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Indicator: The LEA/School offers an induction program to support new teachers in their 
first years of teaching. (5157) 
 
Explanation: The evidence review indicates that an effective induction program serves as an 
impactful bridge between pre service teacher training and real time in classroom practice.  A 
supportive induction program meets the distinct learning needs of new teachers while in their 
teaching novitiate.  High performing LEAs and schools provide induction programs, which aim to 
improve the competencies of those new to teaching, advance the personal and professional self-
esteem of new teachers in effort to increase the retention rates of novice teachers.  Quality 
induction programs appear to have the following tenets in common: trained mentors for new 
teachers, routinely structured observations, targeted professional development opportunities, 
formative evaluations structures, actively involved administrators, a supportive school culture, 
reflective thinking about professional practices, research based, and all share a common vision 
for knowledge, teaching, and learning. 
 
Questions: What process will the LEA/school use to establish a quality induction program for 
those new to teaching?  How will the LEA/school aim to increase new teacher competencies?  
How will the LEA/school increase new teacher self-esteem and confidence?  How will the 
LEA/school develop a mentor pipeline for new teachers?  How will the LEA/school support and 
train mentors in that role?  How will the LEA/school develop an induction program that promotes 
active administration involvement?  How will the LEA/school integrate existing evaluation systems 
into the induction program? 
 
Evidence Review:  
 Our definition of quality teacher induction builds on the work of Feiman-Nemser’s (2001a) 
continuum of learning-to-teach, Britton, Paine, Pimm, and Raizen’s (2003) conception of 
comprehensive induction, and Odell and Huling’s (2000) quality mentoring framework. We define 
quality teacher induction as the multi-faceted process of teacher development and novice 
teachers’ continued learning-to-teach through an organized professional development program of 
educative mentor support and formative assessment. A quality induction program enhances 
teacher learning through a multi-faceted, multi-year system of planned and structured activities 
that support novice teachers’ developmentally-appropriate professional development in their first 
through third year of teaching (Alliance for Excellent Education (AEE), 2004; Ingersoll & Smith, 
2004; Stanulis, Burrill, & Ames, 2007). Quality induction provides a bridge between teacher 
preparation and practice that supports the distinct learning needs of new teachers during their 
initial years of teaching. 

Within induction research and conceptual work, three frameworks influence the way an 
induction program is designed. First, induction is often viewed as a transitional phase in teacher 
development between pre-service and in-service professional growth during which novice 
teachers are evolving from students of teaching to teachers of students (Feiman-Nemser et al., 
1999). According to Ingersoll and Smith (2004), one component of a comprehensive induction 
system involves a guidance program for novice teachers during their transition into teaching. 
Induction grounded in the view of induction as a transitional stage of teacher development 
emphasis activities such as setting up classrooms or initiating classroom management routines. 



Second, induction is commonly perceived as a socialization process in which novice teachers 
acclimate to school and district cultures where powerful school cultural norms often persuade 
novices to adapt to the status quo of schooling (Feiman-Nemser, 2001b; Kelchtermans & Ballet 
(2002). Peterson (2005), Quartz & TEP Research Group (2003), and the Urban Teacher 
Collaborative (2000) write about the culture shock novice teachers encounter when first faced 
with classroom realities. Induction focused on socialization emphasizes the development of skills 
that help novices feel like they fi t into the teacher culture. Induction for socialization emphasizes 
orientation and other induction activities that stress novice teachers’ acclimation to the school 
climate (Horn, Sterling, Blair, & Metler-Armijo, 2006). 

Finally, induction is frequently viewed as a coherent, comprehensive system of intensive 
support, professional development, and formative assessment for novice teachers lasting from 
one to three years (Alliance for Excellent Education (AEE), 2004; Bartell, 2005; Olebe, 2001; 
Villani, 2002). Researchers and practitioners who hold this view of induction concentrate on 
helping novice teachers learn subject matter knowledge and pedagogical skills that develop and 
deepen over time. This induction focus is often grounded in teaching, as well as content 
standards. We believe that there are critical elements of all three conceptualizations of induction 
that are necessary to ground quality induction programs and contribute to the richness and 
reflective nature of an effective induction process. 

Induction Program Goals. Although modified by particular local contexts, commonly 
accepted goals of teacher induction have remained relatively consistent over time with different 
emphases in various waves of induction (Alliance for Excellent Education (AEE), 2004; Fox & 
Singletary, 1986; Wood, 2001). As more was learned about teacher development in first to fourth-
wave induction programs, teacher well-being and retention were recognized as insufficient 
purposes for induction. Because fourth-wave programs developed in a time of assessment and 
accountability mandates and increasingly more diverse K-12 student populations, these fourth-
wave programs place more emphasis on: (a) teacher quality, (b) developing a teaching practice 
for diverse learners (Darling-Hammond & Baratz-Snowden, 2005), and (c) increasing student 
achievement through improving teacher performance (Alliance for Excellent Education (AEE), 
2004; Arends & Rigazio-DiGilio, 2000; Fletcher, Strong, & Villar, 2008). To date, goals of quality 
induction are to: 

 Increase novice teachers’ retention, 

 Promote novice teacher personal and professional well-being, 

 Improve teacher competence, 

 Improve students’ academic achievement through improving teacher performance,  

 Satisfy mandated requirements related to induction and certification. 
 

