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EXECUTIVE
SUMMARY
Hope Street Group (HSG) launched its first State Teacher Fellows
(STF) program in Kentucky in 2013 and has since expanded to
Arizona, Hawaii, North Carolina, Tennessee, and Utah. With the
aim of amplifying teacher voice to inform state and district policies
that impact educators, the program provides training, tools,
resources, and support to cohorts of State Teacher Fellows
(STFs) in each state.
In fall 2017, Tennessee STFs distributed surveys to Tennessee
educators and held 68 in-person focus groups with 367
participants1 on topics related to teacher preparation programs,
new teacher support and mentoring, and teachers’ professional
plans for the coming year. A total of 1,262 teachers across
Tennessee completed the survey, and 386 responded to the
online focus group questions.
This report presents findings from the nine survey questions and
four focus group questions. The following is an overview of survey
and focus group findings and associated recommendations,
organized by topic area.
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Five STFs did not provide attendance information.
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TEACHER PREPARATION PROGRAMS
FINDINGS:

RECOMMENDATIONS:

Teachers emphasized the benefits of instruction
and support in classroom management within
teacher preparation programs. Teachers also
highlighted the positive impacts associated with
taking content-specific instructional methods
courses and courses on addressing student
needs, having high-quality mentors, and receiving
adequate pre-service time in the classroom.

➢ The Tennessee Department of Education
(TDOE) should continue to support teacher
induction and residency programs, which may
yield more effective and satisfied teachers
and result in greater student achievement.

Most teachers also commented that their
preparation programs encouraged them to
engage with Tennessee’s academic standards.

NEW TEACHER SUPPORT AND MENTORING
FINDINGS:

RECOMMENDATIONS:

When they were new teachers, most respondents
received various supports, such as new teacher
orientations, common planning time, and
mentoring. Approximately half of teachers had
formally assigned mentors, and nearly a third
received informal support from experienced
teachers.

➢ TDOE should consider sharing various
resources related to new teacher education
and mentoring with Tennessee districts,
following the example of statewide models in
Delaware, Connecticut, and Massachusetts,
as well as recommendations from the New
Teacher Center.

Teachers generally felt that mentors were helpful,
serving as sources of support and
encouragement. Mentors supported new teachers
in various areas, such as classroom
management, lesson planning, observations,
student work and assessment analysis, goal
setting for professional learning, and school
policies or procedures.

➢ Teachers advocated for high-quality mentors
who support new teacher induction and
professional learning, but not all teachers had
access to these mentors or received
additional supports as new teachers. In
addition, although TDOE requires that
mentors be highly effective, licensed teachers
who have release time for mentoring, it
leaves other decisions to districts. As a result,
Tennessee teachers may be experiencing
varied mentor-mentee support because of
different district policies. In response, TDOE
should share with districts examples of how
Tennessee districts have professionalized
mentor teacher positions, with additional
compensation and professional development.
Tennessee STFs also emphasized the
importance of hybrid roles for mentors and
protected non-instructional time.

By contrast, some teachers did not receive
mentoring or other additional supports as new
teachers. These teachers mentioned that they did
not have a formal time to meet with a mentor, did
not have a reduced workload as a new teacher,
and did not receive release time to observe other
teachers.
Moving forward, teachers suggested that
induction programs or professional learning
opportunities for new teachers include multiple
opportunities to observe different classrooms and
to be observed, school or state-specific
orientations, classroom management or lesson
planning support, emotional or personal support,
and additional time in the schedule for new

➢ Because teachers requested time to receive
relevant and collaborative professional
learning, TDOE should remind districts to
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teachers to manage their workload. Teachers also
suggested that these opportunities be relevant,
delivered by mentors or coaches, and provide
time for teachers to participate and collaborate
with one another.

review the TDOE Professional Learning
Planning and Evaluation Rubric (2017).
Tennessee STFs also emphasized the
importance of providing protected, noninstructional time for professional learning
participation and follow-up.

PROFESSIONAL PLANS
FINDINGS:

RECOMMENDATIONS:

The majority (79 percent) of Tennessee teachers
plan to stay in their current teaching position.
Approximately 10 percent reported that they plan
to change positions within the Tennessee
education system, and 4 percent plan to leave
teaching altogether.

There are no formal recommendations relevant
to this finding.
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INTRODUCTION
Hope Street Group (HSG) launched its first
State Teacher Fellows (STF) program in
Kentucky in 2013. Since that time, the program
has expanded to Arizona, Hawaii, North
Carolina, Tennessee, and Utah. With the aim of
amplifying teacher voice to inform state and
district policies that impact educators, the STF
program provides training, tools, resources, and
support to cohorts of State Teacher Fellows
(STFs) in each state.

group data and to report findings. HSG and
Magnolia Consulting present figures in the body
of the report that pertain to survey data. The
figures highlight overall survey findings, and
Appendix D presents survey data disaggregated
by CORE region, years of teaching experience,
and grade level. A separate appendix, with word
clouds depicting “Other” text box responses, is
available upon request to the Tennessee State
Director.

Policy Studies Associates (PSA) in Washington,
DC, conducted an independent evaluation of the
STF program in Tennessee for 2016–2017,
which was shared with the Tennessee
Department of Education (TDOE) and other
state partners. HSG has used the evaluation
data to make improvements to the STF
program. PSA is currently conducting an
independent evaluation of the STF program in
Tennessee for 2017–2018. HSG staff will use
PSA findings to make additional programmatic
improvements (if necessary), which they will
share with TDOE in summer 2018.

In addition to the survey figures, HSG and
Magnolia Consulting developed figures in the
body of the current report to highlight the most
common themes referenced by respondents for
each focus group question (Appendix E), with
darker shading for themes noted by a higher
number of respondents and lighter shading for
themes noted by a lower number of
respondents. HSG and Magnolia Consulting
collaborated to develop recommendations, and
Tennessee STFs offered their feedback on the
draft recommendations (Appendix F).

Fall Data Collection
In fall 2017, Tennessee STFs (Appendix A)
distributed surveys to educators across the state
and held 68 in-person focus groups with 367
participants2 on topics related to teacher
preparation programs, new teacher support and
mentoring, and teachers’ professional plans for
the coming year (Appendix B). TDOE worked
with HSG to share information about survey
availability with teachers across the state. STFs
hosted focus groups at their schools and
virtually across the state. A total of 1,262
teachers across the state completed the survey,
and 386 responded to the online focus group
questions (Appendix C).

Analysis and Reporting
HSG secured the services of Magnolia
Consulting, located in Charlottesville, Virginia, to
independently analyze STF survey and focus
2

Report Layout and Design
The layout of this report differs from previous
years’ reports. After consultation with STFs,
state-based partners, and state education
agency staff in each state, HSG is now providing
additional graphics and a layout more conducive
to sharing via social media, as STFs use social
media heavily to convey report findings to their
professional learning networks. The new layout
reflects many of the subtle yet important
changes partners have requested over the years
to improve the readability and overall
understanding of the data analysis and
recommendations.
HSG is committed to making changes to the
layout and organization of this report to help
TDOE better understand and act on the data
and recommendations. As such, HSG welcomes
feedback on the report from TDOE. The
Tennessee State Director, along with national
office staff, will promptly attend to any feedback.

Five STFs did not provide attendance information.
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TEACHER PREPARATION
PROGRAMS

Relevant Survey Findings
Tennessee teachers responded to several survey items related to their experiences in teacher
preparation programs. The first question asked teachers which teacher preparation courses had
been most impactful on their teaching practice. The largest percentage of teachers mentioned
that the following courses were most impactful: instructional methods courses in a specific
content area, classroom management courses, and courses on meeting student needs (Survey
Question 1).

Teacher preparation courses that included instructional methods in

a specific content area, classroom management, and meeting
the needs of all learners had the most impact on teaching
practice.
47%

INSTRUCTIONAL METHODS IN A SPECIFIC CONTENT AREA

40%

CLASSROOM MANAGEMENT

35%

MEETING THE NEEDS OF ALL LEARNERS

23%

DELIVERING LITERACY INSTRUCTION

21%

INSTRUCTIONAL TECHNOLOGY

18%

CLASSROOM ASSESSMENT
PRACTICES

14%

INSTRUCTIONAL DESIGN
FOR CRITICAL THINKING

7%

OTHER
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Teachers also reported whether their program encouraged them to engage with Tennessee’s
academic standards and whether their student teaching experience prepared them to teach in
the classroom. Overall, most teachers (60 percent) reported that their teacher preparation
program encouraged them to engage with Tennessee’s K–12 academic standards. An
additional 17 percent of teachers reported that they went to school out of state. Most teachers
(69 percent) also agreed that their student teaching experience prepared them for teaching in
the classroom (Survey Questions 2 and 3).

