Induction Programs That Keep New
Teachers Teaching and Improving

Harry K. Wong

T his article features schools and school districts with successful induction
programs, all easily replicable. Increasingly, research confirms that teacher
and teaching quality are the most powerful predictors of student success. In
short, principals ensure higher student achievement by assuring better teachr
ing. To do this, effective administrators have a new teacher induction pro-
gram available for all newly hired teachers, which then seamlessly becormes
part of the lifelong, sustained professional development program for the dis
trict or school. What kegps a good teacher are structured, sustained, infen-
Sive professional development programs that allow new teachers to observe
others, to be abserved by others, and to be part of networks or study groups
where all teachers share together, grow together, and learn to respect each
otherG work.

The teachershired today are the teachersfor the next generation.

Theirsuccesswill determine the successof an entire generation of stu-
dents Their successcan be ensured by providing them with acomprehen-
sve, coherent professonal development program.

The ultimate purpose of any school isthe successand achievement of its
students Therefore, any effortsthat are made mus improve sudent achieve-
ment. Improving sudent achievement boilsdown to the teacher. What the
teacher knowsand can do in the classroom isthe mogst important factor re-
aulting in sudent achievement. Substantial evidence (Greenwald, Hedges &
Laine, 1996) showsthat teacher qualification istied to sudent achievem ent.
Studiesthat use value-added student achievement data have found that stu-
dent achievement gainsare much more influenced by a sudent@assgned
teacherthan other factorslike classsze and classcom postion (D arling-
Hammond & Youngs 2002). Effective teachersm anage to produce better
achievement regardlessof which curriculum materials pedagogical approach,
orreading program is<lected (Allington, 2003).

H anushek, Kain, and Rivkin (2001) found that the magnitude of the
teacher effect isstriking. Based on research in Texas the importance of hav-
ing an effective teacheringead of an average teacher for4 or5 yearsin a row
could essentially close the gap in math perform ance between sudentsfrom
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low-income and high-income households When he wasat the Univerdty of
Tennesxee, William Sanders(1996) concluded that the children who had the
mog effective teachers3 yearsin arow posted academic achievement gains
that were 54% higher than the gainsof children who had the least effective
teachers3 yearsin arow.

The Idip (NY) Public Schools(Wong, 2003a) implemented a 3-year
induction program for new teachersin 1999. They experienced aconcomi-
tant improvement in student achievement, which they view asresulting from
improved teacher performance. The difference in student achievement is
shown in Figure 1.

Thisarticle isconcerned with teacherinduction;itisnot about mentor-
ing. Amentorisacomponent, albeit an important component, of an induc-
tion program (see Figure 2). Induction isa sysemwide, coherent,
comprehensve training and support processthat continuesfor 2 or 3 years
and then seamlesdy becomespart of the lifelong professonal developm ent
program of the district to keep new teachersteaching and improving toward
increasng their effectiveness

The Difference Between Induction and Mentoring

Thereismuch confuson and misuse of the wordsmentoring and induction.
The two termsare not synonymous yet they are often used incorrectly. In-
duction isaprocessN acomprehensve, coherent, and sustained professonal
development processN that isorganized by a school district to train, support,
and retain newteachersand ssamlesdy progressesthem into alifelong learn-
ing program. Mentoring isan action. It iswhat mentorsdo. Amentorisasn-
gle person, whose basc function isto help anewteacher. Typically, the help
isfor survival, not for sustained professonal learning that leadsto becoming
an effective teacher. Mentoring isnotinduction. Amentorisacomponent of
the induction process(see Figure 3).

Theisuueisnot mentoring; the issue ismentoring alone. Mentorsare an
important component, perhapsthe most important component of an induc-
tion program, but theymust be part of an induction processaligned to the
digrict@vison, misson, and structure. Foramentorto be effective, the men-
tormust be used in combination with the othercomponentsof the in-
duction process In fact,in manyinduction programs many of the mentors
are the trainersof the othercomponents However, foramentor to be effec-
tive, he or she mugt be trained to the misson and goalsof the district. For
instance, Prince George® Countyin Maryland provides40 hoursof training
for each mentor. Forsyth Countyin Georgiaprovides100 hoursof training
fortheirmentors

In Hopewell, Virginia, each new teacher hasaccessto avariety of support
help. Theyeach have apersonal mentorto go to forimmediate, Smple help
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Figure 1. Teacher induction as a factor in student achievement.

