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The first year is the most formative period in a teacher’s career and support is crucial if they are to develop the competencies, confidence and attitudes that will keep them happy and successful in the job. Induction should ensure that professional and career development has a firm foundation because it gives new teachers opportunities to become successful in teaching and begin to make a real impact on school development (Bubb, 2007). After looking at how induction works in England and what is known about it nationally, this paper examines its current impact in one local authority. It evaluates how different parts of the induction entitlement are being experienced by new teachers and suggests tipping points that make a positive difference if they go well, and which have a damaging effect when they do not.
Induction in England

Since 1999, induction has been statutory for all newly qualified teachers (NQTs) in England’s state funded schools (DfEE, 1999). The induction period lasts for a school year, which in most cases means that it will start in September and end in July. This is three terms or the part-time equivalent. New teachers are protected from "unreasonable" demands such as curriculum co-ordination and especially demanding behaviour problems. They have a ten per cent reduction in timetable for professional development activities such as observing other teachers; an individualised programme of support, monitoring and assessment from an induction tutor; and objectives are set to help meet the standards for the induction period. There are assessment meetings and reports at the end of each of the three terms. 
For those who do not meet the standards, the consequences are severe: people who fail induction in England are never again allowed to teach in maintained schools or non-maintained special schools. The numbers of people failing are small: as Table 1 shows, only 87 failed while 74,000 passed over three years nationally. However, others jump before they’re pushed but nobody quite knows how many. Extensions are only allowed in special cases such as being absent for more than 30 days, and these are awarded by the Appropriate Body (AB) – the local authority or the Independent Schools Council Teacher Induction Panel (ISCTIP).
Table 1: Induction results (GTCE, 2006, p6) 

	Induction result
	2005-06
	2004-05
	2003-04

	Passed
	25,858
	25,216
	22,955

	Extended
	109
	185
	148

	Failed
	22
	41
	24


Empirical research evaluating the impact of the first two years of the policy 1999-2001 (Totterdell et al, 2002; Bubb et al, 2002) showed that it was largely successful. Many headteachers and induction tutors considered that the structure of induction had accelerated the progress of their new teachers, enabling them to get to grips with aspects of teaching earlier than previously. It had also raised expectations of what should be achieved in the first year of teaching. However, experiences were varied: a fifth of NQTs did not receive their entire reduced timetable throughout the year; a fifth did not think their induction tutor gave useful advice; one in 11 had not observed any other teachers; three-quarters had some non-teaching responsibility; and half considered that they taught classes with challenging behaviour. The locus of learning is very much focused on the individual NQT’s school. For instance, they are mentored by another teacher in the school who acts as ‘induction tutor’ and assessment decisions are taken by this person and the headteacher. So the quality of support and monitoring is of key importance. 

Research aims and methods
This paper will investigate the impact of induction experiences on new teachers now, and over the last six years, asking:

· Which parts of the induction regulations are being complied with and which are proving most problematic?

· What are the tipping points in the induction year, which contribute to its success or otherwise?

The paper will identify the tipping points that make the difference to the effectiveness and resilience of new teachers and analyse the consequences of actions and experiences at key points during the year. It will consider whether the structure of induction helps both the strongest and the weakest new staff to become effective teachers who make a positive impact on their students. As such, this paper will be of importance in understanding the impact of positive and negative experiences in the first year of teaching.

The research draws on an analysis of surveys of new primary teachers (between 60 and 100 a year) over six years (2000-01 to 2006-07) in challenging schools in an inner London local authority (LA) where there are high levels of deprivation. Thirty-seven per cent of pupils are eligible for free school meals and over 40 per cent are from one parent families (ALG, 2006). It also draws on visits to 11 schools to quality assure induction provision: ten primaries and one secondary. Twenty primary and ten secondary NQTs were interviewed, as well as their induction tutors and headteachers. 

Which parts of the induction regulations are being complied with?
New teachers in the LA have varied experiences and there seems to be a positive correlation between ‘enjoyment’ of the induction year and whether key elements of induction, such as an accessible induction tutor and ten per cent reduction in timetable, are in place. 

