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Preface

Education Policy Series

The International Academy of Education and the International
Institute for Educational Planning are jointly publishing
the Education Policy Series. The purpose of the series is to
summarize what is known, based on research, about selected
policy issues in the field of education.

The series was designed for rapid consultation “on the run” by
busy senior decision makers in Ministries of Education. These
people rarely have time to read lengthy research reports, to
attend conferences and seminars, or to become engaged in
extended scholarly debates with educational policy research
specialists.

The booklets have been (a) focused on policy topics that the
Academy considers to be of high priority across many Ministries
of Education — in both developed and developing countries,
(b) structured for clarity — containing an introductory overview,
a research-based discussion of around ten key issues considered
to be critical to the topic of the booklet, and references that
provide supporting evidence and further reading related to the
discussion of issues, (c) restricted in length — requiring around
30-45 minutes of reading time; and (d) sized to fit easily into
a jacket pocket — providing opportunities for readily accessible
consultation inside or outside the office.

The authors of the series were selected by the International
Academy of Education because of their expertise concerning
the booklet topics, and also because of their recognised ability
to communicate complex research findings in a manner that can
be readily understood and used for policy purposes.

The booklets will appear first in English, and shortly afterwards
in French and Spanish. Plans are being made for translations
into other languages.

Four booklets will be published each year and made freely
available for download from the websites of the International
Institute for Educational Planning and the International
Academy of Education. A limited printed edition will also be
prepared shortly after electronic publication.
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This booklet

The purpose of this monograph is to identify issues that
summarize research findings and best practices related
to the preparation, recruitment, and retention of quality
teachers. It was designed to help policymakers make
decisions about how best to prepare teachers, recruit
outstanding candidates to teaching, and retain them in
the teaching profession.

The phrase “quality teachers” has been used in this booklet
in place of the more traditional “qualified teachers”.
Whereas qualified teachers meet various licensure and
certification requirements, quality teachers are those who
positively influence student learning.

Research in the late 1990s and early 2000s has lent
support to the long-held belief that good teachers make a
great difference to their students’ academic achievement.
When students have as few as two inferior teachers in
a row, they almost never catch up academically with
their peers. Thus, recruiting academically successful
university students into teaching, preparing them well
for the challenges of teaching, and retaining them in the
profession have all become key goals in helping students
achieve high academic standards. Attention has turned
from concern over having a sufficient number of teachers
to a concern about having a sufficient number of quality
teachers.

Unlike some of the other monographs in this series
where a strong research base exists, research into the
preparation, recruitment, and retention of teachers is
more limited and sometimes contradictory. In those cases
where the research is particularly limited or contradictory,
promising practices have been described. In addition, the
policy implications of each principle have been discussed.
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Connecting preparation,
recruitment, and retention

The preparation, recruitment, and
retention of teachers are interrelated,

but typically there is no policy framework
that links them together in a coherent
fashion and that is connected to national
and state educational goals and standards.

International context

The preparation, recruitment, and retention of teachers
can be viewed as a pipeline that springs leaks over time. In
many developing countries, the number of new teachers
cannot keep up with population growth. In Western
countries, where sufficient numbers of teachers are
prepared, many newly prepared teachers either choose
not to teach at all or leave teaching within a few years.
In the United States, for example, only 60 percent of
students that are prepared for teaching actually choose
to go into teaching after graduation. Similarly, 40 percent
of teachers in the United Kingdom leave the profession
within the first three years. However, teacher retention
does not seem to be a problem in other countries (for
example, Germany, France, Hong Kong, and Portugal).

Research findings

Until the early 2000s in the United States, policy efforts
directed toward meeting the need for teachers have
focused primarily on supply issues, such as instituting and
encouraging alternative licensure routes into teaching,
establishing scholarships and loans for prospective
teachers, and increasing salaries to make teaching more
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attractive. Much less effort has been directed toward
improving working conditions in schools, one of the
primary causes of teacher attrition. What seems to be
lacking is a framework for policy that creates a “coherent
infrastructure of recruitment, preparation, and support
programmes that connect all aspects of the teacher’s
career continuum into a teacher development system that
is linked to national and local educational goals” (Darling-
Hammond, Berry, Haselkorn, and Fideler, 1999)

Congruence and commonality of effort are difficult to
achieve in a decentralized system of education. Without a
set of common understandings, these education systems
will implement teaching policies on an ad hoc basis,
with gaps, conflicts, and inefficiencies being inevitable
outcomes. Countries with a national system of education
find it easier to develop a coherent framework of policies
that reinforce and support one another because education
policy is under the control of the central government.

