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The period of induction is often a difficult one for the new teacher.
He or she is moving from one culture to another, from one role to
another, and, as a result, often feels isolated. Compounding those
feelings of isolation is the expectation for new teachers to do the
same caliber of work as experienced teachers. Despite the fact that
many teachers leave the profession in their first year or after only a
few years on the job, too little action is taken to provide support for
beginning teachers.

My purpose here is to set issues of teacher induction within the
context of the teacher’s development, using the concept of standards
as a way to investigate questions about what the various stake-
holders might do to address the problem of bringing new teachers
into their roles more developmentally and, thus, more effectively.

We use the term standards in three ways: First, when we talk about
standards as our goal or aspiration, we mean the vision of what
teachers need to know and be able to do. Groups like the National
Board for Professional Teaching Standards and the Interstate New
Teacher Assessment and Support Consortium (INTASC), as well as
numerous subject-area groups, have provided us with notions of the
role of the teacher. Second, when we talk about standards as the
way to measure “how good is good enough,” we look to
performance standards. Various groups have developed these kinds
of standards for teachers, addressing the vision in relationship to the
age of the children and the specific subject areas. What we have not
addressed nearly well enough is the third kind of standards, which
came under discussion with regard to expectations for K–12
learners—the so-called “opportunity-to-learn standards.” Where do
we provide teachers with the experiences they need to develop
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toward the vision and to meet the expectations of their roles in
working with learners? I will use the framework of these three kinds
of standards to suggest ways in which the transition for new
teachers could be made smoother.

Standards I:  Vision of Teaching
There has been a powerful movement over the past ten years to
engage teaching professionals in a consideration of the meaning of
good teaching. The National Council for Accreditation of Teacher
Education (NCATE) has, since the late 1980s, required schools,
colleges, and departments of education to articulate their vision of
teaching and the knowledge bases that undergird it, as well as to
show how the vision guides their programs. As teacher education
faculty develop these conceptual structures, they make the vision
explicit for their students as future teachers.

In the early 1990s, INTASC brought states together to develop a
vision of beginning teaching designed to be compatible with the
National Board standards. INTASC’s Model Standards have now
been used by many states in the redesign of their approval
processes. Always intended as a resource to states, these standards
have been adopted by some states, adapted by others, and
integrated with other sources in others.

Since the mid-1980s, the National Board’s vision has focused on
accomplished teaching. This vision, described in five propositions, is
being more fully fleshed out in the development of standards
related not only to specific subject areas but also to the
developmental stages of learners.

Concerns

Let me address several concerns related to the vision of teaching
that may impact the transition of the new teacher. What potential
problems emerge with the clarification of the vision of teaching at
the various levels?

Let us assume that the new teacher has completed a program at an
NCATE institution. His or her program was guided by a specific
vision of teacher education—as an example, let us think of a learner-
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centered, learning-centered view of teaching that promotes integra-
tion across the curriculum, experiential learning, and constructivist
approaches. The new teacher has internalized this vision and is
eager to put it to work in his or her classroom.

Let us assume that the local school—district, building, and/or
teaching level or team—has a different vision. Perhaps the local
school board has recently renewed a focus on raising standardized
test scores and adhering to districtwide textbook adoption. Subjects
are taught discretely, worksheets match the testing format, and
discipline follows a behaviorist protocol. Decisions are made in
what feels like an adult-centered approach.

How does the new teacher deal with these conflicts between the
preparing institution’s vision and the local vision? While I have
painted an extreme picture to make my point, nonetheless it
represents some of the major points of disconnection for students in
today’s milieu.

What Can Stakeholders Do?

While it is, of course, unlikely that all teacher education programs
and all schools across the country will hold the same philosophy,
there are some implications for preparing both institutions and local
district staff developers/ administrators. New teachers should leave
their preparation program with a respect for multiple perspectives
and new learning opportunities. They should be able to articulate
and defend their philosophies and, while being clear about their
principles, be able to adapt specific strategies for the needs of their
students. As an example of what I mean, the following is an excerpt
from a study of the Alverno teacher education program recently
completed for the National Center for Restructuring Education,
Schools and Teaching (NCREST) (Zeichner, in press).