I attended a program
out of state
16%
Not
sure
7%

No
17%

Strongly
disagree
6%

More than half of teachers
indicated yes, their teacher
preparation program
encouraged them to engage
with Tennessee’s K–12
academic standards.

%

Yes
60%

I did not complete
student teaching
9%

Strongly
agree
22%

Disagre
e
16%

Most teachers agreed that their

student teaching
experience prepared them to
teach in the classroom.

%
Agree
47%
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Relevant Focus Group Findings
In focus groups, teachers discussed how their teacher preparation program’s student teaching
or field experience prepared them for the classroom. Some comments focused on the overall
quality of the experience, and others highlighted critical factors in student teaching or field
experience. Most teachers reported that their experiences were helpful, while others saw their
experiences as unhelpful. Teachers also noted several factors that impacted how they
perceived their student teaching or field experience, including the quality of their mentor,
whether they received support in classroom management skills, and the amount of time they
spent in the classroom (Focus Group Question 1).
Higher

Number of Respondents

Lower

Quality of
mentor

Classroom
management

Not helpful

Student
Teaching/Field
Experiences

Amount of
time in
classroom

Helpful
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The following themes highlight the quality of teacher preparation programs’ student teaching or
field experience.
EXPERIENCES WERE HELPFUL
Teachers commented that student teaching or field experience was helpful in
preparing them for the classroom.
“It provided me with great experiences to be prepared and go into my own
classroom. I felt that I was prepared to go into the profession of teaching.”
“The field experience was wonderful. I learned more through doing that than
anything I did.”

EXPERIENCES WERE NOT HELPFUL
Some teachers noted that their student teaching or field experience did not help them
in the classroom.
“Not at all honestly.”
“Not very well.”

Teachers also highlighted the following critical factors in student teaching or field experience,
which impacted teacher perceptions of the quality of the program.
MENTOR QUALITY
Teachers emphasized the importance of mentors during their student teaching or
field experience, with several noting positive impacts on teacher experiences.
“Mentors are what matters. What the mentor allows, the level of control, how
much support you have varies so much.”
“I think the relationship between mentor teachers and student teachers is a
MUST. Teachers need to be willing to be enthusiastic and real.”

CLASSROOM MANAGEMENT TECHNIQUES
Teachers commented that their student teaching or field experience did not include
sufficient support in classroom management, which negatively impacted their
perceptions of quality.
“It helped me get used to the workload, but not necessarily the classroom
management.”
“Practicums help a lot, but the programs do not prepare you for the classroom
discipline.”
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AMOUNT OF TIME IN THE CLASSROOM
Teachers shared that the amount of time spent in the classroom during student
teaching or field experience was key to their preparation for the classroom. Some
teachers commented that the duration was too short (e.g., a few months, did not
cover the beginning and end of the year), resulting in increased on-the-job learning.
“I feel like I should have had more student teaching time.”
“My student teaching didn’t occur at the beginning of the year. I didn’t realize
how much emotional support children would need and how long it would take to
teach routines.”
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Summary

In summary, teachers emphasized the benefits of instruction and support in
classroom management within their teacher preparation courses and student
teaching experiences. Teachers also highlighted the utility and positive impacts
associated with the following: instructional methods courses in specific content
areas, courses on meeting specific student needs, high-quality mentors, and
receiving adequate time in the classroom during student teaching experiences.
Most teachers also reported that their in-state teacher preparation programs
encouraged them to engage with Tennessee’s academic standards.

RECOMMENDATIONS
➢ TDOE should continue to support teacher induction and residency programs in the state,
which may yield more effective and satisfied teachers and result in greater student
achievement (New Teacher Center, 2017; Ingersoll & Strong, 2011). New efforts to
expand induction and residency programs should include a research component to
determine the expansion’s impact on instructional practice and student achievement, as
some studies suggest induction programs might not result in these improvements (IES,
2010; WWC, 2015).
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NEW TEACHER
SUPPORT AND
MENTORING

Relevant Survey Findings
Tennessee teachers responded to questions about the support they received as new teachers.
Many teachers reported that they received support from a formally assigned mentor, through
new teacher orientations, or through common planning time with other teachers in their grade
level or content area. Approximately one fifth of teachers reported receiving no support as a
new teacher (Survey Question 4).

New teachers most often received support from a formally assigned
mentor, orientations, and common planning time. Some new
teachers received no additional support.
50%

FORMALLY ASSIGNED MENTOR

46%

ORIENTATION FOR TEACHERS NEW TO THE PROFESSION AND NEW TO THE
DISTRICT

43%

ORIENTATION FOR TEACHERS NEW TO THE PROFESSION

40%

COMMON PLANNING TIME WITH OTHER TEACHERS IN MY GRADE
LEVEL OR CONTENT AREA

27%

ONGOING TRAININGS SPECIFICALLY
DESIGNED FOR TEACHERS NEW TO THE
PROFESSION

18%

I RECEIVED NO ADDITIONAL
SUPPORT AS A NEW
TEACHER

17%
12%

RELEASE TIME TO
OBSERVE OTHER
TEACHERS
AN ASSIGNED
INSTRUCTIONAL
COACH
FORMAL TIME TO MEET WITH MY
MENTOR DURING SCHOOL HOURS

9%
5%
3%

REDUCED WORKLOAD (E.G., NO
EXTRACURRICULAR COMMITMENTS)
OTHER
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Most teachers also agreed (65 percent) that they received additional support as a new teacher
that improved their practice. However, 34 percent of teachers disagreed with this statement.
Teachers also offered feedback on mentoring assignments, engagement, and support in the
online survey. Nearly half of teachers (49 percent) reported being assigned a mentor by school
or district leaders as a novice teacher, and nearly a third of teachers (32 percent) reported that
they received informal support from experienced teachers as a new teacher (Survey Questions
5 and 6).

Most teachers agreed that they
received additional support
as a new teacher that improved
their practice.

Strongly
disagree
6%
Strongly
agree
17%
Disagree
28%

%
Agree
48%

I was formally assigned a mentor by district leaders
I was formally assigned a mentor by school leaders
I was not assigned a mentor, but I received informal
support from one or more experienced teachers

Other

Nearly half of new teachers had
school- or district-assigned
mentors, and one third
received informal support

3% 8%
16%

%

I was not assigned a mentor and
did not receive informal support
from other teachers

instead of an assigned mentor.
41%

32%
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Of teachers who had school- or district-assigned mentors, more than half (54 percent) reported
working with their mentor to address student behavior or classroom management issues, and
approximately a quarter (27 percent) did not engage in any activities with their mentor. Most
teachers (69 percent) agreed that the support they received from their mentor improved their
practice, while nearly a third disagreed (31 percent; Survey Questions 7 and 8).

New teachers most often addressed student behavior or classroom
management issues with their assigned mentor, but 27% of
teachers did not engage in any activities with their mentor.
54%

WE ADDRESSED STUDENT BEHAVIOR OR CLASSROOM MANAGEMENT ISSUES

31%

WE DEVELOPED STANDARDS-ALIGNED LESSON
PLANS

29%

MY MENTOR OBSERVED ME IN THE CLASSROOM

27%

I DID NOT ENGAGE IN ANY ACTIVITIES WITH MY
MENTOR

26%

I OBSERVED MY MENTOR'S TEACHING

22%

WE ANALYZED STUDENT WORK

22%

WE SET PROFESSIONAL LEARNING
GOALS

18%

WE REVIEWED RESULTS OF
STUDENTS' SUMMATIVE
ASSESSMENTS

Strongly
disagree
8%
Disagree
22%

Strongly
agree
25%

%

Most teachers agreed that they
received support from their
mentor that improved their
practice.

Agree
44%
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Relevant Focus Group Findings
In focus groups, teachers discussed the type of induction program that new teachers should
receive in the early stages of their career. Teachers suggested that induction programs should
incorporate mentoring support for new teachers; provide teachers with multiple experiences in
classrooms; include an orientation to school-specific policies and procedures; provide support to
new teachers in classroom management and lesson/curriculum planning; allow for new teachers
to receive support from fellow teachers; and provide new teachers with additional time to plan,
prepare, and manage their workload (Focus Group Question 2).
Higher

Number of Respondents

Support with
classroom
management

Lower

Support with
lessons and
curriculum

Orientation
to school
policies
Support
opportunities
with fellow
teachers

New Teacher
Induction
Programs

More
time in
classrooms

Mentoring
support

Additional
planning and
preparation
time

MENTORING SUPPORT
Teachers requested mentors for new teachers. Specifically, they noted that mentors
should be experienced teachers who teach in the same content area or grade level,
within the same school. Teachers also suggested that mentors should have 1–2
mentees with whom they regularly meet or communicate with and that there should
be opportunities for mentors to observe new teachers and to provide feedback.
“Every new teacher needs a mentor in their department.”
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“I think it is important for a new teacher to have an experienced and capable
mentor to guide them.”