Support
Just over half of new teachers said they were enjoying their job, which is a drop on previous years (see Table 2). Three years ago 35 per cent said that they loved it, in comparison to just 7 per cent this year. Worryingly, 24 per cent were not enjoying teaching this year – a much higher figure than three years ago (2 per cent) or six years ago (7 per cent). 
Table 2: How NQTs feel about their job 

	Year
	Hate
	Not much
	It’s okay
	Like it
	Love it

	2006-7
	3%
	21%
	21%
	46%
	7%

	2003-4
	0
	2%
	17%
	46%
	35%

	2000-1
	2%
	5%
	30%
	40%
	24%


One might have hoped that this year’s NQTs would be more positive with the ten per cent extra time out of the classroom for planning, preparation and assessment (PPA, introduced for all teachers in September 2005) in addition to the ten per cent reduced timetable for induction meaning that new teachers only teach for four out of five days. One NQT encapsulates the fine balance:

‘I enjoy teaching the children and my mentor has been superb but the workload is heavy – our team meetings are far too long and we spend a lot of time on assessment. I also dislike the scrutiny: I feel like an object under a microscope.’ 

Where NQTs perceived themselves not to be receiving a ‘fair deal’, they were quick to consider alternative opportunities - to leave the school and sometimes the profession. A fifth of respondents (19 per cent) had by June decided not to carry on working in the same school for another year compared to 14 per cent in 2000-2001. Seven per cent had got jobs in other schools but 12 per cent were not planning to be teaching. Pay and workload continue to be concerns: 

‘I am working my ass off and I get two weeks into the month and I’m over my overdraft limit. Financially, it’s unviable for me to live in London and earn an NQT’s salary.’

These are important messages for school and LA leaders to recognise if teachers are to be retained.
One might assume that NQTs were unhappy because they were not getting their induction entitlement but all NQTs had an induction tutor and the ten per cent reduced timetable. However, nearly a quarter considered that their induction tutor had not given effective guidance and support. Complaints centred around two issues: induction tutors not having enough time and knowledge to carry out the role:  one NQT said, ‘I had to tell her what to do’. Unlike other systems such as in California where mentors are employed in supporting new teachers fulltime (Feiman-Nemser et al, 1999), induction tutors in England are teachers within school who often take on the role with no recompense.

Although the LA keeps induction tutors up to date and runs induction tutor training consisting of four days interspersed with activities, there is a high turnover of people in this role. School leaders do not always choose the right person to support new teachers. The quality of induction tutors varies. Some are very experienced in the role as well as in teaching; have attended accredited training and read books on the topic; and maintain detailed induction files, including records of meetings, NQT objectives, assessment reports, etc. Others have little understanding of their role and their accountability. All induction tutors felt they needed more dedicated time to carry out their role in order to help new teachers develop. 

Table 3: Number of induction meetings of 20 minutes+ that primary NQTs had 

	No. of meetings
	0
	1-4
	5-8
	9-12
	13+

	2006-7
	0
	26%
	44%
	11%
	19%

	2003-4
	0
	20%
	24%
	29%
	28%

	2000-1
	0
	18%
	41%
	16%
	24%


The number of meetings that NQTs had with their induction tutors continues to vary widely (see Table 3): two-thirds were happy with the number they had but a third would have liked more. Many NQTs were full of praise for their induction tutors. Foundation Stage NQTs particularly valued support from someone who had taught their age group. Some NQTs found it difficult having the headteacher or deputy as induction tutor because it limited the amount of support they had. Several NQTs said that teaching in one-form entry schools was an added pressure because of having no one to plan and discuss with. Others pointed out that two NQTs shouldn’t be put into a year group on their own.

Although, three-quarters of new teachers discussed their Career Entry and Development Profile at the start of induction, people found it of limited use. They found setting objectives for their development useful but 14 per cent had not done so. Half set objectives every six weeks and half set them each term (about 13 weeks). Only a third of NQTs had a planned programme of activities for their induction time but nearly all (93 per cent) felt that they had used the time to develop professionally. One said: 

‘I feel that people at my school made their minds up quite quickly that I was going to be fine and pretty much left me to it.’ 

