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If  we’re ever going to make a difference in the lives of  children, we must 
make a commitment to teacher learning and teacher development. There is 
nothing more important. Yes, we need principals who can build communities 
of  practice, but if  we have teachers who don’t know how to teach, even the 
best communities of  practice aren’t going to get us where we need to be. I 
believe that it takes the full-court press—state departments of  education and 
policy makers, school district administrators and educators, teachers’ unions 
and teacher education programs—to build a robust model to ensure that 
every LaTanya, Carolina, or Michael who comes into this profession isn’t 
greeted with a hazing ritual but given the kind of  support and conditions he 
or she needs to be successful for America’s children. This is the start of  my 
eighteenth year of  building high-quality teacher induction programs. I was 
quite fortunate to have been in the state of  California at a time when teacher 
induction became important to the state. In developing the New Teacher Center 
over the last seven years, I’ve had the opportunity to work with colleagues 
across the country and to see what kind of  induction programs you get when 
you have unfunded state mandates: “induction lite.” And that is the norm, 
an old-fashioned buddy system that means anybody can help anybody, and it 
goes something like this: “I like your classroom. Have a nice day.” Those kind 
of  things, though very sweet, don’t help us build high-quality, instructional 
practices in classrooms today.

Right now, the poorest kids in this country are getting shortchanged. Part 
of  the reason is that they are getting scripted, robotic instruction that gives 
them double and triple doses of  what didn’t work on the first day. It is really 
a challenge to put an inspired young woman or man into a classroom today 
who can bring hope and optimism and a sense that she or he can do it better 
than anyone else in this country while facing the challenges that not one of  
us would want to face in our careers any day of  our lives. Regardless of  what 
hat you wear, I ask you to hold on to the notion that the newest members 
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of  this profession deserve the best opportunities imaginable. If  you’re in a 
state department of  education and you’re about to create policy, be careful 
what you create. If  you’re a university faculty member and you have a chance 
to be part of  an induction program, be careful what you require. If  you’re 
a school district who thinks that new teachers need to be given more and 
more professional development, be careful what you give them. If  you’re a 
site administrator who is going to ride every new teacher in your building to 
do what they’re expected to do—that is, what veteran teachers are expected to 
do on their first day—be careful how you treat them. 

Building Better Teacher Education Programs

At the University of  California, Santa Cruz, we have what some would call a 
boutique teacher education program, which is not in an urban setting. When 
I started this program, we had fifty teachers-in-training a year. This preservice 
program has everything that everybody in this country knows matters: high-
quality, comprehensive opportunities to work in multiple classrooms and 
diverse settings; rigorous assessments; and content that’s rich in focus. But 
despite even our best efforts, our graduates wanted to quit teaching in October 
of  their first year. And after knowing these fifty people by name—about what 
they thought, about their families, about everything in their lives because we 
had them for two years—it upset me terribly watching them go from powerful, 
intelligent, capable individuals to feeling worthless and wondering why they 
chose this career and how they were ever going to stay in this profession. So 
I believe we really need a paradigm shift. Even the best teacher education 
program in the world cannot simulate the experience of  novice teachers in 
an urban setting when they get their very own key to their classroom, open 
the door, and find that they are alone. Now that is not to say that teacher 
education doesn’t need to get better. We should be building better teacher 
education programs. Having a teaching academy, having a focus on math 
and science, having young people learn a second language—these are the best 
kinds of  opportunities that we can offer. But I don’t really believe we have a 
recruitment problem; what we do have, however, is a major retention problem. 
How many of  you would like to go and teach in an urban setting tomorrow? 
There are a lot of  those jobs available. The truth is that most of  us were once 
teachers in the K–12 classroom, and at this point, we can see the challenges 
that novices and veterans alike face. The following passage describes this 
particular challenge, and may sound very familiar to a lot of  us:

Unfortunately, my teaching experience has not gone so well. I lasted 
four whole days as a ninth- and tenth-grade English teacher, and then 
I resigned. My experience was just awful. I had no mentor, no English 
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chairperson, no staff  support, no books—they were locked in the school’s 
closet somewhere. You know about those, don’t you? No curriculum, no 
photo-copier machines, basically I was totally alone, scared, and I felt 
like I was a total failure.