Berthina [not her real name] has carried much of what she
has learned at Alverno into this urban first-grade
classroom, although she has adapted and modified it to
address what she sees as the needs of her students and the
circumstances of her work. For example, although her
room is filled with trade books which the children read on
a daily basis and learning centers that provide a variety of
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activities for students to pursue in different subject areas,
she also takes time regularly to teach particular phonics
skills that she thinks will be helpful to her children’s
development of reading competence. She describes her
program as involving a combination of the child-centered
practices advocated at Alverno and some of the more
traditional methods in which skills are taught in isolation.
She has picked up these traditional practices from her own
education and from some of her field placements while at
Alverno. While Berthina makes time to teach specific skills
and concepts in isolation, she always attempts to have the
children use these in relation to the events and
circumstances in their everyday lives. For example, instead
of just having the children fill out worksheets about the
days of the week and basic number facts, she continually
asks them to talk about these in relation to things they have
done or will be doing as a class and as individuals.

Berthina has made a conscious decision to blend “process”
and “skill-oriented” instruction in her classroom despite
some pressure from her colleagues and principal to employ
a purer form of whole-language instruction. Consistent
with the focus of her preparation at Alverno, she has
focused first and foremost on what she perceives to be in
the best interests of her pupils and has stood her ground on
their behalf. What we found in her classroom transcends
the categories of “process” and “skill” instruction and
incorporates elements of both approaches within the
context of warm and caring relationships between the
teacher and each of her students. Along with the warmth
and affection that was evident between Berthina and her
students, there was also a clear effort on Berthina’s part to
“push” her students to do their best work and to achieve at
high levels. For example, a number of the students would
respond to Berthina’s questions with phrases instead of
complete sentences. Berthina was very persistent in
pushing the students in a friendly and supportive way to
respond in complete sentences and would stick with them
until they did so.
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The NCREST study documents the work of the Alverno teacher
education faculty, including our focus on having our students
examine and critique positions—their own and others. With
practice, they not only understand the bases for their decisions in
the classroom, but they are able to support those decisions in
dialogue with other professionals.

In the same way that new teachers need to be able to respect
multiple perspectives, seek new learning opportunities, and articu-
late and defend their philosophies, practicing teachers should be
expected and supported in their ability to show openness to
continued learning. They, too, should respect diverse perspectives
as well as articulate and defend their philosophies and how they
embody them in their classrooms. While there are many teachers
who demonstrate this kind of clarity about their vision of teaching,
combined with an openness to stretch that vision, I think it is fair to
say that many others may not be. What are the implications for both
teacher education and district/school personnel in potential
conflicts over a vision of teaching?

Implications

For teacher education programs, one implication is that candidates
need practice in articulating and defending their views, both in
classroom discussions and in simulated or real settings in which
they interact with practicing teachers. Another implication is the
need for teacher educators to guide candidates in learning to be
“savvy” in determining how and when to raise questions about
practice in a school setting. There are ways to raise questions and
maintain openness and support; there are also, unfortunately,
approaches that can discourage open responses. Role-playing and
practice are needed, along with reflection on how interaction style
affects the outcome. Finally, teacher educators might provide
candidates with practice in ascertaining whether the philosophy of a
school/district is compatible with their own.

For leaders in districts and buildings, there are other implications.
Leaders might attend to the development of the school culture,
privileging what Michael Fullan (1990) calls “norms of communi-
cation and collaboration.” If dialogue among team members and
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faculty groups were a common element in the way teachers refined
their practice, then dialogue with a new teacher would not seem an
unusual expectation.

As another suggestion, preparation for National Board certification
would support practicing teachers in their articulation of their
teaching philosophy and techniques. Again, such preparation in
supportive groups would build the kind of peer coaching and
mentoring skills that could then be transferred to interactions with
other, including new, teachers.

In both settings, it is important that teacher education candidates
and practicing teachers use available statements of standards, not as
absolutes or “givens” but as frames for thinking and discussion.
Both candidates and teachers would be aided by the creation of a
climate of thoughtful critique in relationship to practices; e.g., in
both teacher education classrooms and faculty meeting discussions,
“trendy” ready-made approaches like those of Madeline Hunter and
Lee Canter should be examined for their underlying assumptions
and challenged in terms of unexpected consequences or limitations.

Standards II:  Performance Expectations for Teachers
at Various Stages of Preparation for and Throughout
the Career

As what the National Commission of Teaching and America’s
Future calls the “three-legged stool,” NCATE, INTASC, and the
National Board provide at least a beginning picture of how we
might think about performance expectations for teachers at various
stages across the teaching career continuum. All three not only
describe the vision of what teachers should know and be able to do,
but they also lay out approaches to assessment so that we can find
answers to the question “How good is good enough?”

Let me give you an example of why these kinds of performance
standards are important in the induction of new teachers.
Wisconsin’s State Superintendent’s Task Force Report (1995) has
called for attention to performance assessment in the preparation
and ongoing development of teachers, based on a principle that
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addresses the need for coherence in the way we assess K–12
students, teacher education candidates, and practicing teachers. In
all of these contexts, the report proposes that

1. Assessment should focus on diagnosis in order to support
improvement and growth (i.e., identify strengths and
weaknesses, target next stage of development).