There was a close correspondence between those who had a programme and those who felt they had used the time very well. New teachers benefit from observing others. A half made up to four observations, 37 per cent observed up to eight teachers and 11 per cent had made more. Almost all attended the well established LA primary induction programme of 12 half days saying that they appreciated the chance to meet with other NQTs and gain inspiration: ‘They have given me resources and ideas that I can take and use in the classroom’.
Monitoring and assessment
The monitoring and assessment aspects of induction include observations of the NQT teaching and progress reviews every six to eight weeks as well as three end of term assessment meetings and reports. Most respondents were observed every half term but 15 per cent did not have the minimum of six observations and a few felt they were observed too many times. Observations were carried out by a range of people: all were observed by the induction tutor, a half by the headteacher and 11 per cent were seen by Ofsted inspectors. Constructive feedback was appreciated, as one new teacher said, ‘Everyone’s  feedback was useful as different people spotted different bits to improve’. However, some NQTs said there were delays in getting feedback, particularly in writing. Although it is actively discouraged, many NQTs had their lessons graded on the four-point inspection scale. This increased anxiety. One said, ‘It was a shock to be graded just satisfactory at first after being judged as strong in training’ and another said, ‘Grading is more of a status mark than helpful’.
Assessment reports are completed every term and sent to the Appropriate Body. Some were well written and detailed with clear targets and reflective comments from NQTs but others were sent late and completed with little care or attention.

Tipping points
Schools in which NQTs are treated in a professional manner and which offer high-quality induction benefit people not only in the first year of teaching, but throughout their career. Schools which are learning-centred communities help all staff develop. Compare these two schools, which are physically close and with similar catchments:

Highland Primary provides excellent induction support, monitoring and assessment for its NQTs who as a result have become effective teachers and are exceptionally appreciative of the help they’ve been given. One said, ‘Induction was fantastic – it was relaxed but rigorous and supportive. I always knew what I needed to do’. The three NQTs were carefully recruited, spent time in the school before the induction year started, and were allocated experienced teaching assistants and put in a year group where there were experienced teachers. The induction tutor was the deputy headteacher and was experienced in working with trainee and newly qualified teachers. She met them regularly but she and other staff were always available for informal support. Her school induction policy made clear everyone’s roles and what should happen when. The NQTs were fully involved in whole school developments as well as having programmes of activities to meet their own needs. All three NQTs are already very effective teachers and one will be applying for Advanced Skills Teacher status as a result of his consistently outstanding lessons. 
The NQT at Lowland School was appointed at the last minute. He had not got round to applying for jobs when training and his references from his college were reserved. There were two people on the staff who had completed the four day induction tutor accreditation, but the headteacher gave the role to a teacher who was fairly new to the school and country (having trained abroad), did not have qualified teacher status and knew nothing about induction. She taught in the room next door to the NQT but they fell out early on and had no meetings. Although he was given the ten per cent reduced timetable, he was completely neglected in his first term, having no meetings or observations. He only complained when told he was failing at the start of the second term. The new deputy was asked by the headteacher to take over the role of the induction tutor at that point but did not know how induction worked and did not realise that two members of staff were very knowledgeable. The deputy put the NQT under extreme pressure in terms two and three. The reports were not written to a high standard and the first was six weeks late and the second eight weeks. There was no text to explain how the NQT was doing but simply a list of the standards which were met, in which progress was being made and which were areas for development. His teaching remained weak but the headteacher decided that he should pass induction as he was leaving the school. 

Thus, the ease with which teachers settle into their first job will depend on: 

· how well they met the QTS standards during training 

· the type and calibre of their initial teacher training and school placements 

· their motivation 

· how reflective and proactive they are 

· the context of the school and class
· the staffroom ethos – is it a caring and sharing one?
· the quality of the school’s induction and professional development provision. 

For those who only just scraped through their teaching qualification, a deficit model of induction is just what they need – an opportunity to develop from a low base. School leaders may be grateful for the protection of the assessment system to weed out people whose flaws identified during training turn out to have a detrimental effect on pupils’ learning when tested in the workplace. At the other extreme, there are many NQTs who are highly effective early on in their first year and induction should meet their needs too. 