Policy implications

Although the challenges of implementing a policy
framework that links teacher preparation, teacher
recruitment, and teacher retention are great, they must
be met. Some of the more important of these challenges
have been listed below:

* Align teacher preparation with the needs of diverse
learners, content standards, and contemporary
classrooms.

e Simplify and streamline hiring processes so teachers
are not discouraged from teaching, particularly in
“hard-to-staff” schools.

* Ensure that all new teachers participate in quality
induction and mentoring programmes.

* Address working conditions so that schools become
learning communities for both educators and
students.
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* Reinvent professional development for teachers so
that it supports sustained growth and is organized
around standards for accomplished teaching.

* Ensure better pay for teachers who demonstrate
knowledge and skills that contribute to improved
student achievement.

* Design incentives for increasing the diversity of the
teaching force and for teaching in critical shortage
areas.

To create and maintain an effective policy framework
aimed at teacher quality, governments must develop and
use a system for collecting data to inform policymakers of
the results of various policy initiatives. Policy coherence
is difficult enough when policymakers are dispersed
among separate jurisdictions. However, without effective
data gathering and analysis, policy coherence is virtually
impossible. Many of the issues touched upon in this
principle have been elaborated in the five principles that
follow.

Sources

Cobb (1999); Darling-Hammond, Berry, Haselkorn,
& Fideler (1999); Hirsch, Koppich, & Knapp (2001);
National Commission on Teaching and America’s Future
(1996); Stoel & Thant (2002); Villegas-Reimers & Reimers
(2000).
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Teacher supply and demand

The teacher supply and demand balance
is affected by policy considerations, local
labour market conditions, institutional
practices, and societal attitudes toward
teaching.

International context

In some countries (for example, the United Kingdom,
Australia, France, and Germany) there are shortages of
teachers in general or in specific fields. In these countries,
governments are proposing special recruitment
incentives, such as extra pay for hard-to-staff subjects
and schools (Stoel and Thant, 2002). In other countries
(for example, Japan, the Czech Republic, Portugal, and
Hong Kong SAR) the supply of teachers is adequate.
Teaching is still an attractive career in these countries
and draws enough teachers to replace those leaving the
system. As stated earlier, each state in the United States
bears responsibility for licensing its own teachers and
managing the balance between supply and demand, with
the result that a variety of different policies exists. Some
states have produced more teachers than there are jobs
available, while shortages of highly qualified teachers
exist in other states.

Research findings

Keeping the supply and demand of quality teachers
balanced requires a consideration of several factors.
There are three major components of teacher demand:
pupil enrolment, pupil-teacher ratios, and turnover. With

H Education Policy Series| 5




respect to pupil-teacher ratio, for example, these ratios
have slowly declined over the years in several Western
countries, particularly in primary grades. In contrast, the
ratio of primary pupils to teachers is three times higher
in the least developed countries than in developed ones.
As important as enrollment and pupil-teacher ratios are,
however, the demand for teachers in any given year is
affected most by teacher turnover (see Issue 5).

The supply of teachers also depends on several factors,
including the number of students graduating from
teacher preparation programmes, the proportion of these
students who choose to enter teaching, the number of
teachers licensed through alternative programmes, and
the number of returnees from the reserve pool of teachers,
including retired teachers. Other factors influencing the
supply of teachers include salaries and benefits, working
conditions, difficulty of licensure standards, presence
or absence of incentives to attract teachers, and public
perception of teaching as a profession.

In Western countries, the supply of teachers is less an issue
of numbers than one of teaching field and distribution.
For example, the United States generally produces enough
teachers to meet needs each year. However, there is an
inadequate supply of teachers in the fields of mathematics,
science, special education, and bilingual education. In
addition, there are not enough quality teachers willing
to teach in schools enrolling large numbers of at-risk
students.

In some developing countries, on the other hand, just
having enough teachers is a major problem. In an attempt
to increase access to schooling, the growth in the number
of school-aged children has outpaced the growth in the
number of teachers in most of these countries.