2. Assessment should be developmentally appropriate.

3. Assessment should be grounded in clear standards, with
public and explicit criteria for acceptable performance.

4. Assessment should be conducted across time, using
multiple modes and methods.

5. Individuals should use assessment data for self-
assessment.

Concerns

Despite the focus on performance standards both in subject-area
association and at the national level with NCATE, INTASC, and the
National Board, teacher education in many states has been slow to
incorporate performance assessment in meaningful ways. As with
many other reforms, the response to calls for performance assess-
ment has led to renaming the same old processes rather than to a
significant change in practice. Similarly, while school districts and
teacher associations alike acknowledge that teacher evaluation and
performance appraisal practices are not well designed or well
implemented, they have been slow to develop new practices that
mirror the kinds of performance assessment expected of students,
i.e., based on standards, conducted across time, providing feedback
for growth. For students from programs where performance
assessment has been effectively implemented, what happens when
new teachers who had received rich feedback on their strengths and
weaknesses and who had been asked to set goals for ongoing
growth now receive only a cursory judgment on their teaching
made on the basis of a short visit? Moreover, even such a token
evaluation may be more than some inductees receive in their first
year. Equally problematic, if the state is asking for performance
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assessments during the transition/induction year, new teachers
without prior experience of these forms of assessment may be
disadvantaged.

What Can Stakeholders Do?

To have the kind of impact that might affect the induction process,
assessment across teacher education programs needs to become
more performance based. The Alverno teacher education faculty
like to think about the assessments we have developed for our
students across the program as “successive approximations” of the
roles they will adopt as teachers. We use assessment diagnostically,
building over time the kind of awareness and conviction that the
case study of “Berthina” exemplifies through concept development,
application, dialogue, and reflection.

Local performance appraisal of teaching practice needs to build on
and reinforce the principles of good assessment. Teacher evalua-
tions that are checklists, unconnected to a vision of teaching, do
little to help teachers grow. The expectations for teacher per-
formance should be developmentally appropriate as well as involve
the teacher in setting relevant goals for improvement tied to the
needs of his or her students. The process of evaluation should
promote teacher development.

The increasing focus on performance assessment for K–12 students
as well as teachers provides new opportunities for districts and
teacher preparation institutions. The training of teacher-assessors—
whether for assessment of K–12 student work, for assessment of
state-required portfolios of new teachers, or for National Board
certification—can help support the improvement of new teacher and
ongoing assessment. Such training may help districts and faculties
build a community of expertise and professional judgment.

Implications

I am not completely sanguine about the impact of assessment on
teacher education and the induction process. States, in particular,
need to recognize the kinds of implicit messages in their assessment
schemes. For example, we would probably all agree that candidates
for teacher education should demonstrate basic skills in reading,
writing, and mathematics. Like many states, however, Wisconsin
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has used a basic skills test without connecting that assessment to an
expectation that candidates for licensure develop more sophisti-
cated skills in communication and mathematics. The proposed
assessment framework in Wisconsin now makes that link, requiring
institutions not only to address basic skills upon a candidate’s
entrance to the program but also to identify exit expectations that
describe the kind of professional communication skills needed by
teachers.

Standards III:  Opportunity-to-Learn Standards
In some ways, the induction year typifies the culture of “sink or
swim” that marks the climate of many schools and teacher
education institutions. In both cases, we need to replace it with a
culture that nurtures growth and continuous improvement. Having
the vision clearly in mind and specifying the performances that will
“count,” we also need to attend to how we prepare teacher
education candidates for what will be required of them.

I recently heard one of the 1997 McGraw Education Prize winners
describe her work in a Washington, D.C., middle school serving
economically disadvantaged students in project housing. Principal
Vera White and her teachers have transformed their school into a
safe haven for youngsters, creating civility and character as
hallmarks of their school community. Playing on the much-used
African proverb, White noted that the school must become the village
when the community is not able to serve that function. Similarly, the
stakeholders in the teaching profession must take responsibility for
their role in the “village” for new teachers.

Concerns

I am very concerned that our current emphasis on high-stakes
assessment may lead some teacher education institutions to select
those who can already demonstrate the necessary skills or who can
do so with little effort on the faculty’s part. Unless we make the shift
in assumptions that allows us to see assessment as diagnostic, we
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will lose some potentially good teachers who come to us without all
the pieces in place. This circumstance is particularly important as an
equity issue for minority students.