This quote is from a brand-new teacher in one of  this country’s urban settings, 
and could be replicated over and over again by novice teachers across the 
nation. So what do we have to do? First of  all, we have to believe that it’s 
important to help new teachers get off  to a good start, and once we believe 
that, we need to realize that the answer is not just a feel-good buddy system, 
but a robust, instructional model. Then we have to find the money, which 
calls for state departments and policy makers and school districts realigning 
existing resources and finding new ones to build what I think is critical—a 
time in a teacher’s life when they believe they are going to do the best job 
ever. Have you ever met a new teacher who can’t wait to get in there and do it 
better than all of  us? It’s one of  the most exciting things to work with novices 
through October. This period is a very critical phase in their development. They 
are going to be sharing space with other role models, with other exemplary 
teachers, as they think about teaching; they’re going to be hanging out in the 
teachers’ room and socializing; and hopefully they’re going to continue to be 
inspired by a principal who cares, by teachers who care, and by a community 
that supports education. And what we’re talking about is a formal program, 
not a mentor here and a mentor there, a little seminar here and a course there, 
but a program—a program that districts and universities invest in and care 
about. When I was a director in teacher education, I was always delighted 
when our graduates stayed in our backyard because I knew they were going 
to get a good, high-quality induction program. This is about rigor; it’s about 
student success, student achievement, and the only way we’re going to get 
there is to support our graduates so that they can become the best that they 
can be. It’s really about developing a new kind of  teacher.

When I first taught, I was given my key, I went in the classroom, and I 
closed the door. The only person who ever came into my classroom was the 
principal, and it was to do one of  those evaluations—you know the ones I 
mean. But my colleagues had prepared me. They had said to take out a lesson 
I’d already done, make sure it was teacher- and kid-proof, and I’d be fine. And 
so I did that and it turned out fine, but then I was on my own, isolated. I was 
teaching first grade, and I didn’t start teaching the kids to read until January, 
because for September, October, November, and December, I couldn’t figure 
out how to organize reading groups or to do reading instruction. Now didn’t 
they teach me that in my preservice? Of  course they did—I had Reading 101 
and Reading 102. But I was all by myself  in my own room, and I didn’t really 
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know how to assess kids, I didn’t know how to group kids, and I didn’t know 
what my interventions were going to be. And this is how it is for brand-new 
teachers today. So we need to think holistically about building a program, 
taking into consideration the purposes we have in mind for it: to raise student 
achievement, to enhance and increase teacher performance, and also to retain 
teachers—but, more importantly, to help them become the best teachers that 
they can be.

The New Teacher Center

In 1988, I had the good fortune of  starting the New Teacher Center (NTC) 
induction program as part of  the California New Teacher Project. At that 
time, we were one of  thirteen pilot programs, and now, eighteen years later, 
we’re working with about nine hundred beginning teachers in Santa Cruz, 
Silicon Valley, and East San Jose. I haven’t changed the model very much, but 
its substance and depth have grown over time.

The NTC Induction Model
We release teachers on a full-time basis. We have a consortium of  thirty 
school districts, union leadership, district administrative support, and 
teacher involvement, and we select exemplary veteran teachers to serve in 
the role of  mentoring new teachers as a full-time job. Our mentors each take 
thirteen to fifteen brand-new teachers under their wing, and are responsible 
for ensuring that their new teachers are developing their teaching practice 
over time. At least two hours every single week, each teacher gets this kind 
of  one-on-one, high-quality, ambitious classroom support. When creating a 
teacher education program, one of  the things we have to get beyond is how we 
think about professional development. Most of  what we’ve done historically 
in this country is one-size-fits-all professional development, and though we 
were sure it was going to work, the truth is, it doesn’t. So with this model, 
it’s really exemplary teachers who are teaching teachers how to teach, be 
they exemplary math teachers, exemplary science teachers, or exemplary 
bilingual teachers. It’s just-in-time professional development, and it’s focused 
on individual needs, because another problem that we have in some of  our 
school systems today is that we bring everyone together and give them guided 
reading whether they had guided reading ten times before or not. But the 
NTC model is very tailored.

Some of  you may be thinking that the way the model uses mentors robs the 
system of  its best teachers. My answer is that we’re building a profession by 
honoring and valuing exemplary teachers at times in their career when they’ve 
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stepped out of  their classrooms. These teachers are on loan to this program 
for three years, over the course of  which they’ll have been in at least forty 
classrooms, building their understanding of  teaching, learning more about 
a variety of  ways of  teaching, and simultaneously teaching teachers how to 
teach. This is about building human capital into a system that’s asleep. The 
system as it stands doesn’t value its humans. We value our kids, but we’ve yet 
to figure out how to honor and value our teachers and our administrators. 
And what I’ve seen over the last eighteen years is a ripple across the regions 
in which principals are saying, “Oh, my goodness—these teachers know 
more about teaching and learning than I do! They know how to observe, get 
observation data, share data—they’re showing teachers how to teach!” And 
so pretty soon principals begin to be engaged in thinking about learning these 
new skills and how to build adult learning communities as well as how to 
build teamwork. These are things that preservice programs for principals need 
to incorporate as well. 

