatvorked and what
needs to change.O

¥ Promoting leachers as leaders. BEST involves teachers and other educators in its design
and implementation. Over the last fifteen years, nearly eightyteachers-in-residence
have worked with state department staff in designing the BEST prtfolio assessment
system and training for mentors, assessors, and beginning teaels. Each summer,
more than 600 exemplary teachers (and administrators) meet to sore the portfolios
and to decide whether the mentee teachers are qualified to coninue in the profes-
sion.

Summary

A major strength of ConnecticutOs teacher induction system ishiat it focuses on
improving the effectiveness of both the novice and the experienced teacher through
structured mentorship, extensive training for mentors and portf olio scorers, and a
standards-based assessment. The portfolio assessment is contspecific and
designed to promote teaching practices closely linked to expecations for student
performance on the Connecticut Mastery Test and the Connecticut Academic
Performance Test.

A weakness of this system is that there is inadequate participan of Connecticut
teacher preparation programs in the induction process and a nedd to further
strengthen accountability for Connecticut teacher preparation p rograms for the per-
formance of their graduates. In addition, BEST needs to more sgtematically and
equitably acknowledge the work of mentors and assessors. Thigéludes state finan-
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cial support to districts to provide stipends to mentors, higher levels of compensa-
tion for portfolio scorers, and the creation of career paths that recognize the expert-
ise of the teacher leaders trained through the BEST Program.

For more information

Dr. Catherine Fisk Natale

Bureau of Preparation, Certification, Assessment and Support
Connecticut State Department of Education

165 Capitol Avenue

Hartford, CT 06106

Email: Catherine.Natale@po.state.ct.us

Phone: (860) 713-6831
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The New Teacher Center at the University of California at Santa Cruz
Santa Cruz New Teacher Project (SCNTP)

Judy Walsh

Overview and History of Program

In 1988, the California Department of Education and the Commission on Teacher
Credentialing launched the California New Teacher Project, a four-year pilot program
designed to reverse high rates of teacher attrition by providing induction programs for
beginning teachers. Ellen Moir, then director of teacher education at the University of
California at Santa Cruz (UCSC), established the Santa Cruz Neweacher Project as
part of this effort. The SCNTP pilot offered comprehensive professional development
provided by exemplary veteran teachers released full-time fronthe classroom to men-
tor. In 1992, California legislated funding for Beginning Teach er Support and
Assessment (BTSA) programs, after an evaluation study of the difornia New Teacher
Project showed that the induction programs had dramatically improved teacher reten-
tion. The SCNTP played a key role in developing BTSA program sindards and train-
ings. The SCNTP, which has expanded to include fourteen SiliconValley districts, has
supported the professional development of 14,000 new teachersni California.

The SCNTP program design is based on the conviction, supportedy a growing
body of research, that developing outstanding teachers is crital to raising student
achievement. The SCNTP model has five interconnected components
¥ a vision of teacher development as a lifelong process of ridctive learning;
institutional support for induction from district and school leaders;
reliance on exemplary veteran teachers trained to share theiprofessional expertise;
induction support grounded in professional teaching standards; and
a classroom-based teacher-learning environment focused on pwiding equitable
learning experiences for all students.

The SCNTP is now one of 150 California BTSA programs. In 2003E) the project
provided induction for thirty school districts in the Santa Cru z region and in the
Silicon Valley, serving 700 new teachers.

¥
¥
¥
¥

Quality Components

Mentoring

The SCNTPOs key intervention has been not only to tap the exp@nce of exem-
plary veteran teachers, but also to provide them with ongoing taining. The SCNTP
leadership and district personnel work together to select mentors. An outstanding
record as a classroom teacher and a clear understanding of comnt standards, cur-
riculum, and assessment techniques are essential, but succestfuentors also must
understand adult learning theory. They need excellent interpersonal skills, and
benefit from prior experience facilitating groups. Since so many new teachers work
with English-language learners, expertise in language acquisitin is important.
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Successful mentors are insightful, patient, empathetic, and enhusiastic, and must
be themselves willing to collaborate and learn.

At the heart of the SCNTP induction program is the New Teacher Center Formative
Assessment System (NTC FAS), a new teacher professional devehopnt system
grounded in the SCNTP Developmental Continuum of Teacher Abilities. NTC FAS
provides mentors with tools to move beginning teacher practiceforward: classroom
profiles, collaborative logs, individual learning plans, self-asessment summaries, proto-
cols for collection and analysis of student work, and pre- andpost-observation tools.
One-sixth of California BTSA programs use NTC FAS, and it is alo used by school dis-
tricts outside California.

New SCNTP mentors receive intensive training focused on usinghte NTC FAS
prior to the opening of school. They learn to use protocols to observe new teachers,
collect student data, and analyze student work to help new teduers plan standards-
based instruction. Advanced training in effective coaching skils accompanies this
training. During the academic year, mentors attend weekly halfday Mentor Forums,
the cornerstone for building mentor skills and abilities. Forum s provide additional
professional development in topics such as literacy, mentoringfor equity, and content-
based mentoring. They are the venue for mentors to network, shae successes and
dilemmas, support each otherOs practice, and ensure that the $°P model continues
to evolve to meet current classroom needs. Mentors use the samgrocess of data col-
lection, self-assessment, and revision of practice that they psent to new teachers to
improve their own practice.

Common Planning Time and Collaboration

Before the start of the new school year, SCNTP beginning teaches attend a day-
long orientation, where they first meet their mentors. Mentors typically arrange to
meet twice with beginning teachers prior to the beginning of school to help them set
up classrooms and procedures, and thereafter meet weekly, onersone, before, dur-
ing, and after class throughout the academic year. Because SCNPTmentors work full-
time supporting fifteen new teachers, they are able to work intwo-hour time blocks
that include pre- and post-observation conferences.

Ongoing Professional Development

The SCNTP provides mentors with systematic protocol for new teeher develop-
ment, but allows them to adapt support to new teachersO spedifneeds and classroom
contexts. Although mentors provide emotional support and help with classroom man-
agement, their goal is always to focus beginning teachers on iproving instruction.
They work to build a teaching profession aimed at meeting student needs by continu-
ously reflecting on and improving the practice in collaboration with other teachers.
Even for first-year teachers, mentors concentrate on lesson plaing, analyzing student
work, collecting and analyzing classroom data, and revising irtsuction. They coteach,
provide demonstration lessons, arrange for observation of exempary teachers, facili-
tate relationships with principals, and provide access to distict and community
resources. Mentors and beginning teachers create a portfolio tlat documents annual
progress toward instructional goals. For second-year teacherspentor support places
greater emphasis on content-specific pedagogy and differentiatig instruction.
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External Network

Beginning teachers participate in a larger network of new teaclers through work-
shops on specialized topics, including working with English-larguage learners, differ-
entiating instruction, equitable education, and working with sp ecial population stu-
dents. During the spring they attend a series of three contentspecific workshops.
Beginning teachers are also invited to attend social events siicas a welcome dinner at
the San Jose ChildrenOs Museum.
Assessment and Evaluation

The SCNTP model focuses on a formative assessment system. Beijimg teachers,
guided by their mentors, self-assess their practice at the begning of the year, during a
formal midyear review of their Individual Learning Plan, and at an end-of-year confer-
ence. Since the formative assessment system is framed by the G ontinuum of
Teacher Development, and linked to California teaching standards, it provides teachers
with a pedagogical vocabulary that allows for a deep conversatn with administrators
about their teaching practice and concrete progress in reachingdistrict instructional
goals. The NTC model does not include summative evaluation, ags goal is to build a
collaborative and trusting relationship between mentors and teahers. Decisions regard-
ing continued employment are made through the local evaluation system.