In many Western countries, there is a shortage of minority
teachers. Although an increasing number of students are
members of minority groups, teaching staff tend to come
from the majority group. This disparity in the cultural
backgrounds of teachers and those of the children they
teach often results in low teacher expectations and the
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use of inappropriate teaching strategies. Recruiting
quality minority teachers, therefore, is very important.

When faced with difficulties in finding sufficient numbers
of quality teachers, school administrators traditionally
do one of three things. They either hire less-qualified
teachers, assign teachers trained in one area to teach in
the shortage area, or make extensive use of substitute
teachers. As a consequence, many students, particularly
at-risk students, are being taught by teachers who lack the
knowledge and skills necessary to produce desired student
learning. The effects of teacher quality are long lasting
and cumulative, especially for these at-risk students
(Haycock, 1998).

Various strategies are used to deal with the problem caused
by the gap between the supply of high quality teachers and
the demand for them. They include strengthening teacher
preparation programmes by emphasizing standards
and accountability, creating alternative pathways into
teaching, attracting mid-career professionals, luring
retired teachers back into the classroom, establishing
scholarships and forgivable loans for prospective teachers
in high need areas, raising teacher salaries and benefits,
and creating signing bonuses, housing assistance, and
other incentives to attract teachers.

In terms of hard-to-staff schools, additional strategies are
being implemented. These include bonuses for teachers of
mathematics, special education, and other shortage fields,
bonuses for teachers who teach in high-poverty schools,
financial support for graduate study, and partnerships
between local education areas and colleges to help such
areas “grow their own” teachers.

Unfortunately, evidence of the effectiveness of these
various efforts is scant. Specifically, there is little
systematic research on the effects of different kinds of
alternative licensure programmes on teachers, teaching,
or student learning. What research there is suggests that
successful alternative licensure programmes possess
many of the same characteristics as successful traditional
teacher education programmes. In addition, however,
alternative licensure programmes do attract a more
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diverse pool of potential teachers, in terms of ethnicity
and age, than do traditional programmes.

Policy implications

Governments should continue to experiment with various
strategies for attracting high calibre teachers, especially
since the research base is not strong enough to rule out
particular approaches. Increasing teacher salaries is not
likely to attract people into teaching who don’t have the
“calling.” However, adequate salaries to support a family
and to save money for children’s education are likely to
keep teachers who do heed the calling.

All new teachers, whether graduates of traditional or
alternative programmes, should be held to high academic
and performance standards. It makes no sense to
strengthen the requirements for college-based teacher
education programmes, while at the same time ignoring
standards for those coming through alternative licensure
programmes.

Based on the review of teacher recruitment initiatives, the
following practices are effective and should be considered
by policymakers.

® Collect and analyze data on the supply and demand
of teachers at national, state, and local levels to direct
recruitment efforts.

* Cast a “wide net” in recruiting, including targeting
secondary school students, paraprofessionals already
working in schools, and mid-career professionals in

other fields.

* Develop multiple pathways to becoming teachers while
maintaining high standards for all new teachers.

* Develop a comprehensive, research-based strategy to
recruitment, rather than multiple initiatives that may
not relate to each other nor fit with other initiatives.

e Evaluate the effectiveness of these initiatives,
including the effectiveness of teacher recruits and
their retention.
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Sources

Darling-Hammond, Berry, Haselkorn, & Fideler (1999);
Hallak (2000); Haycock (1998); Hirsch, Koppich, & Knapp
(2001); Ingersoll (1997); Liu, Kardos, Kauffman, Peske, &
Johnson (2000); National Commission on Teaching and
America’s Future (2003); Siniscalco (2002); Stoel & Thant
(2002); Voke (2002); Wilson, Ferrini-Mundy, & Floden
(2001).
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Teacher recruitment

A variety of teacher recruitment
strategies should be employed to expand
the teacher pool and improve the pipeline
into teaching.

International context

Internationally, recruiting quality teachers is a problem
due primarily to the low status of teaching (as evidenced
in some countries by very low salaries) and the lack of
appeal found in the profession. In a study of ten Asia-
Pacific countries, Japan and Taiwan were exceptions to
this generalization, with salaries and teacher status being
quite high in these countries (Morris and Williamson,
2000). Germany, Ireland, and Belgium are other countries
in which a surplus of qualified teachers has led to a highly
competitive entry process serving as the main recruitment
strategy.

