


get their feet on the ground? Can frustration 
be quelled by providing help with classroom 
management, classroom strategies, and materials? 
Is anyone assigned to help the novices address 
their initial questions and concerns and debrief 
with them about what worked and what didn’t after 
classes?  And, most importantly, is immediate help 
linked to a comprehensive induction strategy?

Mentoring—No Silver Bullet
Well meaning educators often think first of 
assigning a mentor to the novice teacher. Some 
30 states now require mentoring for new teachers 
(Martin, November/December 2008). In and of 
itself, this is not a bad strategy. However, it is a 
necessary but insufficient response to the need for a 
coherent support system for new teachers. Here’s why.

By definition, a mentor is a single individual 
assigned to help a novice teacher.  Too often the 
singular veteran is left to help the singular novice 
with little to no guidance or clear expectations 
communicated about the nature of that help.  
Breaux and Wong (2003) note that mentoring is not 
the problem.  The problem occurs when mentoring 
is isolated and disconnected from a larger induction 
system. They note, “Studies have shown that 
mentoring does not teach teacher effectiveness; 
rather, it is designed to answer questions of 
survival.” In other words, mentors must serve as 
more than a safety net. A well designed support 
system enables mentors to be a critical link to new 
teacher growth and development.

For mentoring to be effective, student learning, 
rather than survival must be the focus.  Mentors, 
according to Breaux and Wong, are critical, but 
only if they are part of a well designed induction 
process that is directly linked to the district 
mission, vision and direction. The mentor must 
be well trained and serve as the connecting point 
between the new teacher and ongoing professional 
development and support. Trained mentors 
need clear direction, release time, and common 
planning time to confer with novice teachers about 
instructional issues and student learning.  Further, 
there must be coordination and communication 
among mentors themselves to reduce redundancy 
and to ensure continuity of induction (Gordon and 
Maxey, 2000).

Comprehensive Induction That Works
The Southeast Center for Teaching Quality 
(December 2004) defines induction as “an 
extensive framework of support, professional 
development, and standards-based assessments and 
evaluations. Comprehensive induction programs 
vary in their particular design, but essential 
elements include a high quality mentor program, 
ongoing professional development, access to 

an external network of beginning teachers, and 
standards-based evaluations of beginning teachers 
and the program itself (quoted in Wong, March 1, 
2008).  

A well defined induction process moves teachers 
from isolation into “an integrated professional 
culture” (Kardos and Johnson, 2007) which 
features frequent and interactive exchanges among 
administrators and teachers at varying levels 
of experience.  In such a culture, new teachers 
are recognized as novices who deserve extra 
support and encouragement from colleagues.  
Faculty members in professional cultures share 
responsibility for inducting their new colleagues into 
the profession.

Nationwide, there are several promising approaches 
to comprehensive induction worth studying, 
including but not limited to teacher residencies 
in Boston and Chicago; the New Teacher Project 
in Santa Cruz, California; the Career in Teaching 
Program in Rochester, New York; the Lafourche 
Parish Schools of Louisiana Induction Program; 
and, in Georgia, the Forsyth County Schools 
Induction Program.

Designing Comprehensive Induction 
While research has shown that novice teachers 
are less adept at increasing student achievement 
than their more experienced counterparts initially, 
comprehensive, sustained induction processes can 
help new teachers develop the skills they need to 
become accomplished teachers. The Southeast 
Center for Teaching Quality (December 2004) 
asserts, “A growing body of research demonstrates 
that comprehensive induction can cut attrition rates 
by 50 percent.” (quoted in Wong, March 1, 2008).  
Consider these questions in reviewing your district 
or school’s new teacher induction efforts to ensure a 
comprehensive system of support:
•	Are induction efforts aligned with district mission, 	
	 vision and direction?
•	Does induction include multiple, connected 		
	 components including mentoring, professional 		
	 development and support, and formal assessments 	
	 of new teachers during their first two to three years?
•	Does induction include professional development 	
	 that is focused, intensive and sustained?
•	Are mentors trained to support new teacher 		
	 growth and are their efforts coordinated?
•	Is there a structured curriculum that engages 		
	 multiple people and varied activities?
•	Are clear expectations for mentor support 		
	 communicated and monitored?
•	Is adequate time provided for mentors and new 	
	 teachers to engage in collaborative activities?
•	Is the primary focus of induction developing the 	
	 novice’s skills to increase student learning?
•	Does induction support entry into a professional 	
	 culture?