Making Induction Work

Principal Leadership

The SCNTP recognizes that school leaders establish the professial environment
that can either support or undermine the experience of new teachers. Mentors there-
fore work to build principal understanding of the developmental needs of new teach-
ers. The SCNTP hosts an annual informational breakfast meetingor principals to dis-
cuss project components and goals. Principals convene with SCNT Steering
Committee members at district-level meetings throughout the acalemic year. Mentors
meet formally with principals every six weeks to talk about whabeginning teachers are
doing and how mentors are supporting their development. Severalprincipals have
found the beginning-teacher development system so effective thiathey have extended
the NTC formative assessment model to other school-site profegmal development
and evaluation efforts. Principals also join SCNTP leadershipn presentations to
school board members to advocate for new teacher support.
High-Quality Providers

Although led by University of California at Santa Cruz, the SCN'P is administered as
a partnership with the Santa Cruz County Office of Education ard thirty school dis-
tricts. Districts sign a memorandum of understanding defining partnersO responsibili-
ties. A steering committee comprised of district assistant sug@ntendents, human
resources and curriculum directors, union representatives, SCNP and NTC leadership,
and university directors of teacher education guides the SCNTPThe committee aligns
program goals and practices with district goals and professionadevelopment plans.

Although the SCNTP serves all new teachers in participating disicts, regardless of
where they were trained, the SCNTP model has been developed cqeeratively with the
UCSC Department of Education. UCSC offers an undergraduate mina in education
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program and a teacher education program for graduate students alminating in a
Master of Arts in education degree. The UC Education Departmentand the SCNTP
therefore constitute a long-standing preservice/in-service teater development pro-
gram that offers UCSC undergraduates, UCSC credential candidate, and UCSC-
trained new teachers working locally a consistent support and asessment system
throughout their college education and into the first two years of teaching.
Support for Teachers with Little Preparation

Teachers enter the SCNTP from a variety of preservice programsThe programOs
formative assessment system is individualized, so that mentornis tailored to the
teacherOs developmental level regardless of prior preparatiortThe SCNTP provides
special support for teachers preparing for credentialing tests.It offers an online course
on classroom management and training in working with English-language learners and
special population students.
Incentives for Participation

Recent legislation (SB2042) has made participation in BTSA partof the state cre-
dentialing process. As of 2004D05, successful completion of wb-year BTSA program
is a prerequisite for obtaining full certification, so all Cali fornia first- and second-year
teachers will be required to participate.
Alignment with Teacher Goals and Standards

The SCNTP Developmental Continuum articulates the benchmarks that define
progress from emerging to innovative teacher practice. Mentoring is designed to move
the practice of new teachers along this continuum, which was dsigned to link directly
to the state teaching standards: engaging and supporting all stdents in learning; cre-
ating and maintaining an effective environment for student lear ning; planning instruc-
tion and designing learning experiences for all students; assesing student learning;
and developing as a professional educator. The continuum descties five levels of
development relating to specific elements of each of the six sdndards.
Adequate and Stable Funding

California BTSA programs were supported by approximately $80 miiion in state
funds in 2003D04, $3,443 a year for each first- and second-yeaacher. SCNTP districts
contributed an additional $2,500 per first- and second-year teaher.

Effectiveness

Quantitative Benefits

The New Teacher Center research staff has developed an onlinenduction program
survey for administrators, mentors, and beginning teachers thatprovides comprehen-
sive data on participantsO assessment of program effectivenessl suggestions for pro-
gram improvement. Administered annually in the SCNTP, the survey contains both
scaled and open-ended questions regarding program components. ie SCNTP leader-
ship uses online survey results for annual program revision.

NTC researchers are studying the effects of SCNTP support on e teacher reten-
tion and on student achievement. A study of the 1992D93 new teher cohort docu-
ments that after six years, 94 percent were still in the fieldf education, and 89 percent
were still teaching105 Results for the 1997D98 cohort are similar. A recent study ohtee
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years of achievement gains for students of new teachers supped by the SCNTP in a
local district serving 19,000 students showed that these studésmimade gains similar to
experienced teachersO student®6 These gains are especially strong evidence of the pos-
itive effect of NTC new teacher support on student achievementgiven that the new
teachers were more likely to be assigned to teach English-langge learners.

NTC researchers are also interested in cost/benefit analysis oinduction programs.
Based on SCNTP data, they estimate that increases in beginningacher effectiveness
and reductions in teacher attrition lead to a return on investm ent of $1.37 per $1, in
current dollars, after five years107
Qualitative Benefits

The SCNTP is widely acknowledged as the Ogold standardO for irgion programs.
SCNTP district leaders have consistently noted that the SCNTPcaelerates teacher
learning, making first-year teachers look like third-year teacters. Surveys of beginning
teachers, mentors, and principals reflect high satisfaction leels with program compo-
nents and outcomes. Veteran teachers serving as mentors repothat their new role as
a teacher of teachers brings them renewed appreciation for thecomplexity of teach-
ing. Principals and district leaders note that the SCNTP is ofen a catalyst for renewed
interest in improving instruction throughout school sites.

The SCNTP has steadily grown over the past sixteen years, witttl district partners
remaining in the program. In 1998, its long-term success led seeral private founda-
tions to fund the establishment of the New Teacher Center at UCSC as a national
resource for new teacher development. The NTCOs thirty-four sthmembers now
develop, research, and advocate for high-quality new teacher athnew administrator
induction programs. The NTC is helping districts in thirty stat es implement induction
programs based on the SCNTP model. More than twenty private fondations have sup-
ported the NTCOs work.

Beginning teachers recognize the importance of the support they receive: OHaving
an experienced teacher to turn to and one whose number one jobis supporting my
needs during this highly stressful and exciting time is crucialO OMy teacher preparation
program gave me a roadmap for where | wanted to be. My mentor Bowed me how to
take a direct route, rather than losing my way in blind alleysO Mentors are equally con-
vinced of the value of intensive support. As one mentor commened, OWe want to
instill the idea that learning about teaching is a task that istruly lifelong . . . that every
student presents us with another challenge to continually improving practice.O

Summary

The NTCOs Santa Cruz New Teacher Project is one of the prograntisat has
informed the growing national consensus about the key elementsof effective teacher
induction programs. It provides new teachers with an intensive,two-year support pro-
gram that is systematic and standards-based, includes suppontoin trained mentors
employing a systematic formative assessment system, and linkstb mentors and
beginning teachers to a network of peers. Several research stues of the SCNTP doc-
ument positive effects on student learning and teacher developrent and retention.
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For more information

Ellen Moir

Executive Director

New Teacher Center at the University of California, Santa Cruz
725 Front Street, Suite 400

Santa Cruz, CA 95060

Phone: (831) 459-4323

Fax: (831) 459-3822
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Tangipahoa Parish, Louisiana
Tangipahoa Framework for Induction, Retaining, and Supporting
Teachers

John Weathers

Overview and History of Program

Two statewide programs administered by the Louisiana Departmenbf Education
provide a systematic approach to supporting and developing neweachers: the
Louisiana Teacher Assistance and Assessment Program (LaTAAPRcthe Louisiana
Framework for Inducting, Retaining, and Supporting Teachers (LaFIRST). The compo-
nents of LaTAAP are broad, and they provide much of the assistace new teachers
need. But LaTAAP does not provide everything they need. In an #gempt to fill in some
of the gaps, the state provides funding, training, and guidancethrough LaFIRST for
local parishes (districts) to develop their own induction progr ams. One rural Louisiana
parish, Tangipahoa, fills these gaps particularly well. Tangiphoa successfully combines
state and local programs to retain new teachers and ensure theicompetence.

From its inception in 1994, LaTAAP has required both mentor support and assess-
ment for new teachers. In its current form, all new teachers must participate in
LaTAAP. An experienced and state-trained mentor teacher from the same school, who
teaches in a similar subject area and grade level, provides twygears of mentoring.
Mentors facilitate observations and give critical feedback. Thg also help teachers cre-
ate a professional development plan to improve their skills inorder to meet state
teaching standardsNthe Components of Effective Teaching. In the second year of
LaTAAP, teachers undergo formal observations and submit portfolos of their work to
be assessed by their principal and an external assessor.

LaFIRST began in 2001 and is derived from the highly praised L&ourche Parish
induction model. LaFIRST provides local parishes additional training, guidance, and
financial support to assist in the development of new teachersOne of its primary tools
has been a summer institute to prepare volunteer teams of mentos and mentor train-
ers from all parishes in how to develop preservice induction training and provide fol-
low-up support for new teachers198 Through a mini-grant program, LaFIRST has also
provided forty-two of sixty-six parishes with financial assistace to implement the
induction practices that the state outlines as best practice.