Recruitment issues internationally typically fall into one
of five categories: (a) flexible entry routes; (b) new forms
of initial teacher training; (c) courses for candidates from
other fields (that is, career switchers); (d) recruiting
qualified teachers from other countries; and (e) increasing
incentives, such as higher salaries and job sharing.
In developing countries these issues tend to be more
centralized than in such countries as the United Kingdom,
Australia, and the United States, where recruitment is
often handled at either the school or local area level.
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Research findings

Although sufficient numbers of teachers graduate from
teacher preparation programmes each year, teacher
shortages exist in part because graduates either do not
enter teaching, or a significant number of those who
do enter leave within three to five years. To combat this
shortage, as well as to address the issue of bringing
greater diversity and quality into the teaching profession,
a variety of teacher recruitment strategies need to be
employed at various points in the education pipeline.

Teacher recruitment can begin at the secondary school
level. Secondary school students can participate in Future
Teacher or Future Educator clubs, internships, or formal
coursework in pedagogy and/or educational foundations.
Efforts made at the secondary school level address
another important recruitment issue; namely, attracting
high quality and diverse students into teaching.

University settings provide another opportunity for
teacher recruitment. Examples include forgivable loans
and scholarships, paid internships in school systems,
and opportunities to work toward an advanced degree
through five-year programmes. Partnerships between
schools and universities can provide incentives that are
helpful in attracting teacher candidates. Such incentives
include bonus or salary increments for teachers willing
to teach in hard-to-staff schools, earlier job offerings,
and streamlined job application processes. Many of these
programmes attempt to counteract the reasons that
pre-service teachers give for not entering the teaching
profession.

Paraprofessionals are another group of potential recruits.
These adults, currently working in schools, have the
advantage of already knowing the school and the
students. They tend to come from diverse backgrounds
and are familiar with the social and cultural contexts in
which students live. Programmes for paraprofessionals
include financial assistance to pursue a degree, academic
and social supports including work with a cohort of other
paraprofessionals and faculty mentors, and flexible
teaching arrangements which allow them to continue
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working in their current positions while taking classes
and fulfilling practicum requirements.

Mid-career, post-baccalaureate professionals working
in other fields (for example, private industry, and the
military) provide a fourth arena for teacher recruitment.
Programmes geared toward this group often focus on hard-
to-staff fields such as science and mathematics as well as
hard-to-staff schools. Participants in these programmes
may be seeking to change careers or have retired from
one career and are interested in teaching as a second
career. Many enter teaching through alternative licensure
programmes. Although some view these programmes as
“back door” routes into teaching that are less rigorous
than other programmes and that lead to less-than-high
quality teachers, these programmes can be quite effective
provided that they “provide options to the traditional
undergraduate teacher education programme without
lowering existing standards” (Darling-Hammond, Berry,
Haselkorn, and Fideler, 1999, p. 208).

Policy Implications

There are three policy areas related to teacher recruitment:
school-university partnerships, recruiting teachers for
hard-to-staff subjects and schools, and using two-year
colleges. There are several advantages of school-university
partnerships. They can enhance pre-collegiate recruitment
efforts by providing secondary students with early
opportunities to engage in teaching experiences and take
courses aimed at understanding the profession. They can
also provide opportunities for paid internships and early
employment as well as signing bonuses for agreeing to
teach in hard-to-staff areas or schools.

School-university partnerships have been found to be
successful in recruiting new teachers into the profession,
particularly recruitment into hard-to-staff subjects
and schools. These partnerships make it possible to use
incentives such as scholarships and forgivable loans.
These incentives encourage students to attend college and,
specifically, to enter teacher preparation programmes.
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Two-year colleges (for example, community colleges,
technical colleges) can be important players in the
recruitment-preparation sequence. For the sequence to
be operative, however, there must be clear articulation
agreements between programmes at two-year colleges and
teacher preparation programmes at four-year universities.
These agreements allow for smoother transitions for
students and help the programmes fit together more
seamlessly.