199181992 2001£2002

Before Induction After Induction

¥ 40% Regents diploma rate ¥ 70% Regents diploma rate

¥ 80 students enrolled in ¥ 120 students enrolled in
Advanced Placement classes with Advanced Placement classes with
50% achieving 3 or higher 73% achieving 3 or higher

with procedural questions An assgned mentorisespeciallyimportantin
helping to ease anxiety quickly and serve asaconfidante when needed. The
new teachershave accessto four coachesin each school who have been train-
ed and are compensated, each with expertise in classcoom management and
ingructional skills On each campus there are als five lead teachers also
trained and com pensated, with knowledge and skillsin English, m athem at-
ics science, social studies and technology. In addition, the new teachersre-
ceive assstance from gaff developersand administratorsfrom both the
central office and the building stes Most important, there isan administra-
torwho structuresand coordinatesthe entire induction process

With the plethora of alternative certification teachers giving such ateach-
eramentoralone to meet on occason isnot sufficient. Thus the Educational
Career Alternative Program (ECAP) in Fort Worth, Texas which isresponsble
for 1,000 alternative certification teacherseach year, providesintensve training
with acom prehensve array of subjects followed by classcoom support during
the internship year. Supportisprovided by field advisers(e.g., former princi-
pals special education directors superintendents etc.) who observe classes
frequently and can be contacted by e-mail orphone. Principalsapplaud the
program and even comment that they wish their regular teacherscould have
the same training and support, asit hasproven to be agood induction model.

The DallasPublic School@N ew Teacher Initiative isa m ultifaceted pro-
gram with awide assortment of activitiesand people all integrated to help
teachers especially the alternative certification teachers One facet of the
initiative isthe instructional facilitatorswho act asan emergency 911 squad
of 12 well-trained teacherswho will respond in lessthan 72 hourswith a
house call to the teacher who needshelp. The facilitatorswork with the
building adminigtration, department chairperson, and other teachersto
help the teacherin need.

The problem with many school districtsisthat their mentorsare not
part of amentoring program, much lessan induction program. The mentor
issmply aveteran teacher assgned by aprincipal. The North Carolina
Teaching FellowsCommisson (1995) says GBiving ateacher amentor @nly®
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Figure 2. Mentoring, induction, and professional development relationship.
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isaconvenient and unconscioudy foolish way for an administrator to
divorce himslf or herself from the leadership required to bring abegin-
ning teacher up to professonal maturity level.O The Commisson found that
principalsand new teachersrated mentoring the least effective way to help
new teachers One out of four new teachersclaimed that they received
either poor support orno support from theirmentors Smply assgning a
mentor alone doeslittle to remedy the Stuation of new teachershecoming
discouraged and leaving the professon.

Feiman-Nemser (1996) found that after reviewing 20 yearsof claim sabout
mentoring, few sudiesexisted that showed the context, content, and conse-
quencesof mentoring. Serpell and Bozeman (1999) reported on beginning
teacherinduction and gated that the mentoring component isesential to
manyinduction programs butitisnot helpful in and of itself. Schlager, Fusco,
Koch, Crawford, and Phillips(2003) stated that new teacherstheedsare s var-
ied and immediate that the appropriate combination of expertise, experience,
and cultural background isunlikely to resde in one mentor who isavailable
when needed. Lehman (2003) wrote that every district should offer amulti-
year induction program that provides system atic help and support, and this
cannot be done adequately by another teacher with a full-time load who
dropshywhen time permitsor when aproblem arises

Britton, Paine, Raizen, and Pimm (2003) reported that currently, in more
than 30 states the universal practice ssem srem arkably narrow. Mentoring pre-
dominatesand often there islittle more to assst beginning teachers In many
shools one-on-one mentoring isthe dominant or s0le srategy for
supporting new teachers often lacking real sructure and relying on the will-
ingnessof the veteran and new teacher to seek each other out. Britton et al.
further reported that many mentorsare assgned to respond to anew teacher®
day-to-day crisssand provide survival teaching tips Mentorsare smply a safety
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Figure 3. Difference between mentoring and induction.

