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_ Novice
Teachers

ou will not fail here; we
won’t let you!” said the lead
teacher for our 1st-grade
team of five teachers at a K-5
public school. I (K.F.) had
taught for 11 years in Seventh-day Ad-
ventist schools before moving to this
Tennessee public school but was
usually the only teacher at my grade
level. This public school followed the
Professional Learning Communities
(PLCs) format!; teachers at the same
grade level met weekly to share lesson
ideas to support struggling students. I
was assigned a mentor for my first
three years. Then I became a mentor
for a new teacher. This program was

/

! 17:"“;‘

for first-year teachers and teachers
new to the district.

Providing scaffolding for novice
teachers is essential.? When I taught
in Adventist schools, I never had a
formal mentor. Yet, I experienced the
benefit of having support from other
professionals, and with a God-given
passion for teaching, I grew daily in
my profession. However, many novice
teachers with the same God-given pas-
sion do not have the essential support
needed to thrive, and some leave their
schools or even the teaching profes-
sion after a few years. Would support
have helped them stay?

Teacher Attrition Is a Problem

Teacher turnover is a growing prob-
lem. As veteran teachers retire, more
young, inexperienced teachers replace
them.3 Teachers, especially novice
teachers, can become overwhelmed
with workload responsibilities, class-
room management, interactions with
parents, constituents, administrators,
and high levels of stress.* Teacher
turnover can harm student achieve-
ment and has a high financial cost.5
Also, fewer applicants are entering the
profession. Between the 2008-2009
and the 2016-2017 school year, univer-
sities in the U. S. reported a 27.4 per-
cent drop in teachers completing
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teacher-education programs.®

It is essential to retain qualified
teachers. The United States Depart-
ment of Education (DOE) studies indi-
cate that, throughout the U.S., roughly
17 percent of new teachers leave the
profession within the first five years.”
Earlier research suggested that at least
a third® and, in some cases, as many
as 40 to 50 percent of U.S. teachers
leave in the first five years.’ Research
regarding Adventist teachers’ retention
rates is limited.

Is Mentoring a Solution?

Mentoring and other supports, such
as a reduced teaching load and struc-
tured reflection opportunities, can in-
crease retention in the profession.” In-
creased support in Finland, Singapore,
Canada, and Australia improved reten-
tion rates. For example, in a report
published five years ago, the Toronto
[Canada] school district reported that
it was annually retaining 98 percent of
its first-year teachers )." Many U.S.
school districts have developed
teacher-induction programs to famil-
iarize novices with school culture and
norms. Mentoring helps new teachers
develop essential skills and confidence
and is most effective when it utilizes
multiple approaches.'

From 1988 through 2009, the Na-
tional Center for Education Statistics
within the U.S. DOE surveyed teachers
from the 50 states and the District of
Columbia. The Schools and Staffing
Survey (SASS) and the Teacher Fol-
low-up Survey (TFS) indicated that a
greater percentage of private school
teachers left teaching than public
school teachers.'?

Seventh-day Adventist Education
Adventist education differs in many
ways from public education. Although
both systems prepare students for
work within society, Adventist educa-
tion, like most forms of Christian edu-
cation, focuses on preparing students
for this life and for eternity,'* and en-
couraging students to commit their
lives to Jesus Christ. Adventist educa-

tion occurs in a nurturing, Christian
environment encompassing mental,
physical, and spiritual growth.! So-
cial-emotional learning is another area
to be included in a well-rounded edu-
cation.'®

Public school teachers have extra-
curricular responsibilities, such as bus
duty or school leadership committees.
The Adventist teacher’s responsibil-
ities can be even more encompassing,
such as cleaning the school bath-
rooms, painting the school’s exterior,
and participating in church activities!
Additionally, small school sizes can
mean lots of work for each teacher.
Many schools in the Adventist
Church’s North American Division
(NAD) have three or fewer teachers
(55 percent). In the 2021-2022 school
year, the NAD had 161 PreK-12
schools with one teacher, 144 schools
with two, 95 schools with three, and
332 schools with four or more
teachers. The 9,966 full-time teachers
and administrators are employed in
elementary, secondary, university, and
early-childhood positions. Some ad-
ministrators are teaching principals. In
2021, NAD schools served more than
74,000 students.!” Adventist teachers,
particularly if they have little support
and heavy workloads, can quickly
“burn out,” potentially exiting the
teaching profession.