MORE TIME IN CLASSROOMS
Teachers shared that new teachers should have multiple experiences inside
classrooms during their undergraduate programs (e.g., residencies, student teaching)
and afterward (e.g., time to observe other teachers in the school) to observe or
practice varied teaching styles in a shared environment. Teachers added that
undergraduate experiences should last at least a full school year, with new teachers
present for the beginning and end of the year.
“Student teachers should be required to complete a yearlong internship. This
allows them to see all aspects of the educational process.”
“I think new teachers should have the chance to shadow teachers at all grade
levels so they can learn how to interact and work with all age groups.”

ORIENTATION TO SCHOOL POLICIES
Teachers stated that new teachers should receive some type of orientation to schoolspecific policies and procedures.
“New teachers should have induction at their school level. School climate is
different from school-to-school.”
“New teachers need to know the resources available to them. From the library,
to support staff, and everything in between. They need to be told how their
administration supports them and how to handle individual situations.”

SUPPORT WITH CLASSROOM MANAGEMENT
Teachers requested that new teachers receive support with classroom and behavior
management.
“How to teach disruptive students.”
“Anything on classroom management.”

SUPPORT WITH LESSONS AND CURRICULUM
Teachers suggested that new teachers receive support in curriculum and lesson
planning. Several teachers specifically mentioned support from instructional and
curriculum coaches.
“Collaboration with a curriculum coach would be helpful. There are programs
that new teachers felt were not sufficiently covered prior to entering the
classroom that a curriculum coach could provide much-needed information and
coaching for.”
“New teachers need specific guidance, including looking over student work,
constructing lesson plans, etc.”
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SUPPORT OPPORTUNITIES WITH FELLOW TEACHERS
Teachers noted that new teachers should have opportunities to meet with,
collaborate with, and receive support from other teachers in their school. Some
teachers suggested common planning times and regular meetings to collaborate and
to share ideas. Several teachers also noted that new teachers could benefit from
networking opportunities with other new teachers.
“A balanced approach that encourages collaboration with other new hires and
school colleagues.”
“Meet with other teachers to learn and get resources.”

ADDITIONAL PLANNING AND PREPARATION TIME
Teachers commented that those new to the profession need more time in their
workday to plan and prepare. Specifically, they noted that new teachers should have
time in the schedule for these tasks. Some cautioned that new teachers are
overwhelmed by the amount of work.
“I think reduced workload is important to new teachers, but they usually get
loaded up with extracurricular obligations.”
“New teachers need additional planning time to help with structure. That is the
hardest part of being a new teacher.”

In focus groups, teachers also offered feedback on the type and quality of support they received
from their mentors as new teachers. Most teachers reported receiving limited or no support from
their mentors, while others noted that they received support in various areas, such as lesson
planning, school policies and procedures, and classroom management. Teachers who received
support from their mentors also noted that mentors served as a general source of support,
provided encouragement or emotional support, allowed mentees to observe their teaching, and
provided feedback on teaching. Teachers offered divided perceptions on whether mentor
support was beneficial, and many emphasized the importance of having a mentor in the same
subject, grade level, or location as the mentee (Focus Group Question 3).
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Higher

Number of Respondents

Mentors
offered
support with
school policies,
procedures, and
protocols

Mentors
supported
lesson
planning

Mentors offered
support with
classroom
management

Lower

Mentors
provided
encouragement
or emotional
support
Mentors
modeled for
and observed
their mentees

Mentor
Support for
New Teachers
Insufficient
support

Mentors
were a
general
source of
support
Mentors provided
little to no formal
support

Positive
support

MENTORS PROVIDED LITTLE TO NO FORMAL SUPPORT
Many teachers stated that they received little to no formal mentoring support as new
teachers. Some of these teachers explained that they sought and found support from
informal mentors, such as teachers from neighboring classrooms or those teaching
similar content areas or grade levels.
“I received almost no support from my appointed mentor. It was very
disappointing.”
“I didn’t have an official mentor but the teacher across the hall helped me when
I needed it.”
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MENTORS WERE A GENERAL SOURCE OF SUPPORT
Teachers noted that when they were beginning their careers, their mentors would
check in on them periodically or provide advice or feedback. Some teachers shared
that their mentors were available to answer questions as needed.
“They were friendly and answered any questions that I had.”
“Weekly check-ins to address issues as needed.”

MENTORS SUPPORTED LESSON PLANNING
Teachers mentioned that they received support from mentors in lesson planning,
content, and pacing.
“Help in lesson planning and lesson delivery.”
“I was taught how to make unit and lesson plans.”

MENTORS OFFERED SUPPORT WITH SCHOOL POLICIES, PROCEDURES, AND
PROTOCOLS
Teachers also noted that their mentors provided school-related support. For example,
teachers mentioned that mentors taught them about school policies, procedures, and
safety protocols and assisted with school equipment.
“My mentor has helped me learn the procedures of the school like arranging
field trips.”
“She explained record keeping and items that may have not been explained in
faculty meetings. Coming in from the work force and not having an educational
degree, she explained teacher rules and procedures.”

MENTORS OFFERED SUPPORT WITH CLASSROOM MANAGEMENT
Teachers shared that their mentors provided them with support in classroom
management, such as dealing with student behavior issues.
“My mentor came in my classroom twice a week and helped out with classroom
management.”
“My mentor has provided group training for me and had me practice skills in
regards to behavior management and giving clear directions to students.”

MENTORS PROVIDED ENCOURAGEMENT OR EMOTIONAL SUPPORT
Several teachers shared that their mentors provided encouragement and emotional
support in the early years of their career.
“I could not have had any better support from my mentor...She had my back for
everything. If I felt lost or overwhelmed she made me feel comfortable. Coming
from someone who had test anxiety she made me feel so calm.”
“We could just talk and I even had emotional support. She built a relationship
with me. She made my first years of teaching great.”
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MENTORS MODELED FOR AND OBSERVED THEIR MENTEES
Teachers shared that, as new teachers, they were able to observe their mentors and
other teachers. Some teachers also mentioned being observed by mentors who
provided feedback on how to improve their teaching.
“She observed me in the classroom enough times that the students began to
ignore her. Having this “fly on the wall” perspective helped tremendously in
improving my teaching.”
“I was able to observe her and other teachers she recommended based on
what I needed (mostly classroom management and lesson pace).”

Teachers also commonly described the quality of mentoring support that they received:
MENTORS PROVIDED INSUFFICIENT SUPPORT
Some teachers expressed shortcomings in their mentoring experiences. These
teachers explained that the support they received did not fully meet their needs or
commented that other supports would have been more helpful (e.g., checklists).
Some teachers shared that their mentors were unavailable (e.g., too busy) or
unapproachable. Several teachers also mentioned difficulty in finding mentors in
similar subjects, grade levels, or locations.
“My mentor teacher taught two grade[s] below me and did not know my
curriculum. She could not help me with planning. She did help me learn the
clerical side of teaching, but not the academic.”
“Mentor teachers are generally too absorbed in meeting all of their own
classroom expectations and extracurricular activities to invest in their mentees.”

MENTORS PROVIDED POSITIVE SUPPORT
Some teachers had positive experiences with their mentors. For example, these
teachers noted how their mentors were helpful and provided support where needed.
Some teachers added that mentors in the same subject, grade level, or location were
particularly beneficial.
“My formal mentor was the teacher next door, and she was wonderful about
answering questions as they came up during the school day or immediately
after.”
“Again, my mentor teacher was fantastic. I am not sure that all the teachers in
the building received the same help that I did, but I consider myself very
fortunate.”
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In focus groups, teachers also discussed the types of professional learning or support that are
needed by all teachers, but particularly by new teachers. Teachers commonly requested
support with classroom management, with school or state policies and guidelines, and with
meeting the needs of different student groups (e.g., special education). Teachers also
requested emotional or personal support, opportunities to be observed, and support with
curriculum or lesson planning. When discussing the delivery of professional development,
teachers emphasized that the content should be practical and relevant, include opportunities to
collaborate with fellow teachers, and be delivered by mentors or coaches. Teachers also
requested additional time to participate in professional learning opportunities (Focus Group
Question 4).
Higher

Number of Respondents

Support with
Support with
state guidelines curriculum or
lesson
and standards
planning

Support in
meeting
student needs
Support
around
observations

Needed
Professional
Learning
Emotional or
personal
support
Support with
school policies
and procedures

Lower

Should
be practical
and relevant

Mentors or
coaches
should deliver

Teachers
need more
non-instruction
time
Teachers
need
opportunities to
collaborate