I would like to suggest ten tipping points that make the difference to the impact that induction has on the effectiveness and resilience of new teachers.
1. Recruitment

School leaders need efficient and rigorous processes that ensure that they recruit the new teachers that are most likely to be effective and committed to their school. The LA in this research has a well-advertised pool system where applications from primary teachers are based on well thought through person specifications and those who are shortlisted are interviewed by a panel which includes headteachers. School leaders with vacancies then choose from people who have been accepted into the pool, interviewing them informally to see whether they will fit into the school. 
2. Pre-induction visits
New teachers who spend time in school before induction benefit enormously because they get to know people, pupils and how things work. A secondary school employed all their NQTs for the last few weeks of the summer term before they started in September. This gave the new teachers a great start. 
3. The induction tutor 

Headteachers are responsible for all arrangements and judgements concerning NQTs, although they can delegate tasks. Induction tutors need to be selected carefully from each school’s staff. As well as being fully aware of the requirements of the induction period, they need to have the skills, expertise and knowledge needed to coordinate effective guidance and support, and to make judgements about performance in relation to the Core Standards. Thus they will have specific professional development needs, such as observation, feed-back, coaching, report writing, and will in turn be able to get support if they need it. Most of all, the induction tutors need time to do the role.
4. Emotional support through the year

All the staff in schools should help NQTs, not just the nominated induction tutors. Where adult learning is valued alongside that of pupils, new teachers will feel safe to talk about their problems and get help. New teacher meetings and courses should not only aim to develop knowledge and skills but provide emotional support and help teachers’ resilience. One secondary school had weekly lunchtime meetings and a weekend away in the Brecon Beacons in the Spring. This gave much needed emotional support for people working with demanding and difficult students in a challenging school. Thousands of new teachers gain support from the Times Educational Supplement online community at www.tes.co.uk/staffroom.
5. The week before term starts

New teachers feel very anxious just before the induction year starts. They need to set up their classroom, plan lessons and update their subject knowledge in order to feel confident in what they will be teaching so it is helpful to talk to people who can help. 
6. Fitting the career entry and development profile into school portfolio systems
Every teacher needs a receptacle for all objectives, actions plans, reflections and assessments that can stay with them for their whole career and be used for induction, professional development, performance management, promotion and job applications. The career entry and development profile is a useful tool to help reflection and where it is used to fit into school portfolio systems it significantly influences teacher professionalism.
7. Identifying needs and setting objectives 

New teachers need to be proactive in ensuring that they benefit from induction: this is particularly true of the identification and analysis of their needs in order to get the help they need. Especially when new teachers encounter problems, they need to diagnose what’s going well and what needs improvement with a colleague (induction tutor). For instance, problems with managing behaviour are often the consequence of other issues related to planning, subject knowledge, relationships, expectations or assessment processes. 
8. Professional development

Professional development speeds up the process of becoming a better teacher if it is planned to meet specific needs. New teachers say that they learn most from observing others, working alongside another teacher and gaining ideas from practical courses and Teachers TV programmes.

9. Observations

There should be an early observation in the first few weeks to reassure the NQT, nip any issues in the bud and to ensure that useful objectives are set. New teachers need to be reflective because the discussion after observations is where much learning can take place. Grading lessons is not helpful.
10. Reviews of progress

Progress should be reviewed formally every six to eight weeks so that the NQT knows how they are doing and can be clear about specific areas for development. The three formal assessment meetings are very important in being a forum for discussing the reports which are sent to the AB. They should give a clear picture of how the NQT is meeting the standards.

Conclusion
Despite being in existence for seven years, induction is having a powerful impact in some schools but not others. The variability of NQTs’ experiences is unacceptable. Ultimately induction is a matter of professional accountability – a professional and ethical responsibility - to students and staff working within schools and to the profession as a whole (Bubb et al, 2005; Bubb and Earley, 2006). We need to ensure that induction has a powerful impact on all new teachers.
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