Research on Seventh-day Adventist
teacher commitment and mentoring is
limited. In a study conducted more
than 20 years ago in the Lake Union
Conference of NAD, male teacher
commitment was correlated with job
satisfaction; commitment to the
church organization was related to fe-
male job satisfaction.!® In 1999,
McCune published results of a small
survey of Adventist novice teachers in
California indicating that 43 percent
felt they received unsatisfactory sup-
port. Many of these teachers desired
mentors.’ The most comprehensive
study, however, began in 1987 and
continued every two years until 2007.
This study, known as the Profile
Study, surveyed Adventist educators
and was conducted in Bermuda, Can-
ada, and the United States. According

to Profile 2004 (and later, Profile
2007), most Adventist K-12 teachers in
the NAD were highly educated, certi-
fied, and committed to teaching in Ad-
ventist schools.?® Analysis of the Pro-
file 2007 study showed that more than
92 percent of the teachers indicated a
desire to remain in Adventist schools
for the next three years. Teachers were
slightly more committed to the Ad-
ventist system than to their current
school. These results indicated a com-
mitted K-12 workforce in the NAD.?

A more recent report showed a loss
of about one percent per year of Ad-
ventist teachers from Adventist
schools worldwide or roughly 1,000
teachers annually.?* About 30 percent
of the Adventist teachers worldwide
who left were replaced with non-
Adventist teachers, which is concern-
ing for a mission-minded church. Al-
though teachers leave for various rea-
sons, it is crucial to examine whether
support encourages teachers to stay.

In 2014, the NAD Education Task-
force (NADET) assessed various is-
sues in Adventist education. Rec-
ommendations included improving
professional-development opportuni-
ties and support, especially for
teachers at small schools, teaching
principals, and boarding academy
principals.? Studies of public schools
have shown that mentoring and other
supports can raise teacher self-efficacy
and retention).?* Novice teachers espe-
cially need support.?®

Can Support Raise Adventist Teacher
Retention Levels?

My research (K.F.) examined the
influence of mentoring, teacher self-
efficacy (confidence in teaching abil-
ity), and perceptions of organizational
support on Seventh-day Adventist
novice teacher commitment to the
teaching profession in the North
American Division. Characteristics of
effective mentors and mentoring pro-
grams were identified, and novices’
mentoring experiences, as well as
comparisons of novice and mentor ex-
pectations, were recorded using quan-
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titative surveys, qualitative interviews,
observations, and artifact collection.

The population for my study was
novice teachers in areas of the eight
union conferences of the NAD located
within the continental United States. I
obtained Institutional Review Board
approval from Andrews University
(Berrien Springs, Michigan, U.S.A.)
and permission from the NAD Office
of Education. Then, I contacted indi-
vidual conferences and asked them to
identify novice and mentor teachers in
their territories so that I could inter-
view them for the study.

I (K.F.) used the Novice Teacher Ef-
ficacy, Support, and Mentoring Survey
to collect responses from beginning
Adventist teachers (0-5 years experi-
ence). The Mentoring Survey collected
responses from teachers who were
currently or had recently been men-
tors. Both surveys asked about years
in teaching, grades taught, gender,
age, school size, and location. Novices
reflected on their commitment to the
teaching profession, self-efficacy, and
perceptions of organizational support.
They reported whether they had an
assigned mentor, an informal mentor,
or no mentor. Both novices and men-
tors identified qualities they consid-
ered necessary for a mentor teacher
and a mentoring program to possess.
Teachers were surveyed during the
2019-2020 school year. Interviews, ob-
servations, and artifact collection oc-
curred in the 2019-2020 and the 2020-
2021 school years (affected somewhat
by quarantines).

Data Analysis

Next, quantitative data analysis
(frequency distributions, means, stan-
dard deviations, percentages, Pearson’s
correlations, Cronbach’s alpha, and
hierarchical linear regression) was con-
ducted. Qualitative analysis (coding)
analyzed responses to interviews, ob-
servations, and artifact collection (men-
tor handbooks, checklists, and coach
and mentor job descriptions). Member
checking of participants (returning re-
sponses to respondents so they can val-

Practical Ways Schools Can Support Novice Teachers

New teacher induction: Veteran teachers and administrators must familiarize
novices with important school policies and procedures. We recommend a combination
of face-to-face experiences to build community as well as virtual experiences to add
flexibility to the new teachers’ schedules.

Mentor program: Novice teachers can be paired with veteran teachers, retired
teachers, conference personnel, a conference coach, other educators in the com-
munity, or virtual mentors. Novice teachers should decide the agenda for the meetings.
Novel ways to increase mentors’ and mentees’ bandwidths are to do walking meetings
(meetings that take place during a walk rather than in a conference room) or have a
professional learning hour where all teachers engage in some form of professional de-
velopment according to their individualized growth plans.

Administrative support: Administrators can provide tips, encouragement, and
feedback from formal or informal teacher evaluations. Principals should maintain com-
munication, check in with novices periodically, and offer to help in the classroom as
needed, such as reading during story time or watching the teacher’s class during
lunch or recess.