Six Areas of Program Building
There are six areas that we think are the most important to cover when 
building a program: 

1. Vision: You must know where you’re going and why you’re doing 
what you’re doing. 

2. Institutional buy-ins: We go nowhere without strong union 
leadership, strong administrative leadership, and strong support from 
mentors as well as college and university faculty. We’re building 
a seamless partnership between preservice and induction, and 
university faculty can feel delighted to know that their graduates are 
getting the kind of  instruction and support that builds on what they 
already had. 

3. A framework: We use the California Standards for the Teaching 
Profession as our framework. 

4. Mentors: You must carefully select your mentors. We use a rigorous 
recruitment and interview process, as these are some of  the best 
teachers in the nation. 

5. Just-in-time learning: This should be status quo in the classrooms 
of  new teachers and in collaborative grade-level and departmental 
teams.

6. Assessment: Although the idea of  assessment was seen as a negative 
by some of  our veteran teachers, the new teachers found that 
analyzing students’ work helped them meet their students’ needs.
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So the new-teacher program is helping new teachers differentiate instruction, 
and providing them with a new set of  norms, values, and beliefs. And it’s not 
just course work that we add in, but a professional network of  new teachers 
and their mentors and seminar series that are built around the assessed needs 
of  our new teachers. And of  course the aim of  all this is student achievement 
and the kinds of  dispositions and knowledge that we want new teachers to 
have to accelerate student learning. We want to build these kinds of  assessment 
practices into our programs so that teachers will be prepared to use them in 
their own classrooms.

The Importance of Mentors

As you begin to think about the kind of  program you’re going to develop, the 
way you handle mentor selection is key because you could implement a buddy 
system in which anyone could be a mentor, or you could look for something 
a bit more rigorous to ensure that you’re really getting outstanding mentors. 
Now, how do you know where the outstanding teachers are, and what criteria 
should you use to determine that? Though not particularly scientific, going 
into a community and interviewing teachers, students, and parents will point 
you to the best teachers. Those are the individuals we want to recruit for these 
roles, teachers who have had experience working in diverse settings, in urban 
settings; teachers who are bilingual, multicultural. We want a diverse group 
of  mentors and, most importantly, we want mentors who have outstanding 
interpersonal communication skills.

When I talk about mentors, I’m referring to “instructional mentors,” or 
“educative mentoring.” The notion is about in-classroom, instructional 
support on a weekly basis so that our mentors can articulate their knowledge of  
best practice, and our beginning teachers can begin to articulate what good 
teaching looks like. Our mentors help the new teachers balance those immediate 
needs with the long-term vision. The role of  mentor is complicated—as 
complicated as teaching. You can walk into a classroom and you see that 
the teacher has five different needs. Which one is the mentor going to hone 
in on? Where’s the entry point? And how do we get the beginning teacher to 
see that this is a need? So mentoring is a skill, it takes training, thinking, and 
a lot of  work to be able to really support teacher development. And that’s 
another myth that we need to get rid of—that anyone can teach. Teaching is 
complicated; it takes years to learn how to teach. All of  us know that because 
we each in our own way have gone out looking for the best teachers for our 
children, our nieces, our nephews, and our grandchildren. Another aspect of  
our work is that teaching is an inquiry, meaning we want new teachers who 

Moir



167

are constantly inquiring into their practice. If  a teacher were to give a test 
that three-fourths of  the students failed, and he or she remarked, “It’s the 
kids—you know how they are,” then we are getting nowhere. We want the 
teacher who says, “Well, let’s look at these data that we’ve collected. Oh, my 
goodness—I must not have taught this concept. I’m going to have to reteach 
it,” and then hones in on what that area is.

Assessment
A central part of  our mentoring is our formative assessment system, which 
really begins with helping new teachers understand their context. Who are 
my students and what do they bring? What kinds of  experiences have they 
had? What are their communities like? Teachers really need to understand 
their students and what they know, because we’re never going to get the kind 
of  student achievement we want unless we build strong relationships between 
students and teachers.

Next we move into a cycle of  examining practice in our new teachers from 
the very beginning. We’re not doing this to them; our assessment system is 
a model for what we want teachers in the classroom to be doing with their 
kids. When we introduce it to our mentors, they say, “Oh, this assessment, 
this is what I do with my class all the time.” So we’re assessing where the 
beginning teacher starts, taking stock, observing on a regular basis, giving rich 
feedback, looking at interventions, and helping them constantly move their 
practice forward. It’s a robust inquiry into teaching, and they love it because 
they realize that that’s what makes us care so much about our profession. 
As part of  our assessment, we use the California Standards for the Teaching 
Profession. The thing I like most about the way these standards are designed 
is that they ask good questions. Why do I or how do I connect to my students’ 
prior knowledge? These kinds of  questions force teachers to think about why 
they’re doing something. What’s the rationale, what’s the payoff, what’s the 
benefit, how do I do it? So there’s a constant reflection, and I think California 
is ahead of  the game in having a design like this, which brings a whole new 
dimension to the concept of  standards.