LaFIRST activities are voluntary, and the mini-grants do not alvays cover the costs of
local programs. This leaves individual parishes to develop andund a more compre-
hensive approach to induction. LaFIRST trainings and seed moneyhave helped to
inspire a number of districts develop their own support and training for new teachers.
Tangipahoa Parish is one school district that has successfullaken on this challenge,
despite the typical barriers that come with being a low-incomerural district.

The new teacher support and development provided through Tangipahoa FIRST
augments but does not replace LaTAAP. Building on the LaFIRST nodel, it includes:
four highly structured days of induction during the summer, foc used on the first days
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of school; seminars about classroom management, planning and ééctive teaching,

and local policies and procedures; and follow-up professional @évelopment sessions for
a new teacherOs first three years. All teachers new to the shrj regardless of experi-
ence, participate in the program. Late hires are placed in a preservice program in
January. In addition, Tangipahoa FIRST employs full-time mentors to supplement the
work of LaTAAP mentors. Tangipahoa has received LaFIRST grant mney for the past
two years, which they have used to purchase classroom materiasd to fund profes-
sional development sessions for new teachers.

Quality Components

Mentoring

LaTAAP specifies the qualifications of mentors and requires tha all mentors partici-
pate in training with a local state-trained instructor. Mentor activities include holding
weekly meetings with new teachers and observing classroom teaicly. LaTAAP men-
tors are limited to supporting two novices so that they can dewte enough assistance to
each. The majority of new teachers spend an average of one tamo hours per week
with their mentor. To ensure quality mentoring, LaTAAP legislation requires principals
to schedule time for mentors to work with teachers and monitor their activities.

Tangipahoa FIRST supplements the work of the LaTAAP mentors wi four full-time
and four half-time mentors who were hired in 200304 and trainel to assist new teach-
ers, including special education teachers. These mentors rece&/ the LaTAAP Assessor
and Mentor Trainings, Tangipahoa FIRST mentor training, and mon thly follow-up
training by the program coordinator.
Common Planning Time and Collaboration

LaTAAP legislation requires common planning time and collaboration between
mentors and new teachers, but release time is difficult to provde in many schools. In
Tangipahoa, elementary teachers did not have common planning time during the
2003D04 school year.
Ongoing Professional Development

As previously noted, Tangipahoa FIRST provides preservice andngoing profession-
al development for new teachers in years one, two, and three \l day-long training
sessions on topics determined by the new teachers. To attend #se sessions, new teach-
ers are granted release time, and their classes are covered Bybstitute teachers.
External Network

In all Tangipahoa FIRST training sessions, teachers are groupetbgether by grade
and subject level to encourage ongoing interaction. As some pdicipants have noted,
this practice has helped them establish a network and supportystem with other teach-
ers. Through a program called FIRSTTech, Louisiana maintains aBlackboard website
where it posts training materials and links to teacher resource. New teachers can use
the site to participate in online discussions about teaching. Wiile some teachers use the
online network, the state is working to boost the number of teachers on FIRSTTech.
Assessment and Evaluation

Tangipahoa, like all parishes in Louisiana, assesses its teaaisehrough LaTAAP. All
new teachers in Louisiana are evaluated by their principal/desgnee and an outside
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evaluator on their ability to meet the stateOs Components of Edctive Teaching during
observations in their third semester. In 2003D04 the state addka portfolio component
to this assessment.

Making Induction Work

Principal Leadership

Principals are responsible for the implementation, coordination , and monitoring of
the LaTAAP program in their school, although the state can sandion schools that fail
to meet specifications. Principals are charged with making sureschools have enough
trained mentors in all subject areas and with providing releasetime to mentors and
novice teachers.

In addition to school-level management, strong district-level kadership makes
Tangipahoa FIRST work. The former superintendent ensured that the program admin-
istrator had the time and resources to develop a superior progam through research,
attending trainings, and visiting other school systems. Becaus&angipahoa is rural and
poor, its parish leaders face the challenge of making induction a priority. To run
induction well, they must continually allocate resources for mentors, professional
development, and program staff.

High-Quality Providers

Tangipahoa employs two full-time program coordinators, who haveadditional sup-
port staff, to administer LaTAAP and Tangipahoa/LaFIRST. These administrators and
their support staff manage activities, develop curricula, and each preservice and fol-
low-up training sessions.

Support for Teachers with Little Preparation

Tangipahoa requires all teachers new to the district, regardles of their preparation
or certification level, to participate in its FIRST program. FIRST is flexible enough that
mentors can provide additional support to underprepared or over burdened teachers.

For example, Tangipahoa hired one teacher in November for a classroom in which
two previous teachers had already quit. FIRST mentors spent aegk in the classroom
developing the new teacherOs skills and personal commitment gbat she not only
stayed at the school but actually looked forward to returning tie next year. Since
Tangipahoa FIRST mentors do not have classes of their own, thegan help over-
whelmed teachers grade papers, develop lesson plans, researchtiaities, gather materi-
als, and, as one teacher put it, Ohelp new teachers go abovedabeyond just surviving.O
Incentives for Participation

In Tangipahoa, induction is mandatory. State licensure requirements are the incen-
tive for participating in LaTAAP.

Alignment with Teacher Goals and Standards

Each year, Tangipahoa asks its new teachers to assess the FIRBIgram and make
suggestions for improvement. The following year, induction coordinators use those assess-
ments to align follow-up training sessions with the needs of tachers. Also, Tangipahoa
mentors are encouraged to tailor their work to the individual n eeds of their mentees.

The LaTAAP program, in concert with the Louisiana Components of Effective
Teaching, provides a well-developed means of using clearly sp#ied research-based
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and practice knowledge about best teaching practices as the stalard for assessing a
new teacherOs work. These components are correlated with the aly accepted nation-
al teaching standards. The requirement that an outside assessdre part of this two-
member assessment team adds to its thoroughness and objectivity
Adequate and Stable Funding

The costs of new teacher induction in Tangipahoa are greatestdr first-year teachers
and decline somewhat for second- and third-year teachers. Thigs because first-year
teachers receive some training prior to the start of the schoolyear, as well as four pro-
fessional development sessions during the school year. Secondnd third-year teachers
receive professional development only during the school year, \ith second-year teach-
ers receiving three sessions, and third-year teachers receivirtgvo. In addition, the
LaTAAP program is two years in length, so this cost is not incured for third-year teach-
ers. The costs detailed below are for first-year teachers in #h Tangipahoa program dur-
ing the 2003D04 school year. The costs for second-year and thiyear teachers during
the same academic year were $3,465 and $2,421, respectivelynggahoa funds its
induction program by integrating federal, state and local fundi ng sources.

Costs for the 2003-04 school year, first-year teachers:

LaTAAP mentors and evaluators $1,030/teacher

Pre-service induction training for new teachers $213/teacher
Teachers in year 1 follow-up
professional development (4 sessions) $298/teacher

Full-time mentors and Tangipahoa

FIRST administrator salaries/benefits

for teachers with less than 3 years experience
Total cost

$2,066/teacher
$3,607 /teacher

Evaluation of the Induction Program

The Louisiana Department of Education collects evaluations twi@ a year from
parishes who receive LaFIRST grants on their preservice and orang induction train-
ing. Tangipahoa FIRST regularly gathers and reviews data aboull aspects of its pro-
gram from all participants.

Effectiveness

Quantitative Benefits

LouisianaOs most recent evaluation of LaFIRST (2002D03) contaimiseful informa-
tion to judge the effectiveness of induction. Using data from twenty-eight of the sixty-
six Louisiana parishes, both tables show responses from grantainistrators, mentor
teachers, and new teachers. Table 1 displays how each group wed the effectiveness
of their programs for new teachers.

Table 2 displays how each group compared the student outcomesfaeachers in
LaFIRST to those who were not in the program.

