Theoretical background of induction programmes
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The teacher’s job requires professionalism and, in case of an inexperienced teacher, a lot of effort. Therefore, in many countries supportive activities have been implemented to help a teacher during his/her first working year(s). There are many reasons for attaching significance to the problems of the first working years of teachers and for supporting professional socialization. These are similar in many countries. 

(1) Studying to become a teacher is not popular among young people in some countries; the number entrants into teacher training is decreasing and at the same time the teaching staff is ageing. The OECD report “Teachers Matter: Attracting, Developing and Retaining Effective Teachers” (2005) indicates the need to increase the attractiveness of the teaching profession and to create motivation to become a teacher.

(2) During the first five working years many teachers leave school, trying to find jobs in other fields; thus the educational system loses the resources spent on their preparation. Many of them give up their acquired profession especially because of the difficulties encountered during the first years, the reasons being the complexity of the teacher’s job, inadequate expectations (idealistic approach to the teacher’s work) and teacher training that does not meet real needs (Stokking, Leenders, Jong & Tartwijk 2003).

(3) Views and beliefs about becoming a teacher have changed. Teachers’ professional development is a continuous process, including initial training, induction (socialization, entering the profession) and in-service training (Feiman-Nemser 2001:50). Teacher training and the first working years have to be connected and the transition from one role (learner) to another (teacher) should be smooth (Fullan 1991).

(4) The experience obtained during the first working years has a great influence on the development of the knowledge and values of teachers and on their further practice, as their teaching style, pedagogical attitudes and professional self-conception evolve (Calderhead & Shorrock 1997). By regarding the first working years as a professional learning period, we approach teacher education in a complex way.

(5) Supporting a novice teacher during his/her first working year(s) has an essential place in education reform (Villegas-Reimers 2002; Britton, Paine, Pimm & Raizen 2003; Huling-Austin 1990; Tickle 2000). Different measures have been implemented: mentoring at school and in the region, university support programmes, continuing education courses, etc. The role of an organization is considered essential and the formation of teachers’ communities of practice is seen as a way of professional learning (Lave &Wenger 1991; Imants 2003). To a great extent it depends on school culture how successfully novice teachers socialize in their new environment and how quickly they adjust to their profession. It is much easier for a novice teacher to start working as a teacher and develop professionally in a school which functions as a learning organization, where collegial discussions take place, and where mutual feedback is given and self-reflection is supported. As in the case of any reform, school leader are key people in staff development and in forming organizations as learning organizations (Fullan 1991).

Induction programmes

Induction programmes are implemented to provide assistance to novice teachers during their first year(s) of teaching as they integrate their formal pedagogical knowledge with practice and as they adapt to the specific atmosphere and micro-politics of a school. Support programmes vary greatly in terms of length, nature, organisation and purpose, as well as ideology and strategy (The Teaching Profession in Europe, 2002; Teachers Matter, 2005; Villani, 2002).

Induction has been seen as: 1) a part of teachers’ preparation with partnership between teacher education institutions and schools; 2) the first working period as a full-time teacher (Britton, Pine, Pimm & Raizen, 2003; Professional Inductions of Teachers, 2007). 

There are mainly four approaches to organising induction programmes in Europe: 

1) ‘school as a learning organization’ approach (in which the school has full responsibility to support a new member of the organization); 

2) university/ teacher education institution as initiator (mentoring seminars and individual consulting are organised by initial service institutions); 

3) teachers’ union approach (a union is responsible for teachers’ support programmes); and 

4) municipality educational boards as centres (central mentoring meetings for novice teachers of the whole municipality) (Britton et al., 2003). 

There are integrated models as well, but whatever model is chosen, it is always important to take the national context into consideration.

Teachers’ professional development and early career problems

Several studies address teachers’ development across the span of teachers’ careers (e.g. Bullough, 1995; Huberman, 1989; Nias, 1989). Berliner’s model (1986) gives five stages from novice to expert. 

Stage 1: novice Level (student teacher and first year teacher), the behavior of the novice teacher is usually rational, relatively inflexible, and tends to conform to whatever rules and procedures they were told to follow. This is a stage for learning the objective facts and features of situations. It is a stage for the gaining of experience and the one at which real-world experience appears to the learner to be far more important than verbal information. 

Stage 2: Advanced Beginner Level, many second- and third-year teachers are likely to be in this developmental stage. This is when experience can become melded with verbal knowledge and where episodic and case knowledge is accumulated. 

Stage 3: Competent Level, with further experience, and some motivation to succeed, most of the advanced beginners become competent performers of the skills needed in their domain of interest.

Stage 4: Proficient Level, according to Berliner perhaps about the fifth year, a modest number of teachers may move into the proficient stage of development. This is the stage at which intuition or know-how becomes prominent. 

Stage 5: Expert Level, these teachers have both an intuitive grasp of the situation and seem to sense in nonanalytic and nondeliberative ways the appropriate response to be made. 

Fuller’s developmental model (Fuller & Bown, 1975) of the process of becoming a teacher focuses on the concerns of beginning teachers (see Table 1). At the beginning, student teachers’ concerns may be distributed over stages 0-3, with attention to 2 when starting class teaching and attention to 3 when teaching small groups of pupils. As and if they develop competence and confidence, they begin to acquire significant concern at stages 4-5; though the earlier stages are likely to remain prominent for some considerable time (Eraut, 2002).