Mentoring Comprehensive Induction
Focuses on survival and support Promotes career learning and professional
development

Relies on a single mentor or shares amen-  Provides multiple support people

tor with other teachers and administratorsN district and state
assistance
Treats mentoring as an isolated phase Treats induction as part of a lifelong

professional development design

Limited resources spent Investment in an extensive, comprehensive,
and sustained induction program

Reacts to whatever arises Acculturates a vision and aligns content
to academic standards

net for the newteachers Mentoring, in and of itself, hasno purpose, goal, or
agendafor gudent achievement. Thus mentoring alone failsto provide evi-
dence of the connection between well-executed professonal learning communi-
tiesand sudent learning.

Journal articlestypicallydo not mention the role of the principal, which is
one keyto whymentoring program srarely succeed. The role of the principal
isreduced to that of someone who assgnsveteran teachersto new teachers
and then never overseesthe processto see if the newteacherissuccessful and
the resultant ssudentsare achieving. Saphier, Freedman, and Aschheim (2001)
wrote, Gor too many teachers the mentoring pairing processresultsin a
@lind date.OThe teachersdo not know each other and neither partner has
inputinto the pairingO(p. 36).

Despite the research indicating that mentoring alone hasnot been vali-
dated, statessuch asNew York, Wisonsin, lowa, and Illinois have m andated
that by the 2003E2004 school year, all new teachersmust have amentor, noth-
ing else, and statessuch asNew Jersey gtill continue to mandate such an out-
dated methodology.

Susan Kardossated, Qve surveyed 110 new teachersin N ew Jersey. While
97% said theyhad amentor, only 17% of the new teacherssaid that theirmen-
torsever actually watched them teach in the classcoom O(Drummond, 2002,
Professon sction, | 3). Kardos(2003), with her colleague, Edward Liu (2003),
expanded the survey to 486 teachersin four statesN California, Florida,
Massachusetts and MichiganN and learned that 56% of new teachersreport
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that no extra assstance isavailable to them asnew teachersand 43% of new
teachersgo through their entire first year of teaching without being observed by
amentororamore experienced teacher.

In contrast to mentoring alone, Britton et al. (2003) reported on the
induction program sof Switzerland, Japan, France, Shanghai (China), and New
Zealand in a4-year sudy. Theyfound that, although the approach to the
induction of new teachersin the five countriesisdiverse and disparate, they do
have three major Smilaritiesthat can provide staff developersresponshble for
induction program swith useful ideasfrom around the world:

1. Comprehendve. Their respective induction approachesare highly
structured, comprehensve, rigorous and serioudymonitored. There
are well-defined rolesof theirleadership personnel: staff developers
adminigrators instructors mentors or form ateurs(someone who
helpsto form ateacherin the French system).

2. Professonal learning. The induction program sof the five countrieseach
focuson professonal learning, and delivering growth and professonalism
to theirteachers They achieve thiswith an organized, susained profes
sonal development sysem usng avariety of methods Thes countriesall
condgdertheirinduction program to be one phase or part of a total life-
long professonal learning process with manycomponentsin the induc-
tion and greater professonal learning process

3. Collaboration. Collaboration isthe fortZ of each of the five induction pro-
gram s Collaborative group work isundersood, fostered, and accepted as
apart of the teaching culture in the five countriessurveyed. There are
shared experiences shared practices shared tools and a shared language
among all colleagues And itisthe function of the induction phase to
engenderthissense of group identity and treat new teachersascolleagues
and cohorts

In contragt, in U.S shoolsisolation isthe common thread and com plaint
among new teachers Q never sat in anyone else@classroom even once,Olam ented
fird-year teacher Gail A. Saborio of Wakefield, Rnode ISand. Mine isthe only
teaching style | know. | felt that som etimes| wasreinventing the wheelQ(D ePaul,
2000, p.2). Educatorsmus go beyond mentoring to comprehendve induction
programs if theyhope to redesgn professonal development (Wong, 2001).