Planning time/PL.C.s: Novice teachers should have a planning time built into the
day or week. If creative scheduling allows each teacher at least one class period per
week to use for lesson planning, grading, or meeting with a Professional Learning
Community? such as teachers at similar grade levels, this could increase efficacy and
lower stress levels.

Reduced teaching load: Creative planning could allow a novice one afternoon a
month to meet with a mentor, observe a veteran teacher, or reflect and plan for the
coming week.

Online supports: Curriculum and Instruction Resource Center Linking Educators
(http://circle.adventist.org) is an Adventist online support providing resources to
teachers. The Journal of Adventist Education’s searchable database (http://jae.advent
ist.org and on the app) is also a resource, as is its companion resource Adventist Edu-
cators Blog (https://adventisteducators.org/).

Growth mindset: Carol Dweck? noted that viewing mistakes as opportunities for
growth, rather than failures, allows for learning. This mindset can help novice teach-
ers. Principals can encourage novices to learn from mistakes, set goals, and reflect on

practices rather than becoming discouraged by setbacks.

idate them) helped ensure accuracy
and preserved intended meanings.

The researcher observed micro- and
macro-mentoring sessions (K.F.). I de-
fined micro-mentoring as a mentor-
novice partnership (a mentor assigned
to one or two novices). Macro-mentor-
ing referred to an instructional coach
for the school or conference who as-
sisted multiple teachers. Informal men-
toring was defined as assistance pro-
vided by colleagues, principals, or
friends (not assigned mentors).

Results

Fifty-four novice teachers re-
sponded from 21 NAD conferences:
Arkansas/Louisiana, Chesapeake,
Florida, Hawaii, Idaho, Illinois, Indi-
ana, lowa-Missouri, Michigan, Mon-
tana, New Jersey, Oregon, Pennsylva-
nia, Rocky Mountain, South Atlantic,
South Central, Southeastern Califor-
nia, Texico, Upper Columbia, Wash-
ington, and Wisconsin. Eighty-three
percent of the respondents were fe-
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male, under 30 years old (61.1 per-
cent), and held bachelors’ degrees (79
percent). Seventy-four percent had
three or fewer years of experience.
Novice teachers were from small (1-3
teachers), medium (4-10), and large
(11 or more) Adventist schools across
the NAD (K-8, K-10, academies). Most
teachers had between 11 and 20 stu-
dents (52 percent) but taught in
schools with student populations of
110 or fewer. Roughly 26 percent were
teaching in rural settings.

Mentor teachers represented 14
NAD conferences: Arkansas-Lou-
isiana, Chesapeake, Florida, Idaho, In-
diana, Iowa-Missouri, Michigan, New
Jersey, Ohio, Oregon, Pennsylvania,
South Central, Upper Columbia, and
Washington. Thirty of the 34 mentors
were female, and more than half were
between 40-59 years old (56 percent).
Student populations in their schools
ranged from 11 to 680 students. More
than half of the mentors worked in
schools with fewer than 100 students.

Novice teachers had moderate com-
mitment levels to the teaching profes-
sion; levels of self-efficacy and percep-
tions of administrative support were
also moderate. Self-efficacy encom-
passed three aspects: implementa-
tional (leadership skills), instructional,
and relationship. All three self-efficacy
aspects were at moderate levels. In
this study, mentoring had no statisti-
cally significant effect on teacher com-
mitment to the profession. Hierarchi-
cal linear regression indicated that
teacher mentoring, self-efficacy, and
perceived organizational support ex-
plained about 38 percent of the vari-
ance in teacher commitment to the
profession. However, only admin-
istrative support and relationship self-
efficacy were significant predictors.

Roughly 80 percent of the novice
teachers had received some mentoring
during their first year or during the
survey period. Some had assigned
mentors, while others benefitted from
conference instructional coaches. Col-
leagues and principals provided some
informal mentoring. Roughly 20 per-
cent of the novices had never experi-
enced mentor support.

Ten novice and 12 mentor teachers

were interviewed. These interviews in-
cluded representatives from the
macro-mentoring, micro-mentoring,
informal, and no-mentoring groups.
Most of the interviews and observa-
tions were recorded via Zoom; a few
were phone interviews. Observations
were conducted in both micro- and
macro-mentoring sessions.

Novice teachers lacking support
wanted mentors. One teacher indicated
that lack of support coupled with the

volume of work was “not sustainable
over time” and could force her to leave
the teaching profession, despite a love
for kids and teaching. Teachers with
mentors were grateful for the support.
Mentors interviewed were dedicated to
helping novice teachers.

Both groups felt mentors should
provide emotional support, have
teaching qualifications, and possess
coaching skills. Emotional support in-
cluded listening and encouragement.

Ideas for Principals and Conference Personnel

Collection of program/process data: Student demographic and achievement
data are collected throughout the North American Division (and other divisions, as
well). To determine effectiveness of mentoring and coaching programs, collection of
data regarding mentor programs and processes should be encouraged. This can be
used to inform future plans and will assist in supporting novice teachers and in

strengthening existing programs.