Overall, the data demonstrate that LaFIRST is successful at impving the effective-
ness of new teachers, especially in terms of classroom managente The story differs,
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A Bird’s-Eye View of Tangipahoa:
Induction from the Perspective

of a New Teacher

A new teacher in Tangipahoa
participates in an intensive four-
day training in August. In
September, the principal assigns
the new teacher a LaTAAP mentor,
and they begin meeting weekly. A
couple of times during the semes-
ter, the teacher is observed by the
LaTAAP mentor, who talks with
them about their ability to meet
state teaching standards. The
teacher is also assigned a
Tangipahoa FIRST mentor.
Through the help of LaTAAP or
Tangipahoa FIRST mentors, some
new teachers observe other
teachers. Tangipahoa FIRST men-
tors visit the new teacher once
every two to three weeks, offer
individualized assistance with
problems, and help with daily
tasks like grading papers or devel-
oping lessons. Three times during
their first year, new teachers
attend day-long Tangipahoa FIRST
training sessions on topics they
have selected.
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A Bird's-Eye View of Tangipahoa:
Induction from the Perspective

of a Mentor

LaTAAP mentors are required to
meet with each of their one or two
mentees for a total of thirty hours
per year. On average, they meet
each week for an hour to give
advice, assist with problems, and,
when matched by subject area,
help with lesson plans. As often as
they can, LaTAAP mentors conduct
focused observations. They often
arrange for the new teacher to
observe their own or other class-
rooms, and they formally observe
the new teacher one time in the
second semester. The observation
is preceded and followed by con-
versations about the lesson in
order to meet state requirements.
Though principals are required to
release mentors for observations,
many have to make extra time to
meet with new teachers.
Tangipahoa FIRST mentors are|
released from their duties to be
full-time mentors because they

are responsible for around eight-

een new teachers. Generally, FIRST

mentors meet with two teachers
per day, but they sometimes
spend up to a week with strug-
gling teachers. During meetings,
mentors assist teachers with les-
son planning, grading, gathering
resources and materials, and
whatever else the teacher needs.
When not working with teachers,
mentors prepare and lead training

sessions for new teachers.

Table 1: New Teacher Effectiveness

LaFIRST was effective in Grant Mentor New
improving new teachers’: Administrators Teachers Teachers
Teaching 53 4.9 4.5
Comfort in the classroom 5.4 5.0 4.7
Adjustment to the school/school system 5.4 5.0 4.7
Professional growth 5.4 5.0 4.8
Retention NA NA 4.0
Ability to facilitate student learning 5.1 4.9 4.6
Preparation for assessment 5.3 5.2 4.9
Average scores (Range 1=Not Effective; 6=Very Effective)

Table 2. Differences Between LaFIRST New Teachers and Nonparticipants
Differences between new
teachers in LaFIRST and Grant Mentor New
new teachers who were Administrators Teachers Teachers
not in LaFIRST were seen by: yes yes yes
Higher test scores 93% 67% 58%
Higher classroom grades 79% 64% 58%
Fewer classroom-management problems 100% 81% 83%
Increased participation from parents 57% 24% 35%
Higher homework completion 54% 34% 42%
Better attendance 61% 31% 38%

though, according to the person being asked. In general, program administrators are
more positive about the benefits of the program.

The report also asked LaFIRST parishes to report their retention rates. Tangipahoa
Parish had a 100 percent retention rate for certified teachersin 2002D03. A full 85 per-
cent of all recipients reported rates of 80 percent or higher. For 2001D02, the average
retention rate of second-year teachers was 88 percent.

Qualitative Benefits

Tangipahoa FIRST and its local administration of LaTAAP are comsistently praised by
new teachers, LaTAAP mentors, and principals alike. During a faus group conducted
for this report, a representative mix of teachers, mentors, andprincipals praised
TangipahoaOs induction. Three teachers claimed that full-time rantors had saved them
from quitting, built their confidence and teaching ability, and facilitated such a turn-
around in their classrooms that they actually looked forward toreturning the next year.
One high school teacher commented, OHaving a mentor teacher habeen the most help-
ful learning experience for me as a teacher. At all times, | wa able to ask questions, see
models, and hear related experiences. This has helped me to dealop my teaching skill
and grow as a professional.O
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Mentors also praised induction as a way to improve their own taching skills. One
mentor explained that, OBeing a mentor has kept me in touch wih whatOs new in the
field and has kept me fresh and motivated. | have been able tdelp the teachers that |
work with, but they have also benefited me.O Sentiments like tse are echoed through-
out teacher evaluations of the Tangipahoa FIRST program.

Summary

Some potential problems with induction exist in Louisiana. Parishes using only
LaTAAP may have gaps in their activities, such as limited or n@reservice training, lit-
tle or no ongoing professional development, or limited contact between novice and
mentors, who may be too busy with their own responsibilities. Bor local leadership
can mean that some teachers receive less support than others.ndl, while LaFIRST
grants help start the funding and training of district staffNas they have in
TangipahoaRthe program does not provide funding commensurate wi th the costs of
induction, and its principals do not receive training to lead t he program.

Overall, however, induction in Louisiana is quite strong. LaTAAP serves every new
teacher, is linked to high-quality teaching standards, and supjprts teachers with well-
trained mentors. Tangipahoa FIRST provides new teachers with fli-time mentors and
comprehensive preservice and ongoing training tailored to their needs, and models
effective classroom teaching that they can then apply in their

For more information

Karen Ellis

Tangipahoa FIRST Program Administrator
C. M. Fagan Service Center

4739 North Oak Street

Hammond, LA 70401

Phone: (985) 345-1584

Mary Ann Harmon

Louisiana Department of Education
PO Box 94064

Baton Rouge, LA 70804

Phone: (877) 453-2721
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Toledo Public School District and the Toledo Federation of Teachers
The Toledo Plan

Amy Bach

Overview and History of Program

Adopted by the Toledo public school district in 1981 during con tract negotiations
with the Toledo Federation of Teachers (TFT) union, the Toledo Plan is a coopera-
tive union/management induction program focused on teacher ment oring and evalu-
ation. Designed to improve teacher performance by outlining a st of four perform-
ance standards (detailed below) to which all teachers are heldthe Toledo Plan also
establishes a support system for teachers in order to ensure #i they achieve those
standards. The Toledo Plan focuses on improving teacher perfornance by pairing
teachers with more experienced peers/mentors.

Dal Lawrence, the president of the TFT union at the time the Toledo Plan was
adopted, developed the idea for a local induction program in 1969. The Toledo Plan
was rooted in growing concern over the quality of teachers andthe ability of teacher
training programs to adequately prepare students to become teabers. TFT members
overwhelmingly voted in favor of the program. Many teachers beleved this program
was a way to increased professionalism. By establishing and enéing specific stan-
dards, teachers themselvesNlike other professionalsNwould ensue that all teachers
have the skills necessary for quality teaching.

However, the Toledo principalsO union rejected the Toledo Planin contract negoti-
ations because principals were uncomfortable relinquishing the power to evaluate
new teachers. They also questioned the ability of teachers towaluate other teachers.
In the early 1980s, the principals® union finally agreed to theprogram under one con-
dition: that struggling veteran teachers also receive guidancegrom a mentor. With
agreement in place, the Toledo Plan was adopted by the districin 1981, becoming
the nationOs first peer review program.

Because the Toledo Plan is a district-wide program, all firstgar teachers and
teachers who are teaching their first year in the Toledo public schools are required
to participate. This part of the Toledo Plan is referred to as the intern component,
and new teachers are called interns. Interns receive guidancerbm mentors, called
intern consultants. Struggling veteran teachers who are recommaded for mentor-
ing by their principal or their union building committee member are required to
participate in the intervention component of the Toledo Plan. U nlike the intern
component, which lasts two semesters, the intervention componet has no set end-
ing period. As long as the veteran teacher is making progressn the areas identified
by the intern consultant, veteran teachers are mentored until they are deemed
ready to continue teaching without support, or they are deemed ill-suited for teach-
ing and released from their contracts.

Substitute teachers placed in long-term substitute positions inthe district are also
inducted. Long-term substitutes are not considered interns, sothey are not evaluated,
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but they do receive mentoring from intern consultants. If substitutes are hired for a
contract position, they reenter the program as interns and are mentored and evaluat-
ed for another year.

Quality Components

Mentoring

In the Toledo Plan, mentoring rests heavily on classroom obserations and individual
conferences. While intern consultants are released full-time fom classroom responsibili-
ties, interns and veteran teachers being mentored receive no réuced workload.
Consultants are required to spend approximately twenty hours pe semester mentoring
and evaluating ten to twelve interns. Intern consultants obsere new teachers in the class-
room two to three times a month, and they meet with interns after each observation to
discuss strengths and areas for improvement. Observations focus improving instruc-
tion and classroom management.