Induction: The Beginning Phase of Professional Development

Current estim atesshow that over 50% of new teacherswill leave in their first
5 yearsof teaching (H are & Heap, 2001). The main problem isan exodusof
new teachersfrom the professon, with more than 30% leaving within 5 years
and, in low-income schools asmuch as50% or higher than affluent schools
(Darling-Hammond & Sykes 2003). Christina Asquith lasted 1 year asa new
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teacherin Philadelphia (Wong & Asquith, 2002). She wrote, O received one
dayof orientation, during which I mostlyfilled out forms No one officially
welcomed me orthe other three new teachersto my school. In fact, the vet-
eran teachersreceived uswith skepticism, at best. Apparently, | wasassgned a
mentor, but she wasbusy with her own classroom O(p. 22). Although stories
like these are legion, in contrast, Wong (2002a) reported that, from 1999 to
2002, the Leyden High School Didrict in Franklin Park, Illinois, hired 90
teachersand lost only 4, an attrition rate of 4.4%.

H ere are attrition ratesfrom some didtrictsthat had induction programs
in the school year 2001£2002:

¥ Lafourche Parish Schoolsin Louisanalog 1 teacherout of 46 hired

¥ 1dip Public Schoolsin New York lost 3 teachersout of 68 hired
¥Leyden High Shool Didrictin Illinoislog 4 teachersout of 90 hired

¥ Geneva Community Schoolsin New York lost 5 teachersout of 67 hired

¥ Newport-Mesa School Digrict in Californialost 5 teachersout of
148 hired.

The Lafourche Parish Public Schoolsin Thibodaux, Louisana, lost 1
teacherout of the 46 newteachershired forthe 2001£002 school year. Even
more rem arkable, of the 279 teachersthe district hashired in the past 4
years, only 11 have left teaching. Those are attrition ratesof 2.2% and 3.9%,
respectively. More importantly, more than 99% of the new teacherswho have
participated in the Lafourche induction program have successfully completed
the perform ance-hased Louisana Teacher Assstance and Assessnent Pro-
gram. The Lafourche induction program isso successful that Louisana has
adopted it asthe statewide model for all school districts (Inform ation regard-
ing the Louisanamodel can be found at www.doe.state.laus/DOE/OQE/
certification/LaFirst_rl.pdf.)

What these districtswith low attrition rateshave in common are compre-
hensve, coherent, and sustained induction programs which isthe typical and
ubiquitousprocessused by all profit and nonprofit organizations large and
small busnesses and even sportsteams professonal or Little League. They
train and continue to train (Breaux & Wong, 2003) theiremployeesor team
membersaccording to a structured training program thatispart of the induc-
tion into the organization®infrastructure, vison, and culture. Teachers are
no different. They want training, they want to fitin, and they want their stu-
dentsto achieve. Forthe most part, education hasfailed to recognize what
otherindustrieshave known almost from the start: form alized sustained
training m atters Without carefully thought out professonal development
programs school districtswill not have effective teacherswho can produce
sudent achievement results A study of seven urban didtricts (Cross & Rigden,
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2002) reported that the only reform effort that clearly resulted in student
achievement gainshad clearinstructional expectations, supported by exten-
sive professonal development, over aperiod of several years

Elements of Successful Induction Programs

Induction isacomprehensve, multiyear processdesgned to train and
acculturate new teachersin the academic standardsand vison of the dis
trict. No two induction program sare exactly alike; each catersto the individ-
ual culture and specific needsofitsunique sshool or district. H owever,
there are several common componentsthat underlie the most successful
induction program s(see Figure 4):

¥ Begin with an initial 4 or 5 daysofinduction before school sarts

¥Offeracontinuum of professonal development through system atic
training over aperiod of 2 or 3 years