Support
with classroom
management
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The following themes correspond to the types of support that teachers noted are needed,
particularly for new teachers.
SUPPORT WITH CLASSROOM MANAGEMENT
Teachers shared that teachers, especially those new to the profession, need more
support with classroom management and student behavior issues.
“Professional development on behavior and classroom management is
needed to help new teachers.”
“The main thing is classroom management. You get that[,] the rest
comes through for you.”
SUPPORT WITH SCHOOL POLICIES, PROCEDURES, AND EXPECTATIONS
In addition to teaching strategies, teachers noted a need for support on schoolspecific topics. For example, teachers requested support with administrative
elements, such as policies, expectations, procedures (e.g., school software), and the
evaluation process at the school.
“Main thing coming in as a new teacher that would be beneficial is
knowing policies so far as accounting, bookkeeping, etc. Be up front
about it.”
“Teach me how to use the manuals, login information, the location to
where all materials are housed.”
SUPPORT IN EMOTIONAL OR PERSONAL AREAS
Teachers also requested emotional and personal support, such as with work-life
balance. Teachers noted this area of support is particularly relevant for new teachers.
“New teachers characteristically are given the worst students and
overwhelmed by a pile of duties. I made it, but most of my graduating
class of teachers did not. Makes you wonder.”
“Teachers need to be reflective about their practice.”
SUPPORT AROUND OBSERVATIONS
Teachers requested more opportunities for observation. Teachers expressed that
they want to observe other teachers, and some teachers noted that they want to be
observed and to receive feedback on their instruction.
“More opportunities for observation of master teachers, as well as the
opportunity to choose to be observed/critiqued in order to improve
practice.”
“Veteran teachers observing and giving constructive criticism.”
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SUPPORT IN MEETING THE NEEDS OF DIFFERENT STUDENT GROUPS
Teachers requested support in meeting the needs of different student groups,
particularly students in special education and at-risk students.
“Most new teachers do not know enough information about 504s and
IEPs. Meeting the needs of students receiving special education. I still
don’t feel like I am meeting their needs.”
“Serving students in high needs schools and providing culturally
relevant instruction.”
SUPPORT WITH STATE GUIDELINES AND STANDARDS
Teachers requested additional professional learning about state guidelines and
standards.
“Clear directions for carrying out changes that the state and school
system make. Making massive changes and saying we have the
freedom to interpret and carry them out is not helpful. We feel like we
are shooting at moving targets with blindfolds on.”
“It would be beneficial to have more realistic state-test training. How do I
make my tests a better representation of what will be expected of them
on the state-mandated end-of-course test?”
SUPPORT WITH CURRICULUM OR LESSON PLANNING
Teachers asked for support with lesson planning, including lesson pacing, and
support with implementing classroom curriculum or programs.
“As an educator[,] support with lesson plans and finding great material
for grade level would be beneficial.”
“Planning effectively.”
The following themes correspond to the delivery of professional learning or other supports.
PROFESSIONAL LEARNING SHOULD INCLUDE PRACTICAL AND RELEVANT
CONTENT
Teachers indicated that the content of professional learning should be practical and
relevant. For example, teachers shared that professional learning should focus on
teachers’ specific content areas or needs. Other teachers noted that professional
learning communities (PLCs) should occur between teachers in the same grade level
or content area.
“Eliminating system-wide in-service activities. Instead, allow like-subject
teachers to interact and share their own experiences and pose situations
with each other.”
“Professional developments should be specific focused on the teacher’s
subject area. Too often speakers are brought in at great cost sharing
pointless, useless knowledge.”
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MENTORS OR COACHES SHOULD DELIVER PROFESSIONAL LEARNING
Some teachers mentioned that mentors or coaches provide beneficial professional
learning and support. Several added that mentors and coaches are particularly
important to new teachers.
“I wish our district had instructional coaches that could watch me teach
and help me continue to grow in my daily classroom practices.”
“The state has got to invest in more money in mentoring positions so
that we can lessen the teacher shortage. Teachers are coming into the
classroom with zero experience and have to learn a new curriculum.
They need this support.”
TEACHERS NEED MORE NON-INSTRUCTIONAL TIME
Teachers also commented that they need more non-instructional time, particularly for
shared planning opportunities.
“More time to plan and assess and less time performing extra duties ie:
parking lot, bus room, class sponsor, student organization adviser,
sports ticket gate, homecoming, fundraising, etc. The list goes on and
on!”
“Shared planning times, we don’t have that now. Shared subject
throughout the school planning times ever so often would be greatly
beneficial. Mainly time to share what is working well and what you feel
you need advice with without making you feel inadequate.”
TEACHERS NEED OPPORTUNITIES TO COLLABORATE
Some teachers requested opportunities to collaborate with other teachers for their
professional learning.
“I’ve grown most professionally in dialogue with colleagues inside and
outside the building. This has helped me grow my practice. If I wasn’t
able to collaborate and reflect, then I don’t think I would be able to grow
as a teacher.”
“Teachers also need to be able to observe other teachers and
collaborate with other teachers. Online collaboration may be one way to
do this.”
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Summary

In summary, most Tennessee teachers reported that when they were new
teachers, they received supports through various avenues. For example, they
frequently received new teacher orientations and common planning time with
other teachers in their grade level or content area. Most new teachers also
received some type of mentoring support. Approximately half of teachers
received this support through school- or district-assigned mentors, and nearly
a third received this support informally from one or more experienced
teachers.
Many teachers shared that mentors were helpful and worked with them on
various topics, including student behavior and classroom management,
lesson plan development, classroom observations and feedback, student
work and assessment data analysis, goal setting for professional learning,
and school policies and procedures. Teachers who found mentors helpful
noted that they served as general sources of support and provided
encouragement or emotional support.
By contrast, some teachers did not receive formal or helpful support from
mentors or additional supports as new teachers. For example, nearly half of
teachers were not formally assigned a mentor as a new teacher.
Furthermore, 93 percent of teachers did not have formal time to meet with a
mentor during school hours, and 27 percent of teachers who were formally
assigned a mentor did not engage in any activities with their mentor.
Teachers who saw their mentor as unhelpful mentioned the importance of
mentor training and availability and referenced difficulties in finding a mentor
who teaches in the same subject, grade level, or location as their mentee.
Regarding additional supports, 95 percent of teachers did not have a reduced
workload as a new teacher, and 83 percent did not receive release time to
observe other teachers. Additionally, 16 percent of teachers received no
additional support as a new teacher, and 34 percent did not receive additional
support that improved their practice.
Teachers suggested that moving forward, induction programs or professional
learning opportunities for new teachers should include:
•
•
•
•
•
•

multiple opportunities to spend time in different classrooms;
orientations to school- or state-specific policies and procedures;
classroom management and lesson or curriculum planning support;
emotional and personal support;
opportunities to observe or be observed; and
additional time in the schedule for new teachers to plan, prepare, and
manage their workload.

Teachers also emphasized that opportunities should be relevant, delivered by
mentors or coaches, and include time for teachers to participate and
collaborate.
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RECOMMENDATIONS
➢ TDOE should consider sharing various resources related to new teacher education and
mentoring with Tennessee districts. Similar to Tennessee’s ESSA plan, other state plans
have focused on teacher induction and mentoring. State education departments in
Delaware, Connecticut, and Massachusetts provide several online resources that may be
helpful for Tennessee districts:
o The Delaware Department of Education (2017) provides resources for districts
related to their comprehensive four-year induction program for new teachers.
Delaware also offers a Mentor Academy, which consists of a series of workshops
for teacher mentors.
o The Connecticut State Department of Education implements the TEAM (Teacher
Education and Mentoring) program (2017) in districts statewide. TEAM is a twoyear induction program that provides mentoring and professional development for
new teachers, as well as mentor training.
o The Massachusetts Department of Elementary and Secondary Education (2017)
provides an annual induction and mentoring report, which encourages reflection on
current induction and mentoring practices and offers promising directions. The
report also provides several district resources related to mentor recruitment,
training, activities, and evaluation/assessment.
TDOE should also share New Teacher Center (2016) recommendations on new teacher
induction with districts; several of the recommendations align with Tennessee teacher
requests. For example, the New Teacher Center advocates for two-year induction periods
for new teachers, professional development for mentor teachers, required mentor
observations of mentees, opportunities for new teachers to observe classrooms, and
additional time in the schedule for new teachers to manage their workload.
➢ Tennessee teachers advocated for high-quality mentors who support new teacher
induction and professional learning, but not all Tennessee teachers had access to these
mentors or received additional supports as new teachers. In addition, although TDOE
requires that mentors be highly effective teachers who are licensed in their supervising
area and have release time for mentoring, it leaves other decisions to districts. As a
result, Tennessee teachers may be experiencing varied mentor-mentee relationships and
support because of different district policies regarding mentoring. In response to this
discrepancy, TDOE should share with local education agencies examples of how other
Tennessee districts have professionalized mentor positions.
For example, some district salary schedules include additional pay or stipends for
teachers in mentor roles, such as Putnam County Schools (2011) and Williamson County
Schools (2017). Other districts, such as Chester County, Decatur County, Haywood
County, and Stewart County, have developed teacher leadership structures, which
include opportunities for teacher leaders to coach and mentor other teachers, and provide
extra pay and professional development for these added responsibilities (2016). In
addition to extra compensation, Tennessee STFs suggested that districts offer hybrid
roles for mentors and protected non-instructional time for mentors to work with mentees.
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➢ Because Tennessee teachers had several requests for time to receive additional relevant
and collaborative professional learning experiences, TDOE should remind districts to
review the TDOE Professional Learning Planning and Evaluation Rubric (2017), which
emphasizes the importance of learning within collaborative learning communities;
suggests that districts provide non-instructional time for learning and follow-up; and
encourages alignment to student, educator, and district needs. Tennessee STFs added
that districts should note the importance of providing protected, non-instructional time for
professional learning and follow-up.
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3