Toledo selects and trains only the most qualified people for intern consultants. To be
a mentor, intern consultants must be licensed in their subjectarea, and most have more
than five years of experience. Interested candidates fill out a application; obtain letters
of reference from their school principal; agree to two unannoun ced observations of
their classroom teaching; submit a writing sample; and completean interview. Based on
all the collected information, the Board of Review then decideswhether or not to hire
the applicant. New intern consultants are trained to mentor by observing and working
with veteran intern consultants. New consultants also participge in a summer training
workshop that lasts from two to three days.

Intern consultants mentor and evaluate for a three-year period, after which they
return to their classrooms to teach. The aim of the Toledo Plan is to make sure quali-
ty teachers return to the classroom where they are also needednd not create a hier-
archy among teachers.

Common Planning Time and Collaboration

The Toledo Plan does not specifically provide common planning time and collabora-
tion with other classroom teachers. But teachers do interact wh one another during
professional development activities. On a regular basis, interrconsultants read and com-
ment on each otherOs evaluations of interns.

Ongoing Professional Development

At the beginning of the school year, new teachers are paid to tend a five-day New
Teacher Academy. The mandatory academy orients new teachers teaching resources
and policies in the district, and new teachers are introduced b their intern consultants.
Intern consultants provide much of the training during the acad emy. In addition to the
New Teacher Academy, interns across the district are requiredd take a semester-long
professional development course on effective teaching.

External Network

The Toledo Plan does not directly organize new teachers into exernal networks, but
many teachers informally network during professional developmert activities. Intern
consultants are housed in the same office so they receive suppiband guidance from
one another throughout the school year.
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Assessment and Evaluation

Intern consultants evaluate interns frequently, writing six or seven formal evalua-
tions per intern, per semester. After each observation, consulants write a narrative
evaluation highlighting strengths, areas for further growth, and suggestions for
improvement. The Toledo Plan outlines four performance criteria : teaching proce-
dures; classroom management; knowledge of subject area and acathic preparation;
and personal characteristics and professional responsibility.

After working with interns or veteran teachers, intern consultants recommend to
the Intern Board of Review whether the teachers should be rehied or released from
their contract the following year. If interns show improvement but have not yet met
standards, they are given an additional semester to show compency. Interns may
appeal to the Intern Board of Review if they are not satisfiedwith the decision.

In the Toledo Plan, intern consultants play the role of both me ntor and evaluator.
Other programs and experts argue that support and assessment shuld be aligned but
conducted by separate people, but the Toledo Plan argues thathe person who spends
the largest amount of time working with individual teachersNand therefore has the
best understanding of their abilitiesNis most qualified to evaluate them.

Making Induction Work

Principal Leadership

Since its adoption, the Toledo Plan has earned solid support nd only from dis-
trict officials, but also from school administrators and teachers throughout the dis-
trict. Of all the key players in the Toledo Plan, principals play a limited role. Intern
consultants meet regularly with school principals regarding the progress of their
teachers, but consultants evaluate new teachers. Principals vie a short summary
each semester regarding a new teacherOs professionalism, attemde, ability to turn
in work on time, and mindfulness of building policies. The prin cipal®s summary
then becomes part of the intern consultantsO longer written reprt to the Intern
Board of Review. Only after interns successfully complete twoesnesters in the
intern program do school principals assume the responsibility of evaluating them.
Although their role is smaller than in other programs, principa Is in Toledo appreci-
ate the lightened workload and the specialized support that intern consultants pro-
vide in mentoring and evaluating new teachers.
High-Quality Providers

The Toledo Plan is overseen by the Intern Board of Review, a grup made up of
five appointed union representatives and four appointed management representa-
tives. Board members are not released from their jobs to governts activities.
Leadership of the board is balanced between union officials andadministrators,
and chairmanship rotates annually between the president of theTFT union and a
district assistant superintendent, usually from the Office of Human Services. In the
2003D04 school year, the district hired a clerical administratoto oversee the hiring
decisions made by the Intern Board of Review.
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Support for Teachers with Little Preparation

Because the Toledo Plan functions primarily through one-on-one interaction
between experienced mentors and mentees, teachers who have lirted teacher train-
ing require and receive more attention and focused time with their intern consult-
ants. Intern consultants also understand that struggling vetera teachers may require
more help than teachers who have received their teacher trainirg relatively recently.
These veteran teachers also receive more time and energy froormtern consultants.
Incentives for Participation

The requirements of labor contracts are the chief incentive to participate in the
Toledo Plan. However, there are also indirect benefits that actas incentives. First-year
teachers often have a difficult time adjusting to their new classrooms. Induction can
soften this difficult period. One intern commented on the overa Il benefit of the
Toledo Plan, OBeing a fresh graduate, | was so confused and avehelmed [my first
year of teaching]. There is no doubt in my mind that if | was not assigned an intern
consultant, | would have never made it.O Another indirect incertive is increased pro-
fessionalism. Induction has formed Toledo teachers into a community of learners
over the years. According to Dal Lawrence,

The Toledo Plan began to change the way in which teachers think about their practice and

each other’s practice, as well as their accountability and responsibility for overall competence

and excellence. We didn’t see that happening when we started out, but it definitely exists now.

Creating a culture of educators who take responsibility for themselves and their
colleagues is no small feat. Participation in a culture such ashis makes it possible
for teachers to grow and thrive.
Alignment with Teacher Goals and Standards

Because the Toledo Plan is focused on helping specific teacherwithin their par-
ticular classroom settings, the observations and evaluations tern consultants make
are very much tailored to the specific student population of the internOs classroom.
Intern consultants and interns work closely together to establsh goals specific to
each internOs classroom.
Adequate and Stable Funding

The Toledo school district pays for the costs of the Toledo Plan. Although the
state of Ohio does contribute state funds to the district, none of these funds are
specifically earmarked for Toledo induction. The cost of implem enting the Toledo
Plan varies from year to year, depending on the number of new éachers hired and
the number of intern consultants needed. In the 200304 schoolyear, six intern
consultants were chosen to induct approximately seventy-five n& teachers and
seven veteran teachers.
Evaluation of the Induction Program

At the end of a three-year cycle, all TFT members complete anealuation of the
structure of the Toledo Plan itself. Interns who have participated in the program are
also asked to comment on the intern consultants who mentored them. Using the eval-
uations, the Intern Board of Review goes over suggestions fomprovement to modify
the program. In addition, the board uses evaluations to identify and investigate poorly
performing intern consultants, who may then be removed from their positions.
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Approximate Cost per Teacher for the 2003-04 School Year:
Participants: 6 Intern Consultants and 82 Teachers (75 Interns and 7 Veteran Teachers)

Cost of substitute to = $30,000 x 6 consultants = $180,000
replace intern consultant

in classroom

Cost of additional stipend | = $5,800 x 6 consultants = $34,800

to intern consultant

Cost of New Teacher = $30,000/190 school days = | = $59,250
Academy (5 days of a new $158/day per teacher
teacherOs average salary
= ($158/day x 5 days for train-
ing) x 75 teachers

Cost of intern consultant | = $50,000/190 school days = | = $4,734
workshop (2D3 days of a | $263/day per teacher
consultantOs average
salary) = ($263/day x 3 days maxi-
mum) x 6 consultants

1 clerical position = $20,000 = $20,000

Total cost =$ 298,784

Total cost per teacher = $ 298,784/88 total teachers | = $3,395 per teacher
Effectiveness

Quantitative Benefits

According to district officials, they do not evaluate the effectiveness of the
Toledo Plan in terms of retaining or developing teachers. While district personnel
would know the number of new and veteran teachers released frontheir contracts
each year, the district makes no systematic attempts to correta them with the qual-
ity of ToledoOs induction program.
Qualitative Benefits

Since 1981, more than 400 teachers have been released from theteaching con-
tracts, compared with only one teacher in the five preceding yars. This leads to an
added benefit of the program: terminating a tenured teacher is an enormous
expense for a school district and involves a lengthy process. gording to Craig
Cotner, the chief academic officer of the Toledo school district, the cost of releasing
underperforming veteran teachers from their contracts far exceeds the overall cost
of implementing the Toledo Plan. Thus, not only is this program cost-effective, but
it also contributes to building a community of well-trained, talented teachers.