¥ Provide study groupsin which new teacherscan network and build
support, commitment, and leadership in alearning community

¥Incorporate astrong sense of administrative support
¥Integrate amentoring componentinto the induction process

¥ Present a structure formodeling effective teaching during inservices
and mentoring

¥ Provide opportunitiesforinducteesto vist demonstration classroom s

Fullan (2001) stated that sustained successisnever just one special
event, meeting, or activity; rather, itisajourney of recursve decisonsand
actions Britton et al. (2003) reported that many countriesoutsde of the
United Statesalready see mentoring asjust one piece of the teacherinduc-
tion puzzle. Teachersreceive abroad range of support servicesasgroupsof
teachersmeet weekly with smilar groupsfrom other schools expanding
theirguidance beyond what can be provided byonly asngle mentor within
their own school.

To produce effective teachers there must be aprofessonal develop-
ment program thatimprovesprofessonal skillsfor educatorsat every point
in their careers Kardos(2003), in her aforementioned survey of 486 teach-
ers concluded that few sshoolsacknowledge that learning the art and craft
of teaching happensovertime. Learning to teach isadevelopmental pro-
cessthat takes several years What isimportant in the life of anew teacheris
the presence of adistrict articulated, coherent, lifelong professonal devel-
opment program.

In Tucson, Arizona, the Flowing Wells SchoolsQprofessonal development
departmentisorganized underthe banner of the Ingtitute for Teacher Re-
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Figure 4. Some components of induction programs
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newal and Growth, of which the new teacherinduction program isthe first
phase. The induction program of 5 to 8 yearsisfollowed by lifelong, in-house
course offeringsthat are desgned for veteran teacher renewal and growth.
Thisprogram can explain why Flowing Wellshasproduced 12 finaligsfor
teachersof-the-year for the state of Arizona, more than any other shool dis
trict. Such resultsare arguably the result of an organized, sustained profes
gonal development program. Theirinduction program isso well-known and
replicated that they hold an annual workshop to explain their Structure to
otherinterested parties(Breaux & Wong, 2003).

After attending one of these workshops a staff developer shared the
following:

Words will not adequately describe how impressed | am with
Flowing Wells. What am azesme isthat no m atter who you speak
with, from the superintendent to the principals teachers, stu-
dents even the food service workers everyone truly sharesand
vocalizesthe same vison and misson. The induction program is
an incredibly designed, implemented, and focused plan of staff
development. The support fornewteachers(and all teachers) in
Flowing Wellsisso evident, and so powerful. When you speak of
ashool digrict asa family, Howing Wellstruly exem plifiesthat.

Whereasthe Fowing Wellsinduction program isorchegrated by a school
digrict, the state of Connecticut hasa rather im pressve satewide process
Youngs(2003), while researching Connecticut@induction program, found that
newteachersmusg complete a 3-yearinduction processhefore they are fully
certified. The processiscalled the Connecticut Beginning Educator Support
and Training (BEST) Program for new teachers It wassarted around 1985,
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championed by the effortsof Mark Shedd and Gerald Tirozz, respective and
succeeding commissonersof education.

At the dte level, BEST requiresthat districtsprovide each new teacher a
mentor or ateam of mentorsfor at lead the firs year of the program. In their
scond year, new teachersin mog content areasmust complete acontent-
specific portfolio, designed to assesstheir pedagogical knowledge and skill.
Thes entriesinclude adescription of their teaching context, a set of lesson
plans two videotapesofinsruction during the unit, samplesof sudent work,
and teacher commentarieson their planning, ingruction, and assessment of
gudent progress Teamsof teachershired and trained by the Connecticut De-
partment of Education review the portfoliosand videos Teacherswho do not
receive apasing sore, after a second attempt, are denied alicense, and may
no longerteach in the state@public schools

Thus school districtsin Connecticut are required to develop acompre-
hensve, sustained induction program to ensure that all elementsfor prepar-
ing their new teachersare aligned to an effective education system that
preparesstudents teachers and schoolsto succeed. Thisconfirmsthe re-
search of Hiebert, Gallimore, and Stigler (2002) that consistently supports
the need for syssem atic induction of new teachersand the ongoing profes
sonal development of all teachers