Table 1. Fuller’s Model of Teacher Development 

I  Early phase

0 Concerns about self (non-teaching concerns)

II Middle phase

1 Concerns about professional expectations and acceptance

(competence) 3

2 Concerns about one’s own adequacy: subject matter and class



control



3 Concerns about relationships with pupils

III Late phase

4 Concerns about pupils’ learning what is taught

(professionalism) 3

5 Concerns about pupils’ learning what  they need



6 Concerns about one’s own (teacher’s) contributions to pupils 



change

Ellen Moir’s (1999) description of the five phases of development experienced by novice teachers during their first year of work: anticipation phase, survival phase, disillusionment phase, rejuvenation phase and reflection phase is based on the analysis of novice teachers’ journal entries and end-of-the year programme evaluation. According to Moir, the anticipation phase starts before teachers start their first assignments; they are idealistic, excited, and anxious. The survival phase begins during the first month of school; the new teacher is bombarded with a variety of problems and situations he or she has not anticipated. According to Moir, after six to eight weeks comes the disillusionment phase and new teachers begin to question their commitment and their competence.  By this time they are usually faced with parent conferences and observations by their principals. It is frequently a time of distress. Rejuvenation phase begins after winter break. Teachers feel rested and rejuvenated and there is a slow rise in teachers’ attitude. They come back with renewed hope and a better understanding of the job. Moir’s final phase of beginning teachers’ development is the reflection phase. This is the time teachers review their curriculum, management, and teaching strategies. The end of year is approaching, and they start to think about next year. It is also a time for self-analysis.

According to Kagan (1992), pre-service and first-year teaching appear to constitute a single developmental stage during which novices accomplish three primary tasks: (a) acquire knowledge of pupils; (b) use that knowledge to modify and reconstruct their personal images of self as teacher; (c) develop standard procedural routines that integrate classroom management and instruction. 

Mentoring 

The mentor is a key figure in induction programmes, who supports the socialization of novice teachers to the school context and also their professional development (Feiman-Nemser 2001, 2002 et al). 

Mentoring is a means to facilitate professional development and provide emotional support to the novice members of the school community (Little 1990; Wang & Odell, 2002). A number of studies have addressed the characteristics, skills, and competencies of mentors. Based on prior research, Harrison, Dymoke and Pell (2006) summarise the required skills of mentors as guiding, leading, advising, and supporting; coaching, educating, and enabling; organising and managing; and counselling. Rippon and Martin (2006) identify approachability, teaching credibility, professional knowledge and authority and motivational skills as important characteristics of the mentor. 

Mentoring may be pursued with different types of goals and objectives in mind, and it may be approached from various perspectives. Wang and Odell (2002) define the approaches in terms of a humanistic, situated apprentice and critical constructivist approach. Each, with its roots in major conceptions of learning, considers the goals of mentoring, the role of mentors, mentors’ expertise and mentor training. The humanistic perspective focuses first and foremost on helping novices to overcome challenges on a more personal level, and to feel comfortable in the teaching profession. Mentoring with a situated apprentice perspective emphasises the adjustment to the school culture and the prevailing norms of teaching, and supports the development of techniques and skills necessary in a particular context. The goal of mentoring in the critical constructivist perspective is to transform teaching by engaging novice teachers and mentors in collaborative inquiry with equal participation. Similarly, Gold (1996) identifies on the one hand a personalized approach to mentoring, where the novice teacher is encouraged to develop his or her self-efficacy and to come to terms with personal and professional needs as well as learning to address these, and on the other hand a technical and experiential approach, which focuses on technical skills and relies on an apprenticeship model of learning where the mentor is considered the key person. 
Orland-Barak and Klein (2005) identify three additional approaches to mentoring: a therapeutic, an apprenticeship, and a reflective orientation. In the therapeutic approach emphasis is on personal growth, which can be facilitated through a common understanding of the novice teacher’s experiences. The apprenticeship or instructional approach regards mentoring as a modelling of various behaviours to be reproduced by the novice teacher. The mentor’s role is first and foremost instructive and prescriptive. The reflective approach is characterised by an inter-subjective process, in which the asymmetrical relationship between the mentor and the novice teacher is acknowledged, but is harnessed to facilitate dialogue and development on multiple levels. 

During the induction year the novice teacher initially forms collegial relationships, acquires membership in the teaching profession, consolidates knowledge, acquires skills, and accepts or rejects the norms and values of the school. Socialisation takes place on two levels simultaneously: (1) socialisation into the organisation (workplace), and (2) socialisation into the profession. These processes can be influenced by the behaviours, opinions and attitudes of more experienced teachers, but also the newcomer with a fresh perspective may help to raise awareness and to question the status quo. The mentor can function as a bridge between the novice teacher and the organisation, facilitating the novice teacher’s socialisation into the community, but ultimately the roles mentors adopt depend much on school’s culture (Stokking, et al, 2003).

This theoretical background paper is based on the following doctoral theses:

Eisenschmidt, E. (2006). Implementation of Induction Year for Novice Teachers in Estonia. Dissertations on Social Sciences, 25. Tallinn: Tallinn University Press.

Poom-Valickis, K. (2007). Novice Teachers’ Professional Development across their Induction Year. Tallinn University, Dissertations on Social Sciences, 33. 
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