It’s not enough, however, just to have standards; you also have to have criteria. 
What should a beginner do at his or her first stages, and what does someone 
who’s an innovative teacher look like over time? We tell teachers we want them 
to be outstanding, but we don’t ever give them a road map of  what outstanding 
looks like. Instead, we give them a checklist—a very small checklist—and it 
always has “Classroom Management” on it. Yes, classroom management is 
important, but there are so many other areas that are important. How do I 
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engage my students? How do I assess my students? Do I know my content 
knowledge? Do I have my content pedagogy? Am I able to differentiate 
instruction? There’s a host of  things that we need to be teaching teachers. On 
a weekly basis, we have our collaborative assessment log, with which both the 
mentor and the new teacher collect data, and this becomes part of  the new 
teacher’s portfolio. These are not formal portfolios that they’re going to be 
graded on at the end of  the year, but a way for them to assess their own growth 
over time. Since most new teachers think they’re doing a lousy job when in 
fact, for many, the opposite is true, we always start with what’s working. In 
this way, we can be another set of  eyes for our teachers. Often the things in the 
“what’s not working” category start to cross over into the “what’s working” 
category, and so new teachers can see their growth and development over 
time. This is a far cry from random acts of  mentoring; we are very steady in 
our support of  new teachers. 

Building Support
Retention is important because a good teacher needs to develop over time. 
According to data from 2002, California has retained upwards of  76 percent 
of  its new teachers; in our work over the past six years, we’ve been able to 
retain 88 percent. New teachers who are inducted in this way have a new 
vision on teaching. They’re interested in teamwork and collaboration and 
leading and learning, which helps build the kind of  adult community that 
supports teachers. We’ve used the standard value-added methodology to see 
if  students of  new teachers who are getting this kind of  intensive support are 
showing gains in scores over time, and we found that our mentor-to-new-
teacher ratio is most effective at 1:13 or 1:15, depending on the number of  
schools. Another important aspect of  our program is that it’s a two-year model. 
California is spending approximately $88 million plus the in-kind money that 
the school districts contribute; mentoring costs about $6,000 per new teacher 
in California when you combine the state money and the district contribution. 
In our study of  three school districts using mentor-based instruction, all three 
implemented the 1:15 ratio in year one; in year two, however, District A used 
a 1:1 buddy system, District B used a 1:35 ratio, and District C kept the 1:15 
ratio. In the end, District C—the Santa Cruz New Teacher Project—had the 
greatest percentage of  reading achievement. So you can see the kind of  gains 
that we’ve been able to make.

Through standardized-test-score data, we are seeing what happens to new 
teachers who get support their second year. The first year of  teaching is like, 
“Thank goodness I’m finished with this,” and so a mentor is able to get a lot 
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accomplished and make a huge difference. But by the second year, the mentor 
can be much more focused on long-term planning, curriculum development, 
content-specific pedagogy, and assessment. I think it is important to really 
stay the course as long as possible to ensure that these kinds of  things are 
embedded in a teacher’s life, which in the end is really what this is all about.

There’s a set of  beliefs and norms and values that we think are critical for our 
profession, and we want to make sure not only that they happen in preservice, 
but that they continue in induction and across the lives of  teachers, as they 
mature in the profession or move into other kinds of  leadership roles. In our 
preservice program, we’re using a formative assessment system that’s very 
similar to what we’re using in induction. We’re linking our clinical faculty 
so that teachers are getting the training that the mentors are getting in the 
induction program, which happens every Friday morning for three and a half  
hours in Silicon Valley and Santa Cruz. You could come any Friday morning 
and you would leave with goosebumps because you start to see what happens 
when we value, love, care for, and support exemplary teachers. And that 
might’ve been the biggest surprise to me in all of  this. I got into this because 
I didn’t want more of  our graduates to quit; they had a commitment to social 
justice, they cared about kids, and they were going to make a huge difference. 
And as we’ve grown and developed over time, our assessment has gotten 
better, our professional development has gotten better, the mentors have 
gotten better, but the surprise has been that the exemplary veteran teachers 
have thrived. Many districts in this country give out stipends of  six or eight 
hundred dollars for being a mentor. While this is not a lot of  money, it seems 
like money wasted, as on-the-side mentoring can’t compare to the kind of  
thoughtful, full-time mentoring that provides the intensive support that our 
new teachers really need. 
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