Teachers Learn Best From Collaboration

To keep good teachers educatorsneed to realize that people crave connec-
tion (Wong, 2003a). New teacherswant more than a job. They want to expe-
rience success They want to contribute to agroup. They want to m ake a
difference. The best induction programsprovide connection because they
are dructured within learning communitieswhere new and veteran teachers
interact and treat each other with respect and are valued for their respective
contributions Teachersremain in teaching when theybelong to professonal
learning comm unitiesthat have, at their heart, high-quality interpersonal
relationshipsfounded on trust and respect. Thus collegial interchange, not
isolation, must become the norm for teachers

Johnson and Birkeland (2003), reporting on their study of 50 teachers
in Massachusetts concluded, G ur work suggeststhat schoolswould do bet-
ter to relylesson one-to-one mentoring and, instead, develop schoolwide
structuresthat promote the frequent exchange of inform ation and ideas
among novice and veteran teachersO(p. 608).

Garet, Porter, Desnoine, Birman, and Kwang (2001), from a study with
1,027 public school math and science teachersin kindergarten through
grade 12, reported that teacherslearn more: in teacher networksand study
groupsthan with mentoring;in professonal development program sthat are
longer, sustained, and intensve than shorterones; when there iscollective
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participation; and when they perceive teacher learning and development as
part of the coherent professonal development program. Thus successful
induction programs:

¥ H ave networksthat create learning communities
¥ Treat every colleague asa potential valuable contributor
¥Turn ownership of learning over to the learnersin sudy groups

¥ Create learning communitieswhere everyone, new teachersaswell as
veteran teachers gainsknowledge

¥Demondgrate that quality teaching becomesnot just an individual

responshility, but agroup responsbility aswell.

In the aforementioned Idip Public Schools the induction program fea-
turescollaborative sudy group activities During their comprehensve, 3-year
induction program, new teachersproceed through their tenure-track pro-
gram in which team-building activitiesare included to promote a ns of
coheson and belonging asthey build relationshipsin support groups
Collegial circlesmeet informallyin between formal monthly meetings John
Chrigtie, a social sudiesteacher, noted, OAt Idip, the induction program
allowed me to share new teacher concerns realize | wasn®@alone, and dis
cover olutionsin acollegial environment.O Lorraine Knoblanch, anew
teacher, stated, O he best part of thisyear washow our relationshipswith the
otherteachersdeveloped. We really have developed into a family. We share
concernsand triumphsand meet after shool on manyoccasons The con-
nectionsare invaluable.O

The Port Huron area schoolsin Michigan (Wong, 2002c) began anew
teacherinduction program in 1991. The program isacooperative effort
between the school@taff development department and the teachersQunion.
William Kimball, who wasresponsble forinitiating the program and who
became the district superintendent in 1998, rem arked, Q\fter 7 years there
were more induction-bred teachersthan veteran teachersin our sysem, and
you can see it today by the change in our culture.O Cathy Lozen, director of
the induction program, commented that at the end of one of the 4-day, pre-
shool year workshops she returned to her office to find flowersfrom all the
participantsand acard thanking those responshle for the workshop. The
card read, ONMe now feel like welcomed membersof the Port Huron family.O
Lozen added, ONVe had become acohesve and caring group in 4 days We all
bonded and our digtrict istruly better for it. What a feeling!O

Because of the successof districtssuch asthese in producing effective
teachers educatorsknow the following:

¥The eraof isnlated teaching isover. Good teaching thrivesin acollab-
orative learning environment created by teachersand school leaders
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working together to improve learning in strong professonal learning
communities

¥ Teachersthrive when they feel connected to their schoolsand col-
leagues Thisisonly possble when there isa strong professonal learn-
ing community.

¥ Teacherswant and need to belong. If theydo not belong in apostive
way, they will belong in a negative way.