Explore coaching models: Several models have been used for coaching novices.
One helpful model described in the literature is Professional Learning Communities
(P.L.C.s). P.L.C.s provide assistance in a group setting.?® In my case (K.F.), my grade-
level team met once a week during a planning time while students in the entire grade
level were in special-area classes (art, music, physical education, library/counseling).
This grade-level support was invaluable as | (K.F.) assimilated into the public school
environment. Research on the coaching relationship is outlined in Lipton and Well-
man.? Research by DuFour® about Professional Learning Communities and Knight’s
Impact Learning coaching model®' can provide tips to help Adventist principals and
conferences set up P.L.C.s as well and to adapt coaching methods to work for church
schools.

Adapt chosen model to Adventist schools: Because many Adventist schools are
small, teachers may not be part of a PL.C. It is imperative that a novice teacher have
access to coaches, even if in non-traditional ways. For example, a teacher in a two-
teacher school may be coached by the other teacher in this dyad; a teacher in a one-
teacher school (though not an advisable setting for a first-year teacher) might have
access to a veteran teacher via Zoom. The conference education superintendent
could recommend a veteran teacher to serve as one. Some schools even utilize
teacher study groups that meet once a week via Zoom or another platform (see
http://circle.adventist.org/files/jae/en/jae199658032405.pdf for additional ideas).
Novice teachers must be provided with resources and can have weekly check-ins
with a veteran teacher, even over geographic distances.

Encourage Reflection: Before the school year begins, novice teachers can be
provided with orientation meetings. During those meetings, novice teachers can be
encouraged to embrace a growth mindset and to reflect on their practices. During the
school year, they can take an active role to seek out help from another teacher or
conference personnel. While it is important to provide support for novices, it is also
important for novices to adopt active roles in reaching out for help as needed.

http://jae.adventist.org
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A study by Strauss et al. found that
teachers desired support and a men-
toring relationship that involved good
communication.? Previous literature
confirmed the importance of teacher
qualifications, including mentor train-
ing and coaching skills.*

Novice teacher qualitative themes
included: commitment to student suc-
cess, sense of mission, inconsistent
support, appreciation of support, and
growing professionally over time.
These themes corroborated the per-
spective that Adventist teachers have
a sense of mission,** and want to lead
students to Jesus,* but may experi-
ence inconsistent support.*° Prior re-
search by Thayer et al. confirmed the
need to support novice teachers and
provide professional development.3”

Mentors’ themes included: A pas-
sion for novice success and reciprocal
learning and growth. Mentors noted
that accountability is crucial for effec-
tive mentor programs. Research has
revealed that mentor programs need
structure and accountability.?® In this
study, there was inconsistency regard-
ing mentor programs; Some novice
teachers enjoyed structured mentoring
and coaching, some had informal
mentors, but others had no support.®

For many participants in my (K.F.)
study, a structured program included a
formally assigned mentor for each
novice teacher. Mentors met regularly
with novices. For others, the local
conferences provided an instructional
coach (or coaches) to assist novices as
needed. Many programs also included
induction at the beginning of the
school year. Whatever method is used,
a structured program should offer sup-
port, with accountability to the confer-
ence for program success.

Of the mentor teachers interviewed,
none received remuneration for their
time. Mentors were driven by a desire
to see novices succeed and felt it a
privilege to share ideas and methods
gleaned from years of experience.
When I taught in the public school
system, the only mentors who were
compensated were the leaders of the
mentoring program at the school level.

Conclusions and Recommendations

With fewer than 100 participants, it
is difficult to draw conclusions for all
novice teachers in the North American
Division or the world. Although self-
efficacy and administrative support
were significant predictors of commit-
ment to the profession, mentoring as a
single variable had no significant effect
on teacher commitment. However, as
each support variable was added to
the equation, the importance of men-
toring increased. Mentoring could be-
come statistically significant with a
larger sample size and adding other
support variables. This conclusion is
consistent with Ingersoll.** Novices
who receive an array of supports, such
as mentoring, administrative support,
planning time, and reduced teaching
load, tend to have higher levels of
commitment to the profession.

The findings indicated that novice
Adventist teachers who feel supported
and have high self-efficacy are more
likely to remain committed to the
teaching profession. Several models
were observed in NAD K-12 schools:
micro-mentoring, macro-mentoring,
and informal support. Currently, in-
consistent levels of support exist for
novice teachers across the NAD struc-
ture, and accountability at the school
or conference level is needed. More
research needs to be conducted to ex-
amine methods that work well in the
Adventist school environment. Confer-
ences and principals must find ways
to improve support for novice Advent-
ist teachers." &

This article has been peer reviewed.
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