Summary

The Toledo Plan has some limitations. The intern component of the Toledo Plan
may be stronger than the intervention component because intern consultants find it
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harder to evaluate experienced peers who are not new to the préession. In addition,
Dal Lawrence acknowledges that a program like ToledoOs might beore difficult to

roll out in larger or smaller districts. An induction program f or hundreds of new teach-
ers in a large district may be very difficult to manage, espeadilly in the beginning years.
Similarly, administrators could find it very difficult to termi nate the contracts of strug-
gling veteran teachers in small communities where teachers, sabol personnel, and
community members are more likely to be well acquainted.

Overall, the Toledo Plan has several strengths. The district reognizes teaching as a
learning process and allows new teachers time to develop theiskills and techniques
with the support of a trained professional. Cooperation between labor and manage-
ment is also a major factor in the programOs success. Becauddle cooperation
between the twoNoften opposingNgroups, induction is an essential part of the teach-
ing culture. ToledoOs comprehensive induction not only builds a individual teacherOs
skills but also contributes to the development of a community o teachers who are
learners themselves. In the end, induction creates teachers whavork in cooperation
toward two common goals: the establishment and maintenance of igh-quality educa-
tors and the success of the students they teach.

For more information

Dal Lawrence
Toledo Federation of Teachers
Phone: (419) 535-3013

Craig Cotner

Chief Academic Officer
Toledo Public School District
Phone: (419) 729-8422
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APPENDIX B: ANNOTATED BIBLIOGRAPHY

Achinstein, Betty. “Politics of the Mentoring Process for Novices: Negotiating
Professional Relationships and New Teacher Learning.” Journal of Educational
Change, forthcoming.

Drawing on cases from an induction study in California, this pgper addresses the
implications for new teacher learning and fostering learner-centered teaching associat-
ed with differing mentoring relationships. It explores the inte ractions between begin-
ning teachers and mentors to understand professional roles, powr dynamics, and con-
versational exchanges that influence teacher learning.

American Federation of Teachers. “Beginning Teacher Induction: The Essential
Bridge.” Policy brief number 13. Washington, D.C.: American Federation of
Teachers, 2001.

This brief provides the underlying research-based rationale forAFTOs policy on
beginning teacher inductionNthat is, why induction matters. It then focuses on state
statutes and regulations on induction, outlining the attributes of effective statutes and
reporting on the results of a fifty-state AFT analysis of indution policies. The brief
ends with a set of recommendations.

Berry, Barnett. “Recruiting and Retaining ‘Highly Qualified Teachers’ for Hard-to-
Staff Schools.” NASSP Bulletin 87:638 (March 2004).

The author asserts that what is known about recruiting and retaning teachers for
hard-to-staff schools runs counter to many of the assumptions ndergirding the
teacher-quality provisions of the No Child Left Behind Act. Evidence regarding incen-
tives, recruitment pathways, new teacher induction programs, ad alternative routes
sheds considerable light on what needs to be done to ensure ahiyhly qualifiedO
teacher for every student. Armed with the right knowledge, eductors can play an
important role in getting both the funding and the politics in  place to create and sup-
port the policies and programs that promote teacher quality.

With respect to induction, the author argues that comprehensive induction pro-
grams offer support to new teachers that can lower teacher atition and improve the
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odds that schools can close the achievement gap. However, theughor reports that few
new teachers have access to such high-end induction componentss common plan-
ning time and access to helpful mentors, despite the fact thatstates and districts can
use federal teacher-quality dollars to do so.

Berry, Barnett, Peggy Hopkins-Thompson, and Mandy Hoke. Assessing and
Supporting New Teachers: Lessons from the Southeast. Chapel Hill, NC: Southeast
Center for Teaching Quality, 2002.

This report examines the key elements of effective new teacheassessment and sup-
port, reviews the progress of southeastern states in developinguality induction pro-
grams, and offers a set of recommendations for action, includirg the call for a regional
New Teacher Summit.

Breaux, Annette, and Harry Wong. New Teacher Induction: How to Train, Support,
and Retain New Teachers. Mountain View, CA: Harry K. Wong Publications, Inc., 2003.
This book, written for school and district administrators, prin cipals, school board
members, and other school decisionmakers, demonstrates how to lan and implement

a comprehensive induction program. To persuade the reader thatinduction retains
and develops new teachers, the authors present research findirggalong with practical
examples of successful induction. Over thirty induction programs are featured with
their contact information, and the reference section contains schedules and handouts
from three comprehensive induction programs.

Britton, Edward, Lynn Paine, David Pimm, and Senta Raizen. Comprehensive
Teacher Induction: Systems for Early Career Learning. Boston: Kluwer Academic
Publishers, 2003.

Based on a three-year study, this book centers around the qudeh, What does it take
to meet the wide-ranging needs of beginning teachers? The auths answer the ques-
tion by describing how comprehensive teacher induction systemsiot only provide
teacher support but also promote learning about how to teach. For the past ten to twen-
ty-five years, induction programs in Shanghai, France, Japan, & Zealand, and
Switzerland have provided well-funded support that reaches albeginning teachers,
incorporates multiple sources of support, typically lasts two o more years, and goes
beyond survival skills to promoting learning about teaching. Wih National Science
Foundation funding and under the auspices of WestEdOs Nationalenter for Improving
Science Education and Michigan State University, researchers camlucted in-depth case
studies of induction programs. They particularly focused on novce mathematics and
science teachers. This book analyzes those case studies, antlsctor rethinking what
teacher induction is about, whom it should serve, what the curiculum of induction
should be, and which policies, programs, and practices are neeed to deliver it.

Carey, Kevin. The Real Value of Teachers: Using New Information About Teacher
Effectiveness to Close the Achievement Gap. Washington, D.C.: Education Trust, 2004.

The author examines how value-added assessment data can be udedevaluate
teacher effectiveness. The report begins with a brief review oliterature demonstrating
that the quality of teachers directly impacts student achievemat. Using this research,
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the author makes recommendations for using value-added data t@ssess teachers and to
improve teacher quality overall. The report concludes by showiry how states, districts,
and schools are using this information to accomplish two primary goals: increasing the
overall number of effective teachersNwhich includes improving the effectiveness of
teachers currently in the classroomNand getting more effective teachers into the class-
rooms of low-income children, who must rely on them the most for their learning.

Claycomb, Carla, and Willis Hawley. Recruiting and Retaining Effective Teachers
for Urban Schools: Developing a Strategic Plan for Action. Washington, D.C.:
National Partnership for Excellence and Accountability in Teaching, 2000.

The report, initiated by the Policy Board of the former Nationa | Partnership for
Excellence and Accountability in Teaching (NPEAT), analyzes wayg to address the per-
sistent and increasingly difficult challenge of ensuring that gudents who attend urban
schools are taught by highly effective teachers. The authors awclude that an unmet
demand for qualified teachers in high-need fields and localities occurs when the costs
of becoming and being a teacher exceed the benefits of teaching The report then
offers four comprehensive goals to recruit and retain new teacters in urban schools.
Their aims are to increase the quantity and quality of people entering and returning to
teaching; shape the content of preparation programs to encourage candidates to pur-
sue positions where they are most needed; improve recruitment pocesses; and
improve beginning teachersO professional experiences and capaities. The fourth goal
is accomplished by providing beginning teachers with high-qualty induction programs,
as defined by eleven characteristics the authors set forth.

Feiman-Nemser, Sharon. “What New Teachers Need to Learn.” Educational
Leadership 60:8 (2003).

In this brief article, the author argues that addressing the learning needs of new
teachers can improve both the rate of teacher retention and the quality of the teaching
profession. The author examines what skills beginning teachersieed to develop on
the job that they cannot learn in advance or outside the contexts of teaching. Quality
induction, including mentoring and the use of rigorous teaching standards, provides
new teachers the opportunity to develop these skills through treir work with real stu-
dents in real school situations. The author warns, however, thaeven the best induc-
tion programs cannot totally counteract an unhealthy school climate, competitive
teacher culture, or inappropriate teaching assignment.

Ferguson, Ronald, and Helen Ladd. “Additional Evidence on How and Why Money
Matters.” In Helen Ladd, ed., Holding Schools Accountable: Performance-Based
Reform in Education. Washington, D.C.: Brookings Institution, 1996.