¥ Effective schoolshave a high-performance culture, with atradem ark of
collaborative responshility for the learning of all sudents.

¥ Teachersremain with adistrict when they feel supported by administra-
tors have strong bondswith their colleagues and are collectively com -
mitted to pursuing acommon vison for sudent learning in a
performance-oriented culture asthey build capacity and community.

What keepsgood teachersteaching isstructured, sustained, intensve
professonal development program sthat allow new teachersto observe oth-
ers to be observed by others and to be part of networksor sudy groups
where all teachersshare together, grow together, and learn to respect each
other@work. Fullan (2003) stated that what isneeded isa Qlistributed lead-
ership,Owhich requirespeople to operate in networksof shared and comple-
mentary expertise rather than in hierarchies

Teachersexpressmore satisfaction in schoolswhen schoolsgive them
more time to work and learn together, and when teaching team scan work
with groupsof students Palombo (2003) reported how the Ipswich (MA)
Public Schoolsdesigned aprofessonal development model where they pub-
lish theirmodel lessonsand curriculum m aterialsresulting from collaborative
action research and workshops These documented lessonshelp solidify
teachersSknowledge, dem onstrate what they learned, and allow that learning
to be shared with other teachersin auseful and efficient way. Professonal
development iseffective when it focuseson student learning, promotescol-
laboration, and ensuressugainability.

The Annenberg Challenge Foundation (Rothman, 2002/2003) reported
on high schoolsthat are reforming teacher learning by bringing teachers
togetherto focuson improving instruction. Teacherswork together, creating
collaborative team sthat analyze and critique each other@work. They stuate
collegial teacher learning at the school asaroutine part of the workday and
m ake public the work of teaching, sharing with the larger community what
hasbeen learned. Collaboration supportssustainability where teachersfeel
they are working together to benefit sudentsand the district at large with a
collegial mindset and in acollaborative culture.
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How Principals Can Implement an Induction Program

Acomprehensve professonal development program isrequired to prepare
effective teachers Elmore (2002) wrote, (5choolsthat seem to do best are
those that have aclearideaof what kind of instructional practice they want to
produce, and then design a structure to go with itO(Introduction, | 1). The
task isto engage in practice around the notion of GU STAINED and continu-
ousprogresstoward a perform ance goal over timeQ(Introduction, ! 5).

In their examination of and reporting about more than 30 new teacher
induction program s, Breaux and Wong (2003) discovered the inevitable pres
ence of aleader. Theydo not usurp theirleadership role by smplygiving
each newteacheramentor without rigorousmonitoring. Outstanding
administrator leadershave adeep understanding of the teachersand su-
dentstheylead. They work with afirm conviction that all teachershave the
potential to becom e effective teachers They are eagerto collaborate with
their teachersand even teach them. They are active learnersthem selves cul-
tivating their own professonal growth throughout their careers Finally, they
are role models ingtilling apasson forlearning in their teachers

What new teachersneed issustained, school-based professonal develop-
ment guided by expert colleagues Principalsand teacher leadershave the
largest rolesto playin fostering such experiences(Johnson & Kardos 2002):

¥ Adminidgrators staff developers, and teacher leadersmust have the
knowledge and skillsto direct an induction processthat createsand
supportsaresultsdriven, team -focused, professonal learning and col-
laborative culture that ispart of every teacher@work day.

¥0nlywith a structured, sustained, multiyearinduction program will a
professonal culture be created in which teachersthrive and grow
throughout their careers acritical elementin reducing the exceed-
ingly high rate of teacher attrition, resulting in quality teaching in all
classroom s

Charlotte Neill, assstant superintendent of personnel and director of
the Carlsbad, New Mexico, New Teacher Induction Program, noted,

We teach our teachershow to teach the required benchm arks
and standards manage the classrcoom environment, set appro-
priate procedures and maximize instructional time. We are a very
cohesve disrict and we want new staff to feel wanted, valued, and
respected by the way we support them through the induction
process We want them to be com fortable to take the risksof try-
ing newthingsand learning from their peersand their coaches