Sources

American Council on Education (1999); Bolam (1995);
Bristor, Kinzer, Lapp, & Ridener (2002); Darling-
Hammond (1997); Darling-Hammond, Berry, Haselkorn,
& Fideler (1999); Genzuk & Baca (1998); Hirsch, Koppich,
& Knapp (2001); Hunter-Boykin (1992); Morris &
Williamson (2000); Recruiting New Teachers, Inc. (2002);
Yasin & Albert (1999).
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Teacher preparation

Effective teacher preparation programmes,
both traditional and alternative, must
include high standards for entry and
require strong content preparation,
substantial pedagogical training,

and supervised clinical experiences

in schools.

International context

There is great diversity in teacher preparation programmes
internationally depending in large part on the economic,
political, and social contexts that exist within each
country. In countries such as China (both mainland and
Hong Kong), Indonesia, and Singapore changes in school
standards and programmes have influenced the emphasis
given to teacher preparation.

In many countries, preparation standards are different for
teachers preparing to teachin elementary and in secondary
schools. Elementary teachers for primary school are often
trained in special institutes or teacher training colleges.
Secondary teachers are more often trained at universities,
increasingly in “consecutive” programmes in which a
degree in a subject area is earned prior to undertaking
pedagogical training. These differences in preparation
requirements between elementary and secondary teachers
do not so much reflect a philosophy that elementary
teachers need less schooling as much as a concession to
issues of supply, demand, and compensation.
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Research findings

There are four components of teacher preparation
programmes that contribute to their effectiveness. The
first is the existence of high standards for entry. Over
the past two decades, there have been increases in the
entry-level qualifications of students enrolling in teacher
education programmes, both in terms of undergraduate
grade point average and standardized test scores.

The second and third components of effective teacher
education programmes are strong content (subject matter)
preparation and substantial pedagogical training. Heated
debates have occurred as to the relative importance of
these two areas, but essentially both are keys to effective
preparation. In terms of content preparation, most
researchers believe in the importance of solid subject
matter knowledge. However, the idea that more content
is better is not always necessarily true. Rather, there
may be a point after which additional content courses
produce minimal value. What seems to be needed is not
necessarily more content preparation but rather having
sufficient knowledge of content to teach it well.

In addition, teachers need to know how to organize and
present the content in a way that makes it accessible for
increasingly diverse groups of learners. Shulman (1987)
calls this knowledge, “pedagogical content knowledge.”
The link between content and pedagogical knowledge
shapes teachers’ decisions about materials, instructional
approaches, and assessment. In addition to pedagogical
content knowledge, teachers must possess general
pedagogical knowledge, including competencies in the
areas of classroom management and discipline. To ensure
that subject matter expertise and pedagogical expertise
receive sufficient emphasis, many programmes in the
United States as well as several other countries are being
redesigned to allow for a degree in a subject matter field to
be obtained during a baccalaureate programme followed by
education coursework in a graduate degree programme.

The final component of an effective teacher education
programme is supervised clinical experiences that are
integrated with more formal coursework. Although most
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pre-service teachers describe their practicum experiences
as the most valuable component of their teacher
preparation programme, many practicum experiences
are narrowly focused and disconnected from students’
previous coursework. Clinical experiences are most
effective when they are carefully planned, interwoven
with coursework, undertaken with highly effective
classroom teachers, and carefully supervised.

The importance of well-prepared teachers for student
learning is unquestionable. Better prepared teachers are
more academically able, are rated as more effective by
principals, supervisors, and colleagues, and enter and
remain in teaching in greater numbers. In contrast, less
well prepared teachers have more classroom difficulties,
are rated less effective by evaluators and colleagues,
and leave at much higher rates at earlier points in their
careers. Whether prepared in traditional or alternative
teacher education programmes, well prepared teachers
are the foundation for ensuring that high quality
teachers are working in all classrooms. As mentioned
earlier, the ultimate determiner of whether a teacher is
“high quality” is student achievement. If the teacher is
consistently successful in helping students to achieve at
or above expected levels of academic performance, then
he or she can be considered effective and of high quality.
Research shows that having a sequence of quality teachers
can help students overcome the deficits of their home
environments.

Policy implications

High standards of quality for teacher preparation
programmes are the key to preparing high quality teachers
for our schools. Although teacher shortages require
implementation of a variety of recruiting strategies, it
is essential that all teacher preparation programmes
contain high entry standards, a combination of subject
matter preparation and pedagogical training, and a long-
term, supervised clinical practicum.