The conventional wisdom among many economists is that the linkbetween addition-
al spending on KB12 education and the achievement of studentssiweak. This article
challenges that view, using data on student achievement in Aladima at the district level
and the level of the individual student. District-level analyss confirms earlier work by
Ferguson for Texas that Omoney matters,O especially when spentsmaller class sizes
and higher-quality teachers, as measured by teacher test scores masterOslegrees.
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Fideler, Elizabeth, and David Haselkorn. Learning the Ropes: Urban Teacher
Induction Programs and Practices in the United States. Belmont, MA: Recruiting New
Teachers, Inc., 1999.

This extensive report summarizes research on national teacherriduction programs
in urban areas. Through its findings, broad suggestions are preided in detail on how
to establish induction practices within schools and school disticts. The study examines
ways that policymakers and educational leaders in the United Sites have sought to
improve teacher quality through new teacher induction programs. The report also
contains information on program contacts, participants, and fun ding opportunities.

Fletcher, Stephen, Michael Strong, and Anthony Villar. An Investigation of Teacher
Experience and Teacher Preparedness on the Performance of Latino Students in
California. Santa Cruz, CA: New Teacher Center, 2003.

Although research on the outcomes of induction has looked at changes in teacher
satisfaction and retention, it has not looked at changes in stulent achievement. Using
CaliforniaOs induction policy as a framework, this study compas the performance in
new teacher classes across three districts, and then looks a@tident achievement in
terms of teacher experience within one district. The report fin ds that the relationship
between teachersO participation in induction programs and the banges in achieve-
ment of their classes may vary with the characteristics of thaaduction program (e.g.,
the opportunity for mentors and novices to meet). The report al so finds that classes
taught by new teachers can have comparable gains to classes ¢gai by more experi-
enced teachers.

More specifically, this study seeks to determine if an intensig induction program
would be beneficial in helping new teachers learn quickly the kills necessary to be
effective in the classroom, particularly when working with minority students and
English-language learners. Analysis of data from three differendistricts indicates that
¥ classes taught by new teachers working with full-release mens for two years are

more likely to have positive gains, regardless of the pre-clasore; and
¥ the assignment of new teachers (e.g., to above-average-achéeent classes or low-

achieving classes) does not determine the percentage of classkaving positive gains.
Analysis of data from a district implementing an intensive induction program indicates
that
¥ new teachers and veteran teachers are assigned different glges in terms of the per-
centage of English-language learners and pre-class student achiement; and
¥ classes taught by new teachers have comparable growth on ti$AT/9 Total Reading
score to classes taught by veteran teachers.

Goldhaber, Dan, and Dominic Brewer. “Evaluating the Effect of Teacher Degree
Level on Educational Performance.” In National Center for Education Statistics,
Developments in School Finance, 1996. Washington, D.C.: U.S. Department of
Education, 1996.

Data from the National Educational Longitudinal Study of 1988 ( NELS: 88), which
allow students to be linked to particular teachers, are used toestimate the impact of
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teacher degrees on student performance in the subject areas omathematics, science,
English, and history. The NELS: 88 was a nationally representate survey of about
24,000 eighth graders in 1988, approximately 18,000 of whom wer surveyed again in
1990. It was found that several teacher characteristics do ape to make a difference
in student performance. Teachers certified in mathematics and those with bachelorOs
or masterOs degrees in mathematics and science were associatéth higher student
performance scores. Mathematics and science degrees were notdiod to influence stu-
dent outcomes in English and history, suggesting that it is thesubject-specific training
rather than general teaching ability that results in improved performance. This finding
suggests that student achievement in technical subjects can hienproved by requiring
in-subject teaching.

Hanushek, Eric, John Kain, and Steven Rivkin. “Why Public Schools Lose
Teachers.” National Bureau of Economic Research, Working Paper no. W8599 (2001).

Many school districts experience difficulties attracting and retaining teachers, and
the impending retirement of a substantial fraction of public sc hool teachers raises the
specter of severe shortages in some public schools. Schools umban areas serving eco-
nomically disadvantaged and minority students appear particulaty vulnerable. This
paper investigates the factors that affect the probability thatteachers switch schools or
exit the public schools entirely. The authors make use of matcled student/teacher
panel data on Texas public elementary schools to gain a betteunderstanding of the
effects of salary and other school factors on teacher transitios.

The results show that teacher transitions are much more strongy related to particu-
lar student characteristics than to salary differentials. Schots serving large numbers of
academically disadvantaged, black, or Hispanic students tend téose a substantial frac-
tion of teachers each year both to other districts and out of the Texas public schools
entirely. An implication is that the supply curve faced by the® districts differs marked-
ly from that faced by middle- and upper-middle-class communities, in which a far lower
proportion of teachers seek to improve their employment arrangement by switching to
another public school.

Hinds, Michael. Teaching as a Clinical Profession. New York: Carnegie
Corporation of New York, 2002.

This is an analysis of the teaching profession in terms of tedwer preparation and
practice in the first years of teaching. The report recommendsthat teaching become a
clinical practice profession like that of medicine, including t he use of Oclinical residen-
ciesO that function as highly structured induction programs faditated by institutions of
higher education. This report details the rationale behind the Carnegie CorporationOs
Teachers for a New Era initiative.

Ingersoll, Richard. Is There Really a Teacher Shortage? Seattle: Center for the
Study of Teaching and Policy, 2003.

Richard Ingersoll builds on his hypothesis that school staffingproblems are not pri-
marily due to teacher shortages, in the sense of an insufficiehsupply of qualified
teachers. Rather, the data indicate that staffing problems areprimarily due to a Orevolv-
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ing door,O where large numbers of qualified teachers depart th jobs for reasons
other than retirement. He also addresses criticisms of those wh argue that concern
over teacher turnover is exaggerated. The report concludes thatteacher recruitment
programs will not solve the staffing problems of schools if they do not also address the
organizational sources of low teacher retention.

Ingersoll, Richard, and Jeffrey Kralik. The Impact of Mentoring on Teacher Retention:
What the Research Says. Denver, CO: Education Commission of the States, 2004.

This report reviews ten quantitative and evaluative studies wiit the primary objective
of providing policymakers, educators, and researchers with a riable assessment of
what is known and not known about the effectiveness of teachemduction programs.
In particular, this review focuses on the impact of induction and mentoring programs
on teacher retention. While the impact of induction and mentori ng differed signifi-
cantly among the ten studies reviewed, collectively the studiedo provide empirical
support for the claim that assistance for new teachers and, irparticular, mentoring
programs have a positive impact on teachers and their retention

At the same time, while the studies point to the likely value d some induction and
mentoring programs in decreasing the attrition of new teachers, a number of ques-
tions remain concerning mentoring and induction that require mo re controlled and
systematic research than currently exists:

1. What kinds of teachers are helped most by induction and meioring programs?

2. Which elements, supports, and kinds of assistance make indiion and mentoring
programs most helpful in addressing the various weaknesses amgmew teachers
with differing backgrounds?

3. Which aspects of induction and mentoring programs contribute most to the
increased retention of new teachers? Do these differ from the &ctors that con-
tribute most to teachersO enhanced classroom effectiveness?

4. Do the selection, preparation, training, assignment, and canpensation of mentors
make a difference?

5. Is it possible to document links between teacher participaton in mentoring and
gains in student outcomes?

Developing carefully controlled studies to answer these key qu&tions will be crucial

to allow policymakers and educators make informed decisions regrding mentoring

and induction policies and programs for their schools.

Ingersoll, Richard, and Thomas Smith. “Reducing Teacher Turnover: What Are the
Components of Effective Induction?” Paper presented to the American Educational
Research Association annual meeting, April 2003.

This study examines whether support, guidance, and orientationprogramsNcollec-
tively known as inductionNhave a positive effect on the retention of beginning teach-
ers. Using data from the nationally representative 1999D00 Sclods and Staffing Survey
(SASS), the report focuses on a number of different types and omponents of induc-
tion, including mentoring programs, group induction activities, and the provision of
extra resources and reduced workloads. The results indicate thiabeginning teachers
who were provided with mentors from the same subject field andwho participated in
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collective induction activities, such as planning and collaboraion with other teachers,
were less likely to move to other schools or to leave the teaéhg occupation after their
first year of teaching.

Johnson, Susan Moore. Finders and Keepers: Helping New Teachers Survive and
Thrive in Our Schools. San Francisco: Jossey-Bass Publishers, 2004.