In the 2001E2002 school year, Carlshad hired 30 newteachersand lost
only 1. The teachersare not onlylearning in the induction program, they
are staying in Carlshad.
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Kathryn Robbins superintendent of the Leyden High SchoolsDidrict
212, Franklin Park, IL, who directsthe district@induction program, says,
@urinduction program hasproved to be one of our best investments
Every district should absolutely be doing it.OAll the teachersattend Leyden
Universty, an in-house, lifelong learning community. Thisprogram capital-
izeson the fact that successful teachersstay in districtswhere administrators
are visble, academic leaders

Threetime winner of the National School of Excellence award, the
Homewood-Flossmoor High School District, Flossmoor, IL, callstheir sus
tained professonal development plan Homewood-Flossmoor U niversity,
theireuphemism for all the componentsthat make up alifelong, collabora-
tive learning academy. Usng the North Central Regional Educational Lab-
oratory@professonal development plan, Professonal Development: Learning
From the Best (H assel, 1999), administratorsdetermine their professonal
development needswith the following formula:

What are our sstudent B What are our actual = What are our

perform ances? learning gaps? student educational
goals?

What staff skillsare B What are our actual = Ourprofessonal

needed to close staff skills? development needs

sudent gaps?

The Homewood-Flossmoor High School District usesthismodel to for-
mulate aclear plan of what kind of instructional practice they want to pro-
mote, from which they desgn a structure with a clear plan forimprovem ent
(Martin, 2003). They determine which leadership and instructional skills are
needed to improve and then engage in sustained and continuousprogress
toward a performance goal overtime. The Homewood-Flossmoor New
Teacher Induction Program immediately transmitsand acculturatesthe
newly hired teachersinto the educational goals misson, and beliefsof the
district (Wong, 2003c). The Homewood-Flossmoor new teacher retention
rate hasimproved dram atically with the advent of an induction program.
Theyhave improved from alossof 64% of those hired in 1999 (many went
to teach in other districts) to a zero net lossof those hired in 2002.

Thus to acculturate new teachersinto a school, the school or district
needsto ask:

¥|sthere aclear plan thatincludesaprofessonal development needs
assessment process?

¥|sthere aclear plan thatincludesprofessonal development goalsand
the long-term plansofthe shool and district?
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¥ Isthere aclear plan that includesprofessonal development to build
teacher skillsthat will result in student achievement?

¥Doesthe professonal development program build on the induction

program ?

Effective districtsconnect their teachersQprofessonal development to dis
trict goalsand student needs These goalsand needsare formulated from col-
lected data, and implemented to engage in practice that resultsin sustained
and continuousprogressfor both teachersand sudents These didrictshave a
coherent and organized st of drategiesand have avison that guidesinsgruc-
tional improvement. It isbadc: sudentslearn what they are taught; s, su-
dentswill learn more if they are taught well. Thus how well teachers are
prepared to be effective in the classcoom determinessudent achievem ent.

Belonging, abasic human need, trandatesinto keeping skilled teachers
when sustained, structured, intensive training program sare in place that
prepare new teachersand renew veteran teachersfor the rigor of the class
room. Induction programsprovide that connection because they are struc-
tured around alearning community where new and veteran teachers are
treated with respect and their contributionsare valued.

Successful teachers especiallyin hard-to-staff schools mug have strong
leaders Good teachersdo not choose to remain at schoolswhere principals
perform poorly. Effective leadership meansinvolving teachersin keyinsruc-
tional decisonsand providing opportunitiesfor teachersto learn from each
other. Good teachersknow that theymusgt have colleagueswho have smilar
gandardsand expectations Accomplished teachersare more likely to choose
to work in schoolswhen there will be a @ritical m assOof like-minded col-
leagueswho share theircommitment to sudent achievement and where the
principal isthe key to establishing thiscommitment to teacherimprovement
and gudent achievement. The bottom line isgood teachersm ake the differ-
ence. Trained teachersare effective teachers Didrictsthat provide structured,
sugtained training for their teachersachieve what every school district seeksto
achieveN im proving student learning. €
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