PROFESSIONAL
PLANS

Relevant Survey Findings
Teachers offered feedback on their professional plans for the next school year. The majority of
teachers (79 percent) plan to stay in their current teaching position. Those who plan to leave
their current position mentioned moving to another school or grade level (6 percent), moving to
a non-teaching position (4 percent), leaving the teaching profession (4 percent), or other
reasons (7 percent) (Survey Question 9).
Stay in my current teaching
position

Move to a non-teaching position within my
school/district

Move to another grade level or
content area at my current school

Leave the profession

Move to another school within my
current district

Other

Move to another school outside
my current district

4%
4%
2%
2%
2%

The majority of teachers
indicated that they plan to stay
in their current teaching
position next year.

7%

%
79%
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Summary

In summary, the majority (79 percent) of Tennessee teachers plan to stay in
their current teaching position. Approximately 10 percent reported that they
plan to change positions within the Tennessee education system, and 4
percent plan to leave the teaching profession altogether.

RECOMMENDATIONS
➢ There are no formal recommendations relevant to this finding.
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Appendix A
This appendix provides the Tennessee State Teacher Fellows and
their affiliations.
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Jeff Gray
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Hayley Cloud
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Maureen Henderson
Robertson County Schools
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Tanya Hill
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Candace Hines
Shelby County Schools

Amy Crawford
Knox County Schools

Mary-Owen Holmes
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Casey Dove
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Appendix B
This appendix provides the Tennessee survey, focus group, and
demographic questions.
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TN Fall 2017 Survey
Hope Street Group, as an independent nonprofit, is facilitating the collection of data from
teachers in Tennessee to inform a number of decisions the Tennessee Department of
Education will make over the next six to 12 months. All responses are collected anonymously.
Your willingness to respond to these questions is appreciated.

1) Which teacher preparation course has been most impactful on your teaching practice? Check
all that apply. A course that addressed:*
[ ] Meeting the needs of all learners.
[ ] Instructional methods in a specific content area.
[ ] Delivering literacy instruction.
[ ] Classroom management.
[ ] Classroom assessment practices.
[ ] Instructional technology.
[ ] Instructional design for critical thinking.
[ ] Other: _________________________________________________
2) Did your teacher preparation program encourage you to engage with Tennessee’s K-12
academic standards?*
( ) Yes
( ) No
( ) I attended a program out-of-state.
( ) Not Sure
3) My student teaching experience prepared me for teaching in the classroom.*
( ) Strongly agree
( ) Agree
( ) Disagree
( ) Strongly disagree
( ) I did not complete student teaching
4) Please indicate which of the following supports you received as a new teacher. Check all that
apply.*
[ ] Formally assigned mentor
[ ] Orientation for teachers new to the profession
[ ] Orientation for teachers new to the profession and new to the district
[ ] Ongoing trainings specifically designed for teachers new to the profession
[ ] Reduced workload (e.g., no extracurricular commitments)
[ ] Common planning time with other teachers in my grade level or content area
[ ] Release time to observe other teachers
[ ] Formal time to meet with my mentor during school hours
[ ] An assigned instructional coach
[ ] Other: _________________________________________________
[ ] I received no additional support as a new teacher.
5) I received additional support as a new teacher that has improved my practice.*
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( ) Strongly agree
( ) Agree
( ) Disagree
( ) Strongly disagree
6) How were you assigned a mentor as a new teacher?*
( ) I was formally assigned a mentor by district leaders.
( ) I was formally assigned a mentor by school leaders.
( ) I was not assigned a mentor, but I received informal support from one or more experienced
teachers.
( ) I was not assigned a mentor and did not receive informal support from other teachers.
( ) Other: _________________________________________________
7) Please indicate which of the following activities you engaged in with your mentor. Check all
that apply.*
[ ] We developed standards-aligned lesson plans.
[ ] We analyzed student work.
[ ] We reviewed results of students' summative assessments.
[ ] We addressed student behavior or classroom management issues.
[ ] We set professional learning goals.
[ ] My mentor observed me in the classroom.
[ ] I observed my mentor's teaching.
[ ] I did not engage in any activities with my mentor.
8) I received support from my mentor that improved my practice. *
( ) Strongly agree
( ) Agree
( ) Disagree
( ) Strongly disagree
9) What are your professional plans for the next school year?*
( ) Stay in my current teaching position
( ) Move to another grade level or content area at my current school
( ) Move to another school within my current district
( ) Move to another school outside my current district
( ) Move to a non-teaching position within my school/district
( ) Leave the profession
( ) Other: _________________________________________________
10) What is your age range?*
( ) Younger than 30
( ) 30-49
( ) 50-54
( ) 55 or older
11) What is the highest degree you have earned?*
( ) Bachelor’s Degree
( ) Master’s Degree
( ) Higher than a Master’s Degree
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12) How many years of teaching experience do you currently have? (Please count the current
school year as one year).*
( ) 1-3 years of experience
( ) 4-7 years
( ) 8-11 years
( ) 12-15 years
( ) Over 15 years of experience
13) What grade level do you currently teach? Check all that apply.*
[ ] Lower Elementary (K-2)
[ ] Upper Elementary (3-5)
[ ] Middle School (6-8)
[ ] High School (9-12)
14) Choose your CORE region. You can find a map of CORE regions here.*
( ) First Tennessee
( ) East Tennessee
( ) Southeast
( ) Upper Cumberland
( ) Mid Cumberland
( ) South Central
( ) Northwest
( ) Southwest
15) On the next page, we provide an opportunity for you to share more about these topic areas.
These final questions are optional. Would you like to provide additional feedback?*
( ) Yes
( ) No
16) How well did your teacher preparation program’s student teaching experience/field
experience prepare you for the classroom?
Induction is the support and guidance provided to novice teachers and school administrators in
the early stages of their careers. Induction encompasses orientation to the workplace,
socialization, mentoring, and guidance through beginning teacher practice.
17) What type of induction program should new teachers receive?
18) What support did you receive from your mentor as a new teacher?
19) What type of professional learning or support is still needed and would be most beneficial?

Thank you for completing this survey. Your input is valued. If you have questions about the
State Teacher Fellowship, please contact: keilani@hopestreetgroup.org. If you would like to be
contacted about how you can contribute to the work of the State Teacher Fellowship, visit:
https://270.knackhq.com/hsg-test#plnsign-upform/.
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Appendix C
This appendix provides demographic data on the Tennessee
respondents, including age range, highest degree earned, years
teaching, grade level, and CORE region.
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What is your age range? (n = 1,262)

Younger
than 30
14%

30–49
56%

50–54
14%

55 or older
16%

What is the highest degree you have earned? (n = 1,262)

Bachelor’s
Degree…

Master’s
Degre…

Higher than a
Master’s Degree
23%

How many years of teaching experience do you currently have? (Please count the
current school year as one year) (n = 1,262)
1–3 years of
experience
11%
4–7 years
15%

8–11 years 12–15 years
14%
19%

Over 15 years
of experience
41%

What grade level do you currently teach? Check all that apply (n = 1,262)

31%

LOWER ELEMENTARY (K–2)

31%

UPPER ELEMENTARY (3–5)

28%

MIDDLE SCHOOL (6–8)

29%

HIGH SCHOOL (9–12)
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Choose your CORE region. (n = 1,262)

Northwest
20 ▪ 2%

Northwest

Upper Cumberland

Southwest

Southeast

Mid Cumberland

East Tennessee

South Central

First Tennessee

Mid Cumberland
299 ▪ 24%

Upper Cumberland
77 ▪ 6%

East Tennessee
416 ▪ 33%

First Tennessee
81 ▪ 6%

Southwest
157 ▪ 12%

South Central
53 ▪ 4%

Southeast
159 ▪ 13%

Source: Tennessee Department of Education, 2017; Wikimedia Commons, 2016.
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Appendix D
This appendix provides the survey findings, disaggregated by
CORE region, years of teaching experience, and grade level, and
includes aggregated survey findings in tables.
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Q1

Which teacher preparation course has been most impactful on your
teaching practice? Check all that apply. A course that addressed:

35%

Meeting the needs of
all learners
Instructional methods
in a specific content
area
Delivering literacy
instruction

28%

23%

33%

18%
21%

11%

28%

26%

15%

7%

17%

6%

9%

Southeast (n = 159)

33%

South Central (n = 53)

39%
48%

55%

44%

21%

20%

16%
38%

Instructional
technology

30%

19%

14%

Classroom
assessment practices

51%

25%
40%

Aggregated (n = 1,262)

Other

55%

23%

Classroom
management

Instructional design
for critical thinking

34%

47%

35%
39%

19%

45%

17%

16%

10%
30%

14%

15%

17%

10%

10%

4%

First Tennessee (n = 81)

0%

Upper Cumberland (n = 77)

36%

Northwest (n = 20)

33%
48%

36%

42%

26%

45%

18%
43%

42%

22%
24%
15%
8%

East Tennessee (n = 416)

25%
40%

17%

14%

13%

18%

12%
7%

Mid Cumberland (n = 299)

15%
4%

Southwest (n = 157)
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Q1

Which teacher preparation course has been most
impactful on your teaching practice? Check all
that apply. A course that addressed:

Meeting the needs of
all learners

35%

Instructional methods
in a specific content
area

47%
21%
40%

41%

18%

Classroom
management

Instructional
technology

51%

23%

Delivering literacy
instruction

Classroom
assessment practices

28%

19%

21%

23%

14%

15%

7%

7%

Aggregated (n = 1,262)

Instructional design
for critical thinking

8–11 years (n = 239)

43%

41%

44%

Other

43%

20%

27%
47%

41%

17%

19%

21%

19%

14%

13%

3%

7%

1–3 years of experience (n = 144)

12–15 years (n = 172)

34%

33%
45%

47%

25%

22%
39%

38%

18%

19%

22%
21%
4%

4–7 years (n = 193)

20%
12%
9%

Over 15 years of experience (n = 514)
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Q1

Which teacher preparation course has been most
impactful on your teaching practice? Check all
that apply. A course that addressed:

Meeting the needs of
all learners

35%

Instructional methods
in a specific content
area

47%
23%
40%

Delivering literacy
instruction

18%

Classroom
management
Classroom
assessment practices
Instructional
technology

21%
14%
7%

Aggregated (n = 1,262)

Instructional design
for critical thinking

44%

35%

41%

Other

47%

35%

17%

40%

42%

15%

20%

18%

23%

14%

15%

7%

5%

Lower Elementary (K–2) (n = 386)

Middle School (6–8) (n = 350)

34%

28%
45%

27%

53%
13%

36%

40%

17%

21%

20%

23%

13%
8%

Upper Elementary (3–5) (n = 385)

16%
8%

High School (9–12) (n = 370)
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Q2
Yes

Did your teacher preparation program encourage you to engage with
Tennessee’s K–12 academic standards?

7%

16%

No
I attended a program
out of state

8%

17%

8%
11%

18%

%

60%

%

10%

65%

23%

%

58%

Not sure
Aggregated (n = 1,262)

Southeast (n = 159)

6%
10%
19%

%

12%
21%
65%

First Tennessee (n = 81)

South Central (n = 53)

5%

%

15%
5%
62%
35%

Upper Cumberland (n = 77)

6%

%

27%
66%

%

Northwest (n = 20)

6%
10%

7%

14%
14%

%

45%

47%

18%

%

66%

19%
East Tennessee (n = 416)

Mid Cumberland (n = 299)

Southwest (n = 157)
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Q2

Did your teacher preparation program
encourage you to engage with Tennessee’s K–
12 academic standards?

Yes
No
I attended a program
out of state

5%

7%
15%

16%

%

Not sure

%

10%
60%

17%

70%

Aggregated (n = 1,262)

8–11 years (n = 239)

4%5%
6%

9%
19%

%

%

57%

16%
85%

1–3 years of experience (n = 144)

12–15 years (n = 172)

4%

9%

15%
20%
12%

%

%

46%

69%
25%

4–7 years (n = 193)

Over 15 years of experience (n = 514)
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Q2

Did your teacher preparation program
encourage you to engage with Tennessee’s K–
12 academic standards?

Yes
No

7%

I attended a program
out of state

16%

%

Not sure

17%

60%

Aggregated (n = 1,262)

5%

7%

15%

18%

17%

%

62%

Lower Elementary (K–2) (n = 386)

%
16%

60%

Middle School (6–8) (n = 350)

6%

9%

17%
16%

15%

%

62%

Upper Elementary (3–5) (n = 385)

%

59%

15%

High School (9–12) (n = 379)
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Q3
Strongly agree
Agree

My student teaching experience prepared me for teaching in the
classroom.

9%
6%

%

16%

Disagree
Strongly disagree
I did not complete
student teaching

22%

11%
3%
16%

%

5%6%
21%

23%

%

Southeast (n = 159)

%

17%

25%

%
47%

East Tennessee (n = 416)

%
49%

5%
25%

15%

%

55%

52%

44%

5%5%

19%

19%

South Central (n = 53)

4%
10%
18%
16%

First Tennessee (n = 81)

11%
2%

50%

47%
Aggregated (n = 1,262)

20%

Upper Cumberland (n = 77)

6%
15%

9%

Northwest (n = 20)

15%

24%

%

8%
13%

%
46%

45%
Mid Cumberland (n = 299)

17%

Southwest (n = 157)
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Q3

My student teaching experience prepared me
for teaching in the classroom.

Strongly agree

9%

Agree

13%

22%

6%

20%

5%
Disagree
Strongly disagree

%

16%

%

15%

I did not complete
student teaching

46%

47%

Aggregated (n = 1,262)

8–11 years (n = 239)

1%
10%

13%
31%

15%

%

21%

5%

%

10%

51%

44%

1–3 years of experience (n = 144)

13%

3%
22%

18%

%

%
40%

4–7 years (n = 193)

7%

21%

7%

19%

12–15 years (n = 172)

50%

Over 15 years of experience (n = 514)
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Q3

My student teaching experience prepared me
for teaching in the classroom.

Strongly agree

9%
22%

6%

Agree
Disagree

16%

Strongly disagree

%

I did not complete
student teaching

47%

Aggregated (n = 1,262)

3%
5%

6%

21%

19%

16%

%

50%

Lower Elementary (K–2) (n = 386)

17%

21%

%

51%

6%

7%

Middle School (6–8) (n = 350)

4%

18%

22%

%
49%

Upper Elementary (3–5) (n = 385)

4%
12%

25%

%
41%

High School (9–12) (n = 370)
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Q4
Formally assigned
mentor
Orientation for
teachers new to the
profession
Orientation for
teachers new to the
profession and new to
the district
Ongoing trainings
specifically designed
for teachers new to
the profession
Reduced workload
(e.g., no
extracurricular
commitments)
Common planning
time with other
teachers in my grade
level or content area
Release time to
observe other
teachers
Formal time to meet
with my mentor
during school hours
An assigned
instructional coach
Other
I received no
additional support as
a new teacher

Please indicate which of the following supports you received as a new
teacher. Check all that apply.
50%
43%
46%

47%
47%
43%
35%

27%
5%

4%
40%

53%
20%

40%
13%
6%
17%
4%
21%

6%

15%
3%
16%

Aggregated (n = 1,262)

23%
6%

17%
9%
12%
3%
18%

47%
42%
47%

Southeast (n = 159)

52%
43%
54%

South Central (n = 53)

52%
40%
47%

17%

65%

40%
40%
35%

27%

4%

10%
41%

26%
15%
9%
1%
21%

0%
39%

15%

13%

30%

3%
6%
1%
14%

First Tennessee (n = 81)

10%
5%
0%
10%

Upper Cumberland (n = 77)

49%
42%
46%

Northwest (n = 20)

47%
44%
51%

30%

54%
45%
41%

19%

5%

28%

6%
43%

18%
9%
14%
4%
18%

East Tennessee (n = 416)

5%
36%

14%
7%
9%
2%
20%

Mid Cumberland (n = 299)

32%
17%
16%
16%
3%
19%

Southwest (n = 157)
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Q4
Formally assigned
mentor
Orientation for
teachers new to the
profession
Orientation for
teachers new to the
profession and new to
the district
Ongoing trainings
specifically designed
for teachers new to
the profession
Reduced workload
(e.g., no
extracurricular
commitments)
Common planning
time with other
teachers in my grade
level or content area
Release time to
observe other
teachers
Formal time to meet
with my mentor
during school hours
An assigned
instructional coach
Other
I received no
additional support as
a new teacher
*Teachers with less experience were
more likely than teachers with more
experience to have been formally
assigned a mentor or instructional
coach, to have received orientation for
teachers new to the profession and to
the district, and to have received
additional support as a new teacher.