Additionally, more research is needed on efforts to
combine subject matter and pedagogical preparation by
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having teachers in various university departments work
together to enhance teacher development. Quality teacher
preparation is not the sole responsibility of Colleges of
Education; faculty in a variety of departments throughout
the university must be involved.

Sources

Allen (2003); American Council on Education (1999);
Ben-Peretz (1995); Bristor, Kinzer, Lapp, & Ridener
(2002); Cobb (1999); Coleman & DeBey (2000); Darling-
Hammond (2000); Darling-Hammond (1997); Galluzzo &
Arends (1989); Jarrar (2002); Kolstad, Coker, & Kolstad
(1996); Morris & Williamson (2000); Shulman (1987);
Wilson, Floden, & Ferrini-Mundy (2001); Hanushek and
Rivkin (2004).
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Teacher retention

Teachers are primarily attracted to
teaching by intrinsic motivation, but
extrinsic factors play a major role in
retaining them.

International context

With the exception of the United Kingdom and the United
States, where from 30 to 50 percent of teachersleave within
the first three to five years, overall attrition rates in many
other developed countries are low to negligible: Germany
(less than 5 percent); France (insignificant); Hong Kong
SAR (less than 10 percent); Australia (18 percent for
female teachers in the age group 25-29 years of age; only
data available); and Portugal (insignificant). Because the
student population in some of these countries (Germany,
France, and Portugal) has declined in recent years,
teaching jobs are at a premium. As a result, little teacher
turnover occurs.

Even in those countries in which the attrition rates are
quite low, however, there are areas in which teacher
turnover is quite high. In Issue 3, schools located in these
areas were termed “hard-to-staff schools.” Many of these
schools enrol large numbers of at-risk students, the very
students for whom stability of teachers is perhaps the
most important.

Research findings

Most teachers choose to enter teaching because they
believe that teaching is important work and contributes
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significantly to society. An overwhelming majority of
new teachers in the United States (80 percent) say that if
they were to start over, they would choose teaching again.
In spite of these positive reports, the fact remains that
somewhere between 30 and 50 percent of new teachers in
the United States leave teaching within the first five years.
Furthermore, the most academically able new teachers are
most likely to leave.

Although salaries can make a difference in terms of teacher
recruitment, teachers generally report the importance of
good working conditions in making a decision to stay in
teaching. A number of school organizational factors play
a crucial role in teacher turnover, including inadequate
support from school administration, student motivation,
and discipline problems, and limited teacher input into
and influence over school policies. These factors also
affect the motivation and commitment of those teachers
who stay at the school.

There are two kinds of teacher turnover: migration and
attrition. Migration refers to teachers leaving one school
to take a job at another school, which does not result in
an overall permanent loss of teachers. Attrition refers
to leaving teaching altogether, either to take another job
outside of teaching, for personal reasons as child rearing,
health problems, family moves, and retirement.

Whether through migration or attrition, teacher
turnover is expensive. There is the hidden cost of public
investment that goes into tuition and tax support for
preparing new teachers, many of whom leave teaching
within a few years. In addition, local areas bear the costs
of recruiting, inducting, and mentoring new teachers,
only to lose many of them through the revolving door
of teaching. Also, with so many teachers leaving, there
are opportunity costs related to disruption of coherence,
continuity, and community that are critical to effective
schools, particularly those serving large numbers of at-
risk students. The most serious long-term consequences
of high teacher turnover are loss of teaching quality and
lower levels of student achievement. Research indicates
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that teachers who switch schools or school districts tend
to move to schools where student achievement is higher.

Policy implications

While policy efforts are often directed to the supply side
of the equation, school staffing problems are primarily
the result of the demand created by teachers leaving for
reasons other than retirement. Since the primary cause
of teacher turnover seems to be due to poor or difficult
working conditions, changing the culture of schools
should be the primary target of policy efforts. This cultural
change would involve the creation of learning communities
— schools that are learner-centered, assessment-centered,
knowledge-centered, and community-centered. Schools
should be places that support learning by teachers, as
well as students. According to Ingersoll (2001), cultural
change would “contribute to lower rates of turnover, thus
diminish school staffing problems, and ultimately aid the
performance of schools.”