This book, based on a longitudinal study of fifty new teachersduring their first years
in the classroom, highlights the cases of ten teachers who illstrate the experiences of
new teachers in public schools. The author documents why they etered teaching,
what they encountered in their schools, and how they decided wiether to stay or move
on to other schools or other lines of work. By tracking the ten teachersO eventual
career decisions, the book reveals what matters most to new tehers as they enter the
teaching profession. The book uncovers the importance of the stool site and the cru-
cial role that principals and experienced teachers play in the effective hiring and
induction of the next generation of teachers. The author conclu des that induction
programs must be comprehensiveNthat is, provide multiple sources of supportNto be
most effective.

Kardos, Susan. “New Teachers’ Experience of Mentoring, Classroom Observations,
and Teacher Mentoring: Toward an Understanding of Professional Culture.” Paper
presented to the American Educational Research Association annual meeting, 2002.

A qualitative analysis of a quantitative survey of Massachusgtind New Jersey teach-
ers that examines the relationship between professional cultureand new teachersO sat-
isfaction with their school and teaching. Kardos finds that formal structures of induc-
tion programs must be imbedded in the culture of the school to be most effective. The
author also concludes that embedded programs contribute to job satisfaction and thus,
possibly, to increased teacher retention.

Moir, Ellen. “Launching the Next Generation of Teachers Through Quality
Induction.” Paper prepared for the National Commission on Teaching and America’s
Future 2003 Annual Commissioners and Partner States’ Symposium, 2003.

The report details how one mentor-based induction program in California has had
success in breaking the cycle of teacher attrition. The authorexplores the responsibili-
ties, training, and selection of high-quality mentors in the Santa Clara New Teacher
Project (SCNTP). This model, also implemented in North Carolina, New York City,
and Maryland, includes mechanism for accountability and assessent. The author
explains how the components of the SCNTP program are cost-effeéve and retain
teachers at high rates. The paper concludes with recommendatios on the role of
mentors in induction programs, based on qualitative research.

National Center for Education Statistics. Teacher Quality: A Report on the
Preparation and Qualifications of Public School Teachers. Washington, D.C.: U.S.
Department of Education, 1999.

The results of this national profile of teacher quality, the first in a series of biennial
reports, specifically focus on teachersO learning (both preseise and continued) and
the environments in which they work. Included is important info rmation regarding
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teachersO education, certification, teaching assignments, progsional development, col-
laboration, and supportive work environment. In addition, compa risons by instruction-
al level and poverty level of the school provide information about the distribution of
teacher quality. This information provides a context for understanding teachersO
reports of preparedness to meet the challenges they face in thie classrooms.

National Center for Education Statistics. Progress Through the Teacher Pipeline:
1992-93 College Graduates and Elementary/Secondary School Teaching as of 1997.
Washington, D.C.: U.S. Department of Education, 2000.

This report is the second in a series that follows 199293 cetje graduatesO progress
through the teacher pipeline using data from the Second Followup of the
Baccalaureate and Beyond Longitudinal Study (B&B:93/97). This report focuses on the
academic characteristics and preparation for teaching of thosewho took various steps
toward teaching and is organized by a conceptual Oteacher pipiekO that represents a
teacherOs career. The pipeline includes preparatory activitiesSbnsidering teaching, stu-
dent teaching as an undergraduate, becoming certified to teach,and applying for
teaching jobsNas well as teaching experiences and plans for tesing in the future.

National Center for Education Statistics. Attrition of New Teachers Among Recent
College Graduates: Comparing Occupational Stability Among 1992-93 College
Graduates Who Taught and Those Who Worked in Other Occupations. Washington,
D.C.: U.S. Department of Education, 2001.

This research examines the occupational stability of bachelorGgegree recipients
during the first four years after receiving their degrees. The analyses address the ques-
tion, were graduates who were teaching in 1994 more or less liédy than those in other
occupations to leave the workforce or work in a different occupation in 19977 This
report aptly details the teacher attrition problem.

National Commission on Teaching and America’s Future. No Dream Denied: A
Pledge to America’s Children. Washington, D.C.: National Commission on Teaching
and America’s Future, 2003.

Building on their 1996 report What Maiters Most, NCTAF examines the quality of
AmericaOs teaching profession through the lens of recruiting ad retaining excellent
teachers for every child. To ensure that Ohighly qualifiedO béming teachers meet the
high standards anticipated by the No Child Left Behind Act, the commission makes
recommendations about teacher preparation, the characteristicsof schools to support
teacher learning, and hiring and support practices, including i nduction programs, to
provide benchmarks for overall teacher professional development

Public Education Network. The Voice of the New Teacher. Washington, D.C.: Public
Education Network, 2003.

This report contains research into the perspectives of new tealgers on the quality of
teacher preparation, the first years of teaching, and supportsprovided by districts and
schools during early years in the profession. Conducted in fourcommunitiesN
Chattanooga, Tennessee; New York, New York; Seattle, Washingtasand Washington,
D.C.Nthe research surveyed more than 200 teachers. New teachenmade several rec-
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ommendations regarding new teacher induction, including more su pport in learning
how to teach high-risk students (including special education ard LEP students).

Sanders, William, and June Rivers. Cumulative and Residual Effects of Teachers on
Future Student Academic Achievement. Knoxville: University of Tennessee Value-
Added Research and Assessment, 1996.

The study by statistician William Sanders finds that fifth gracgrs who had been
taught for the previous three years by very effective teachergained fifty percentile
points more on a stateOs assessment than those who had beenghtby ineffective
teachers. Students whose initial achievement levels are compaée have different aca-
demic outcomes as a result of the sequence of teachers to whicthey are assigned.

Serpell, Zewelanji, and Leslie Bozeman. Beginning Teacher Induction: A Report on
Beginning Teacher Effectiveness and Retention. Washington, D.C.: National
Partnership for Excellence and Accountability in Teaching, 1999.

This report discusses the effectiveness of induction programsrad resulting out-
comes for beginning teacher retention, beginning teacher effectiveness, and mentor
participation. The various components of induction programs are provided, with in-
depth discussion of: the role of the mentor; characteristics of effective mentorship and
of successful induction programs; release time; and program evaation and assess-
ment. Included are aspects of induction programs that administrators, mentors, and
inductees identify as essential to a programOs success. Indaatof increased teacher
effectiveness as they resulted from programs in California, Idao, Montana, North
Carolina, Wisconsin, and Toronto are detailed. Statistics showig high retention rates
for inducted teachers are given for Texas, California, Montana,and Wisconsin.

Strong, Michael. A Study of New Teacher Retention: The Effects of Mentoring for
Beginning Teachers. Santa Cruz, CA: University of California, New Teacher Center
Report, 2001.

This study examines sixty-three teachers eight or nine years @& they were enrolled
in an induction support program that provided them with veteran teachers released
full-time as mentors. A control sample of twenty-five teacherérom neighboring dis-
tricts not involved with a full-release mentoring program was &so studied.

Texas Center for Educational Research. The Cost of Teacher Turnover. Austin, TX:
Texas Center for Educational Research, 2000.

This is an analysis of teacher shortage and teacher turnover ithe state of Texas.
The study uses industry model estimates to gauge the cost of aeher turnover, includ-
ing separation costs, hiring costs, and costs for training andsupporting new employees.
Using the most conservative modelN25 percent of the leaving teaherOs salaryNthe
report determines that Texas loses $329 million a year to turnaer. Using other indus-
try model estimates based on Texas teacher turnover rates, thstate loses as much as
$2.1 billion annually.
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Villar, Anthony. “Measuring the Benefits and Costs of Mentor-Based Induction: A
Value-Added Assessment of New Teacher Effectiveness Linked to Student
Achievement.” Paper prepared for the American Educational Research Association
Annual Conference, 2004.

Most analyses of induction benefits and costs focus on the saws from reduced
turnover to justify program investments. By measuring the fullrange of benefit streams
accruing to induction, this study shows that induction returns extend far beyond mere
retention questions. The influence on new teacher practice is by far the most impor-
tant benefit, and potentially extends farther if school leaders and policymakers consid-
er the benefits to children assigned to effective teachers ovethe course of their KB12
careers. Assuming that turnover costs represent 50 percent of aew teacherOs salary,
dollar for dollar; the study shows that an investment in an intensive model of new teacher induc-

tion in one district pays $1.37 for every 31 invested.
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