Please indicate which of the following supports
you received as a new teacher. Check all that
apply.*

50%

58%

43%

51%

46%

51%

27%

33%

5%

4%
40%

44%

17%

14%

9%

9%

12%

9%

3%

1%
18%

12%

Aggregated (n = 1,262)

8–11 years (n = 239)
65%

58%

50%

50%
62%

54%

40%

27%

9%

6%
56%

40%

27%

19%

11%

13%
33%

9%

1%

2%

6%

13%

1–3 years of experience (n = 144)

12–15 years (n = 172)

60%

34%

50%

33%

54%

34%

33%

18%

6%

4%
50%

31%

24%
12%

13%
6%

26%
1%
8%

4–7 years (n = 193)

4%
5%
31%

Over 15 years of experience (n = 514)
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Q4
Formally assigned
mentor
Orientation for
teachers new to the
profession
Orientation for
teachers new to the
profession and new to
the district
Ongoing trainings
specifically designed
for teachers new to
the profession
Reduced workload
(e.g., no
extracurricular
commitments)
Common planning
time with other
teachers in my grade
level or content area
Release time to
observe other
teachers
Formal time to meet
with my mentor
during school hours
An assigned
instructional coach
Other
I received no
additional support as
a new teacher

Please indicate which of the following supports
you received as a new teacher. Check all that
apply.

50%
43%
46%
27%
5%
40%
17%
9%
12%
3%
18%

Aggregated (n = 1,262)
49%

46%

41%

41%

46%

45%

29%

22%

3%

7%
44%

39%

19%

14%

10%

9%

13%

9%

4%

2%
17%

21%

Lower Elementary (K–2) (n = 386)

Middle School (6–8) (n = 350)

52%

51%

44%

44%

44%

49%

29%

28%

4%

6%
46%

27%

18%
9%

16%
8%

13%
3%

10%
3%

15%

Upper Elementary (3–5) (n = 385)

21%

High School (9–12) (n = 370)
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Q5

I received additional support as a new teacher that has improved my
practice.
2%
6%

6% 17%
Strongly agree

28%

Agree
Disagree

%

21%

25%
25%

%

%

45%

31%

48%

43%

Strongly disagree
Aggregated (n = 1,030)

Southeast (n = 134)

South Central (n = 42)

3%
8% 9%

19%
31%

%

32%

22%

%

28%

%
52%

47%
First Tennessee (n = 64)

50%
Upper Cumberland (n = 66)

5% 15%
27%

Northwest (n = 18)

8% 14%

8%

23%

18%

%
53%

East Tennessee (n = 341)

33%

%

%
45%
51%

Mid Cumberland (n = 238)

Southwest (n = 127)
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Q5

I received additional support as a new teacher
that has improved my practice.

6%

Strongly agree

7%

17%

12%

Agree

28%

%

Disagree
Strongly disagree

32%

%
49%

48%

Aggregated (n = 1,030)

8–11 years (n = 211)

5%

5%
21%

18%

30%
29%

%

%
45%

47%

1–3 years of experience (n = 135)

10%

12–15 years (n = 150)

4%

16%

15%

29%
30%

%

%
43%

4–7 years (n = 178)

52%

Over 15 years of experience (n = 356)
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Q5

I received additional support as a new teacher
that has improved my practice.

6%

Strongly agree

17%

Agree

28%
Disagree
Strongly disagree

%
48%

Aggregated (n = 1,030)

7%

28%

7%

16%

31%

%

15%

%
47%

49%

Lower Elementary (K–2) (n = 320)

6%

28%

Middle School (6–8) (n = 275)

4%

19%

19%

29%

%
47%

Upper Elementary (3–5) (n = 326)

%
48%

High School (9–12) (n = 293)
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Q6

How were you assigned a mentor as a new teacher?

3%
I was formally
assigned a mentor by
district leaders
I was formally
assigned a mentor by
school leaders
I was not assigned a
mentor, but I received
informal support from
one or more
experienced teachers
I was not assigned a
mentor and did not
receive informal
support from other
teachers

3%
8%

16%

4%

4%
8%

16%
19%

%
32%

%

42%

35%

Aggregated (n = 1,262)

40%

30%

Southeast (n = 159)

2%

South Central (n = 53)

3%

7%

12% 6%

%

%

15%

28%

%

41%

47%

39%

10% 10%
25%
40%

%
55%

Other
First Tennessee (n = 81)

Upper Cumberland (n = 77)

1%

4%
15%

10%

%

19%

4%
5%

15%

16%

%

40%

Northwest (n = 20)

31%

31%

East Tennessee (n = 416)

Mid Cumberland (n = 299)

%

44%
30%

35%

Southwest (n = 157)
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Q6

How were you assigned a mentor as a new
teacher?
3%

I was formally
assigned a mentor by
district leaders

8%

I was formally
assigned a mentor by
school leaders
I was not assigned a
mentor, but I received
informal support from
one or more
experienced teachers
I was not assigned a
mentor and did not
receive informal
support from other
teachers

9%

16%

%

41%

4% 12%

%

28%

32%

47%

Aggregated (n = 1,262)

8–11 years (n = 239)

3%

3%
7%

8%

10%

15%

Other

24%

%

%

24%

48%

57%

1–3 years of experience (n = 144)

12–15 years (n = 172)

2%
10%

5%

5% 10%
25%

29%
25%

%

%
50%
40%

4–7 years (n = 193)

Over 15 years of experience (n = 514)
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Q6

How were you assigned a mentor as a new
teacher?
3%

I was formally
assigned a mentor by
district leaders

8%
16%

I was formally
assigned a mentor by
school leaders

%

I was not assigned a
mentor, but I received
informal support from
one or more
experienced teachers
I was not assigned a
mentor and did not
receive informal
support from other
teachers
Other

41%

32%

Aggregated (n = 1,262)

3%
15%

3%
8%

10%
20%

%

%

39%

33%

38%

31%

Lower Elementary (K–2) (n = 386)

Middle School (6–8) (n = 350)

3%
14%

15%

%
31%

4% 7%

10%

%

43%

Upper Elementary (3–5) (n = 385)

41%

34%

High School (9–12) (n = 370)
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Q7

Please indicate which of the following activities you engaged in with
your mentor. Check all that apply.

31%

We developed
standards-aligned
lesson plans
We analyzed student
work
We reviewed results
of students’
summative
assessments

33%

22%
18%

We set professional
learning goals

26%

I observed my
mentor’s teaching
I did not engage in
any activities with my
mentor

11%
62%

22%

12%

29%

22%

26%

26%

28%

27%

48%
26%
19%

22%

Aggregated (n = 659)

44%

Southeast (n = 78)

South Central (n = 27)

24%

28%

46%

8%

11%

23%

5%

23%

72%
17%

50%
18%

28%

18%

30%

38%
15%
23%

11%

38%

17%

My mentor observed
me in the classroom

19%

54%

24%

We addressed
student behavior or
classroom
management issues

30%

26%

37%

First Tennessee (n = 46)
29%

15%

Upper Cumberland (n = 38)

Northwest (n = 13)

21%

26%

52%

14%

21%

26%

11%

31%

48%
23%

51%

61%

19%
35%

30%
28%

East Tennessee (n = 223)

38%

25%
20%

32%
28%

32%

Mid Cumberland (n = 149)

20%

Southwest (n = 85)

A28

Q7

Please indicate which of the following activities
you engaged in with your mentor. Check all that
apply.

We developed
standards-aligned
lesson plans
We analyzed student
work
We reviewed results
of students’
summative
assessments

31%
22%

I did not engage in
any activities with my
mentor

17%
54%

22%

46%
17%

29%

28%

26%

23%

27%

32%

Aggregated (n = 659)

8–11 years (n = 149)

28%

My mentor observed
me in the classroom
I observed my
mentor’s teaching

19%

18%

We addressed
student behavior or
classroom
management issues
We set professional
learning goals

22%

33%

26%

17%

17%

10%
57%
27%

50%
23%

24%

34%

26%

24%

22%

30%

1–3 years of experience (n = 99)

12–15 years (n = 105)

26%

40%

16%

29%

15%

27%
46%

21%

66%
24%

26%

30%

24%

30%
35%

4–7 years (n = 125)

19%

Over 15 years of experience (n = 181)
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Q7

Please indicate which of the following activities
you engaged in with your mentor. Check all that
apply.