Program Components: Induction Content. Fourth-wave induction studies identify a 
somewhat consistent set of program components. These program components are listed in order 
of prominence in fourth-wave induction programs. Quality induction programs usually encompass 
the first six components, and inclusion of the last three components is less frequent with little 
descriptive or empirical research on these components. Our position is that quality induction 
should include all of the following nine program components (Alliance for Excellent Education 
(AEE), 2004; Bartell, 2005; Olebe, Jackson, & Danielson, 1999; Wood, 2001). They include: 
(1) Educative mentors’ preparation and mentoring of novice teachers, 
(2) Reflective inquiry and teaching practices, 
(3) Systematic and structured observations, 



(4) Developmentally appropriate professional development, 
(5) Formative teacher assessment, 
(6) Administrators’ involvement in induction, 
(7) A school culture supportive of novice teachers, 
(8) Program evaluation and/or research on induction, 
(9) A shared vision of knowledge, teaching, and learning. 

 
          (Wood, A. L., & Stanulis, R. N. (2009, pp. 2–5) 

 
Educative mentoring relies on developing an explicit vision of quality teaching and of teacher 

learning where mentors interact with novice teachers in ways that help them learn in and from 
their practice (Feiman-Nemser, 2001b). Quality educative mentors are prepared to use specific 
mentoring practices (Feiman-Nemser, 2001b) and focus on helping novices learn to teach along 
professional standards of teaching and learning (Odell & Huling, 2000). 

In quality induction programs, mentors enact their practice in specific ways. These include 
interacting regularly with their assigned novice teachers (Arends & Rigazio-DiGilio, 2000); 
conducting formative assessment observations (Alliance for Excellent Education (AEE), 2004; 
Ames, Stanulis, & VanZee, 2006; Moir, 2003; Moir & Stobbe, 1995; Strong & Baron, 2004; Wood, 
1999); reflecting with novice teachers on their strengths and areas of need for further growth 
(Wood, 1999); and coplanning and coteaching to strengthen the novice’s instruction and 
classroom learning environment (Feiman-Nemser et al., 1999; Kershaw, Blank, Benner, & Cagle, 
2006). 
 

Mentor Selection. The selection of teachers as mentors is a critical component of induction 
programs (Arends & Rigazio-Digilio, 2000; Gless, 2004). Since helping adults develop involves a 
distinct skill set from helping K-12 students learn, some mentoring programs seek indicators of 
excellence in multiple areas. For example, the mentor selection process in the Launch into 
Teaching through Comprehensive Induction Program at Michigan State University consists of 
interviews of potential mentors to try to uncover teachers’ skills in articulating their thinking in 
order to help novice teachers think about decisions they are making in their own teaching practice 
(Stanulis, 2006). 

Mentor selection criteria in quality induction programs include: 

 A quality instruction practice of three or more years (Moir & Gless, 2001); 

 A reflective approach to one’s own teaching (Stanulis et al., 2007); 

 Content knowledge and subject-based pedagogy (Moir, 2003); 

 Commitment to ongoing personal and professional growth (Norman & Feiman-Nemser, 
2005); 

 Excellent interpersonal and communication skills (Costa & Garmston, 2002); 

 Experience in teaching adult learners effectively (Arends & Rigazio-DiGilio, 2000); 

 Empathy toward the needs of novice teachers (Gold, 1996); 

 Commitment to the functions and processes of mentoring (Feiman-Nemser, 2001a). 
 

          (Wood, A. L., & Stanulis, R. N. (2009, pp. 5–6) 
 
According to Ingersoll (2012), “Beginners are now the largest group within one of the largest 

occupations in the nation, and these beginners have steadily become more prone to quickly leave 



teaching. All of this suggests a strong increase in the need for support programs. [O]ur data 
indicate that over the past couple of decades, the number of induction programs also has grown 
considerably. The percentage of beginning teachers who report that they participated in some 
kind of induction program in their first year of teaching has steadily increased in recent decades—
from about 50% in 1990 to 91% by 2008. Moreover, these percentages don’t tell the whole story. 
The large increase in the number of first-year teachers...has meant that, numerically, far more 
beginners are receiving support. In 1991, about 61,000 first-year teachers participated in an 
induction or mentoring program; by 2008, this had almost trebled, to about 179,000. As of the 
2010–11 school year, 27 states required some kind of induction program for new teachers 
(Goldrick et al., 2012). 

“However, while most beginning teachers now participate in some kind of formal induction 
program, the kinds of support that schools provide to them vary. The most recent data available—
from the 2007-08 school year—show that the most common induction activity that beginners 
participated in was having regular supportive communication with their principal, other 
administrators, or their department chair (87%). Slightly fewer beginning teachers, about 80%, 
said they received ongoing guidance and feedback from a mentor teacher. Just over half of 
beginning teachers said they had common collaboration and planning time with other teachers in 
the same subject area. Interestingly, almost one-third received extra classroom assistance, such 
as a teacher aide. On the other hand, fewer than 20% of beginning teachers reported receiving a 
reduced teaching load or schedule to ease their transition—a support that is probably more 
common for beginning professors in higher education” (Ingersoll, 2012, pp. 49–50).  

In answering the question, “Does participation in induction slow the high attrition rate of 
beginners?” Ingersoll (2012) found, “After controlling for the background characteristics of 
teachers and schools, we did find a link between beginning teachers’ participation in induction 
programs and their retention. But we also found that the strength of the effect depended on the 
types and number of supports that beginning teachers received. Participation in some types of 
activities in the first year was more effective at reducing turnover than participation in other types. 
The factors with the strongest effect were having a mentor teacher from one’s subject area and 
having common planning or collaboration time with other teachers in one’s subject area” 
(Ingersoll, 2012, p. 50). 
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