While teacher preparation institutions must recognize their need to
improve the opportunities for learning in their programs, some
things need to be learned during the induction year that cannot be
fully learned in teacher preparation. Consider these questions that a
new teacher must address:

• Who are the students in this school, what is their
background, what special strengths and needs do they
have, and what are the implications in all of that for my
teaching them?

• What are the “norms” of this learning community?

• How do I get what I need to accomplish my goals in this
school?

A well-designed induction program, building on the analytic skills
developed in teacher education, can help new teachers quickly
address these questions and their implications for teaching,
learning, and assessment in their classrooms. But how do we
provide such induction support for all of the new teachers who need
assistance? Our local public school system employs between 400
and 700 new teachers a year, but has mentors for fewer than 200.

The experiences our graduates share are varied. Some find a
cohesive community that welcomes them as new members and
provides support as a matter of course. Others report coldness and
indifference. One December graduate, for example, who was
assigned a classroom in January, complained that her principal did
not accompany her to her classroom on the first day to introduce her
to her students.

What Can Stakeholders Do?

One point I want to stress is that induction is not a single event and
teachers’ preparation programs have an impact on induction,
because new teachers take their experiences with them into their
first teaching position. Two aspects of opportunities to learn stand
out across the stakeholders—from the teachers the new teachers
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themselves had as children, to their faculty members in higher
education (both in the disciplines and in professional education), to
the administration and staff at the buildings to which the new
teachers are assigned. First, all of the persons listed above model
what it means to be a teacher. Their actions suggest assumptions
about whether the teacher role is isolated or embedded in a
community of learning, assumptions about the kind of respect
teachers should show to learners, parents, and other teachers, and
assumptions about how teachers recognize individual students as
well as groups. New teachers, like most people, attend more to what
we do than to what we say.

Second, those of us with a stake in the beginning teacher’s experi-
ence create a culture through the quality of our communication. For
example, the manner in which teacher education programs and local
schools work together sets up the new teacher for connection or
disjuncture. For our part, when teacher educators create programs
grounded in knowledge bases and the wisdom of practice, are we
visibly working with practitioners to assure the input of practicing
professionals? When we work with practitioners, are they clearly
treated as colleagues and equals? Do we show readiness to provide
ongoing support to graduates and to their schools? At Alverno, we
continue to work to determine the best approaches for this kind of
support. We provide several meetings a year for first-year teachers
and engage second-year “veterans” in the design and delivery of
programs for this group. We link new teachers who request it with
an alumna in the same district who can serve as a mentor or as just a
“ready reference” source. Faculty, too, are on call for beginning
teachers, return their calls promptly, and respond to invitations to
visit them in their classrooms. In addition, next year we are offering
a graduate-level course that will use action research to help new
teachers maintain their focus on tailoring their teaching to the needs
of their students.

Similarly, districts and individual schools signal their connections to
the teacher education programs in many ways. Some provide
ongoing feedback regarding what strengths and weaknesses they
see in graduates—useful diagnostic information for the program.
Many invite participation in the creation of staff development pro-
grams and seek partnerships in addressing problems. For example,
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Alverno has several long-term relationships with schools and
districts to research questions about performance assessment. The
quality relationships derived from our working as partners with
teachers and administrators from the schools spill over into our
liaisons with those persons when our graduates are hired as new
teachers.

Implications

Clearly, all of the stakeholders need to examine the responsibilities
they have and how well they are realizing them with regard to
providing the necessary support for new teachers. There are many
models available, but some mechanism is needed to initiate the
process of support and to maintain it. I believe, however, that there
is a danger in spelling out one mechanism as the way to go. Taking
refuge in a structure without working through the multiple human
relationship issues that emerge across K–12 and higher education is
a serious mistake. States as stakeholders need to allow for multiple
approaches so that the local school communities and their
partnering higher-education institutions can have sufficient freedom
to design appropriate models.

In closing, let me return to the notion of the three kinds of standards
needed for the development of teachers—the vision, the per-
formance expectations, and the opportunity to learn. None of these
kinds of standards is enough by itself to address the needs of
teacher development. We need, across the continuum of the
teacher’s professional life span, a clear, developmental vision of
what we expect of teachers. That vision needs to be translated into
standards of performance that can be used diagnostically and, at
times, to make hard decisions. Every stakeholder needs to take
responsibility for ensuring that opportunities to develop are
equitably provided to candidates in teacher education, to new
teachers in their first position, and to teachers ready to take the next
step in their professional growth. In making these standards come
alive, there is no perfect recipe for a structure; there is only
thoughtful application of principles, taking local circumstances into
account.
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