Sources

Darling-Hammond & Sclan (1996); Darling-Hammond,
Berry, Haselkorn, & Fideler (1999); Gold (1996); Ingersoll
(2001a, b); McNeil (1988); National Commission on
Teaching and America’s Future (2003); Stoel & Thant
(2002); Hanushek, Kain, & Rivkin (in press).
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Induction and mentoring programmes

Induction support, including well-
designed mentoring programmes,
can improve retention rates for
new teachers.

International context

International interest in teacher induction has existed
since the 1960s, but only in a relatively few countries.
Research conducted since the 1980s has focused on
five areas: (a) mentors for novice teachers; (b) release
time for both novices and mentors; (c) planned, school-
based support activities; (d) planned, external support
activities; and (e) increased administrative support.

In general, when retention is a greater problem, induction
receives greater emphasis. New Zealand, for example,
encouraged mentor programmes to offset retention
and recruitment problems. In Japan in the late 1990s,
the focus was on lifelong professional development of
teachers, with mentoring being an important aspect.

Research findings

One approach to stemming the high attrition rates in
teaching is to redefine novice teacher needs. Consistent
with recent research, the first years of teaching need to be
viewed as a phase of learning that follows and builds on the
learning that occurred prior to entry into the profession.
If teachers receive no support during this time, one of two
outcomes typically occurs. First, the teacher may leave the
profession (attrition) or transfer to other schools in search
of support (migration). Second, the teacher may stay in

H Education Policy Series| 5




the profession but learn poor practices in an attempt to
cope with his or her struggles.

Although novice teachers indicate that induction support
is important in their development as teachers, there is a
great deal of disparity in terms of both the quality and
accessibility of induction programmes found in schools.
Three reasons can be given for this variability.

* The criteria for participation in mentoring
programmes are variable, especially in situations
where the programmes are not adequately funded.

¢ The criteria for the qualifications and support of mentors
are also diverse, resulting in a wide variety of expertise.

® The structure of mentoring programmes is varied and
is rarely set up in such a way as to be most accessible
and convenient for novices or their mentors.

Effective induction programmes must address these areas
if they are to meet novice teachers’ needs and improve
retention rates.

Rather than focus on “fix-it” approaches to specific
problems (for example, classroom management), effective
induction programmes should focus on the subject-specific
pedagogical strategies needed by novice teachers to
promoteand foster studentlearning. Improvinginstruction
and student learning often proactively addresses the
classroom management issues experienced by many new
teachers. To focus on such pedagogical issues with novice
teachers, mentoring programmes need to be structured to
accommodate professional discourse. Mentors need to be
selected based on high quality standards and trained to
analyze and evaluate instruction effectively and conduct
discussions about their findings with novices. Effective
mentor programmes also include common planning time
for mentors and novices as well as release time available
to both teachers so that each can observe in the other’s
classroom. Finally, incentives should be provided to
mentors in an effort to encourage high quality teachers to
participate in the programme. Mentor programmes that
provide incentives for attracting mentors and for quality
mentor training tend to be more effective.
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High quality induction programmes are effective in
providing the support needed by novice teachers during
their first years of teaching. Novice teachers indicate that
where such programmes are supported and financed, the
guidance offered them has increased the likelihood that
they will remain in teaching.

Policy implications

It takes several years to become an effective teacher.
Unfortunately, many novice teachers leave the profession
much too early. The following recommendations are
intended to change this pattern.

The firstisfundingresearch on models of developmentally-
staged supervision and induction. Support for teachers
that enables them to move along the developmental
continuum is also important. The second is funding the
development of effective mentor/induction programmes
and quality assessments of these programmes. Because
student learning is the ultimate goal of classroom
instruction, the assessment of mentoring programmes
must include the monitoring of student learning.

When funding for induction programmes is on a par
with that provided for recruitment of new teachers, both
teachers and the educational system benefit. The time,
effort, and money necessary to mentor novice teachers are
substantial. Fortunately, the rewards in terms of teacher
retention are also substantial. Investing in the short
term yields long-term payoffs in terms of higher quality
teachers who remain in the profession longer.

Sources

Bolam (1995); Darling-Hammond (2003); Darling-
Hammond (1997); Darling-Hammond, Berry, Haselkorn,
& Fideler (1999); Darling-Hammond & Sclan (1996);
Feiman-Nemser (2003); Gold (1996); Hirsch, Koppich,
& Knapp (2001); Ingersoll (2001a,b); Ingersoll & Smith
(2003); Morris & Williamson (2000).
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