•	Does induction connect administrator, teachers, 	
	 central office staff, parents and other stakeholders 	
	 in learning communities?
•	Does technology provide for external networks of 	
	 beginning teacher support?
•	Is there ongoing assessment of induction efforts 	
	 with an emphasis on continuous improvement?
•	Is there evidence of organizational commitment  
	 to and strong administrative support for the 		
	 comprehensive induction of new teachers?

Promising Developments in Georgia
Every year, the State of Georgia needs 
approximately 15,000 new teachers (MACOC, 
October 2008), yet Georgia loses 1/3 of its new 
teachers during the first five years (GaPSC, August 
2008). According to the Georgia Professional 
Standards Commission (GaPSC, May 2007), “it 
cost the state of Georgia almost $400 million in 
FY05 to replace the teachers lost to attrition, an 
increase of nearly $60 million from FY01.  If the 
state had reduced attrition by 35 percent, the cost 
of replacing teachers would have been reduced by 
more than $136 million.” Georgia can take pride in 
the fact that, “when new teachers who return to the 
classroom are included, Georgia’s retention rate for 
new teachers is 60 percent after eight years (GaPSC, 
August 2008).  The question is—can Georgia really 
afford to lose 40 percent of our new teachers after 
eight years? If promotions are included, the picture 
looks a little brighter—we only lose 1/3 of new 
teachers after eight years.  

Georgia educators and stakeholders are taking 
the challenge of retaining new teachers seriously.  
The BellSouth Quality Learning and Teaching 
Environments (QLTE) project has conducted a 
survey on teacher working conditions for two years.  
District and school leaders responded decisively to 
teacher concerns. “With an impressive 84 percent 
rate, the majority of educators in Bibb County, 
Dougherty County, Floyd County, Hall County, 
Lowndes County, Valdosta City, and Vidalia City 
Schools reported that working conditions had 
improved since the initial survey two years ago, 
and gains were reported across all five categories 
of survey questions—time, facilities and resources, 
teacher empowerment, school leadership, and 
professional learning.” In designing a comprehensive 
support system, leaders must assess and improve 
the working conditions in which new and veteran 
teachers conduct their important work.  Teachers in 
this study say the number one factor in their reason 
to stay is leadership (QLTE, May 17, 2007). QLTE, a 
strategy focus of the Georgia Committee on Quality 
Teaching, supported by Georgia’s Governor Sonny 
Perdue, State School Superintendent Kathy Cox, 
and Chancellor Erroll Davis, will continue as The 
Teacher Quality Project and will be sponsored going 
forward by the Georgia Chamber of Commerce and 
local chambers.

Another recent study by the Metro Atlanta 
Chamber of Commerce (MACOC) cited the 
recruitment and retention of teachers as one of 
the most critical issues facing Georgia schools 
(MACOC, October 2008). A recently released 
report outlines the success of a model for new 
teacher induction in urban high need schools 
co-developed by the NCTAF and Georgia State 
University (GSU).  Funded by the Wachovia 
Foundation, the model has been implemented 
in high needs schools in twelve schools in four 
partner school systems in metro-Atlanta (Atlanta 
Public Schools, DeKalb County Schools, Fulton 
County Schools, and Gwinnett County Schools). 
The model blends an online, peer-reviewed 
bank of teacher resources, opportunities for 
professional development, a supportive Cross 
Career Learning Community with Critical Friend 
Group protocols and a Professional Growth Plan. 
Findings demonstrate this comprehensive approach 
“enhances and promotes the existing work of 
teachers” (NCTAF/GSU Induction Project Final 
Report, August 2008).

Why Does Comprehensive Induction Matter?
The preponderance of research shows that quality 
teachers are the single most important factor in 
improving student achievement. Period. No matter 
how many dollars districts and schools invest 
in programs, the development and retention of 
teachers are still our best bet for improving student 
achievement. Progress is being made, but there is 
more to do. There is no doubt that crafting and 
sustaining a comprehensive system of support for 
new teachers will require an investment of time and 
resources, but the return on investment makes the 
design of coherent new teacher induction a smart 
move. Our new teachers deserve sustained support 
and the opportunity to develop into accomplished 
teachers. Our students deserve no less.
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