We developed
standards-aligned
lesson plans
We analyzed student
work
We reviewed results
of students’
summative
assessments
We addressed
student behavior or
classroom
management issues
We set professional
learning goals
My mentor observed
me in the classroom
I observed my
mentor’s teaching
I did not engage in
any activities with my
mentor

31%
22%
18%
54%
22%
29%
26%
27%

Aggregated (n = 659)

29%

30%

20%

23%

17%

18%
49%

23%

53%
24%

24%

32%

24%

24%

29%

30%

Lower Elementary (K–2) (n = 200)

Middle School (6–8) (n = 172)

26%

30%

22%

24%

19%

18%
54%

21%

57%
21%

26%
22%
27%

Upper Elementary (3–5) (n = 214)

36%
32%
24%

High School (9–12) (n = 192)
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Q8

I received support from my mentor that improved my practice.3

5%

8%
25%

Strongly agree
Agree

22%

Disagree

31%

23%

%

%

44%

Strongly disagree

40%

South Central (n = 15)

15% 9%

35%

%

29%

18%
9%
47%

47%

27%

%
45%

First Tennessee (n = 34)

Upper Cumberland (n = 34)

6%

9% 14%
28%

23%

%

29%

48%

East Tennessee (n = 101)

Northwest (n = 11)

10%
7%

%

44%

3

%
20%

Southeast (n = 75)

9%

%

33%

41%

Aggregated (n = 462)

9%

7%

Mid Cumberland (n = 134)

%

40%

43%

Southwest (n = 58)

Question 8 is missing 197 responses due to an error in the survey logic on the first day of data collection.
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Q8

I received support from my mentor that
improved my practice.

8%

Strongly agree
Agree

11%

19%

25%
22%

%

Disagree
Strongly disagree

%

26%

44%

44%

Aggregated (n = 462)

8–11 years (n = 102)

4%

8%

22%

27%

31%
28%

%

%
37%

43%

1–3 years of experience (n = 74)

18%

15%

12–15 years (n = 83)

4%
15%
31%

24%

%

%
43%
50%

4–7 years (n = 72)

Over 15 years of experience (n = 131)
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Q8

I received support from my mentor that
improved my practice.

Strongly agree

8%

Agree

25%
Disagree

22%

%

Strongly disagree

44%

Aggregated (n = 462)

9%

10%
23%

24%
23%

21%

%

%
46%

44%

Lower Elementary (K–2) (n = 139)

Middle School (6–8) (n = 119)

8%

8%
25%

31%

18%
24%

%
43%

Upper Elementary (3–5) (n = 152)

%
44%

High School (9–12) (n = 130)
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Q9

What are your professional plans for the next school year?

4%
Stay in my current
teaching position

2%
2%
2%

4% 7%

%

Move to another
grade level or content
area at my current
school
Move to another
school within my
current district
Move to another
school outside my
current district

Other

2%

7%
2%

Aggregated (n = 1,262)

1%

Southeast (n = 159)

81%
South Central (n = 53)

4%

7%
7%

%

1%
1%
3%

First Tennessee (n = 81)

5%5%
5%

4%8%

%

Upper Cumberland (n = 77)

4%

5%9%

%

%

79%

80%

3%
1%
2%
1%

%

81%

2%
1%

2%
6%
8%

%

79%

Move to a nonteaching position
within my
school/district
Leave the profession

3% 2%
3%
3%
2%

2%
3%
3%

85%
Northwest (n = 20)

3%
2%
1%

6%
5%

%

79%

78%

East Tennessee (n = 416)

Mid Cumberland (n = 299)

1%
5%
7%

%
82%
Southwest (n = 157)
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Q9

What are your professional plans for the next
school year?
3%

Stay in my current
teaching position
Move to another
grade level or content
area at my current
school

2%
2%
2%

5%
3%
3%

2%

%

Move to another
school within my
current district
Move to another
school outside my
current district

6%

4% 7%
4%

%
78%

79%

Aggregated (n = 1,262)

Move to a nonteaching position
within my
school/district

3%

3%
2%

9%

5%
3%

Leave the profession

8–11 years (n = 239)

Other

2%
2%

6%
6%
3%

%

%
77%

78%

1–3 years of experience (n = 144)

2%

4%
7%
3%
3%

1%
1%
1%

6%

%

4%
4%

6%

%
75%

4–7 years (n = 193)

12–15 years (n = 172)

82%

Over 15 years of experience (n = 514)
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Q9

What are your professional plans for the next
school year?

Stay in my current
teaching position

2%

4% 7%
4%

2%
2%

Move to another
grade level or content
area at my current
school

%

Move to another
school within my
current district

79%

Move to another
school outside my
current district
Move to a nonteaching position
within my
school/district
Leave the profession
Other

Aggregated (n = 1,262)

2%
1%

4%
3%

2%

2%

9%

2%

4%6%
5%
4%

%

%
78%

79%

Lower Elementary (K–2) (n = 386)

2%

4%
5%

8%

2%
1%

3%
1%

Middle School (6–8) (n = 350)

1%

%

4%
6%

7%

%

77%

Upper Elementary (3–5) (n = 385)

80%

High School (9–12) (n = 370)
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1) Which teacher preparation course has been most impactful on your teaching practice? Check
all that apply. A course that addressed:
Table D1

Meeting the needs of all learners
Instructional methods in a specific
content area
Delivering literacy instruction
Classroom management
Classroom assessment practices
Instructional technology
Instructional design for critical
thinking
Other

Unchecked
n
%
825
65%

Checked
n
%
437
35%

673
974
754
1,029
995

53%
77%
60%
82%
79%

589
288
508
233
267

47%
23%
40%
18%
21%

1,080
1,176

86%
93%

182
86

14%
7%

2) Did your teacher preparation program encourage you to engage with Tennessee’s K–12
academic standards?
Table D2
No
Yes
I attended a program out of state
Not sure
Total

n
212
760
206
84
1,262

%
17%
60%
16%
7%
100%

3) My student teaching experience prepared me for teaching in the classroom.
Table D3
I did not complete student teaching
Strongly disagree
Disagree
Agree
Strongly agree
Total

n
109
71
206
596
280
1,262

%
9%
6%
16%
47%
22%
100%

4) Please indicate which of the following supports you received as a new teacher. Check all that
apply.
Table D4

Formally assigned mentor
Orientation for teachers new to the profession
Orientation for teachers new to the profession and new to the
district

Unchecked
n
%
637
50%
714
57%
676

54%

Checked
n
%
625
50%
548
43%
586

46%
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Unchecked
n
%
Ongoing trainings specifically designed for teachers new to
the profession
Reduced workload (e.g., no extracurricular commitments)
Common planning time with other teachers in my grade level
or content area
Release time to observe other teachers
Formal time to meet with my mentor during school hours
An assigned instructional coach
Other
I received no additional support as a new teacher

Checked
n
%

924

73%

338

27%

1,196

95%

66

5%

755

60%

507

40%

1,044
1,150
1,105
1,226
1,030

83%
91%
88%
97%
82%

218
112
157
36
232

17%
9%
12%
3%
18%

5) I received additional support as a new teacher that has improved my practice.
Table D5
n
62
292
497
179
1,030

Strongly disagree
Disagree
Agree
Strongly agree
Total

%
6%
28%
48%
17%
100%

6) How were you assigned a mentor as a new teacher?
Table D6
I was formally assigned a mentor by
district leaders
I was formally assigned a mentor by
school leaders
I was not assigned a mentor, but I
received informal support from one or
more experienced teachers
I was not assigned a mentor and did
not receive informal support from other
teachers
Other
Total

n
100

%
8%

521

41%

399

32%

204

16%

38
1262

3%
100%

7) Please indicate which of the following activities you engaged in with your mentor. Check all
that apply.
Table D7

We developed standards-aligned
lesson plans
We analyzed student work

Unchecked
n
%

Checked
n
%

458
513

201
146

69%
78%

31%
22%
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We reviewed results of students’
summative assessments
We addressed student behavior
or classroom management issues
We set professional learning
goals
My mentor observed me in the
classroom
I observed my mentor’s teaching
Other
I did not engage in any activities
with my mentor

Unchecked
n
%

Checked
n
%

538

82%

121

18%

305

46%

354

54%

514

78%

145

22%

470
489
659

71%
74%
100%

189
170
0

29%
26%
0%

478

73%

181

27%

8) I received support from my mentor that improved my practice.
Table D8
Strongly disagree
Disagree
Agree
Strongly agree
Total

n
39
103
204
116
462

%
8%
22%
44%
25%
100%

9) What are your professional plans for the next school year?
Table D9
Stay in my current teaching position
Move to another grade level or content
area at my current school
Move to another school within my
current district
Move to another school outside my
current district
Move to a non-teaching position within
my school/district
Leave the profession
Other
Total

n
1,002
22

%
79%
2%

29

2%

25

2%

54

4%

47
83
1,262

4%
7%
100%
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Appendix E
This appendix provides information on the focus group analysis
and the total number of respondents by most common themes.
HSG and TDOE collected qualitative responses from
SurveyGizmo4 and in-person focus groups. HSG then sent the
results to Magnolia Consulting for analysis. After receiving the
focus group data, Magnolia Consulting cleaned and prepared
them for coding in ATLAS.ti, a qualitative data analysis software.
ATLAS.ti allows users to divide data into segments, attach codes
to the segments, and find and display all instances of similarly
coded segments for analysis (Miles & Huberman, 1994).5 This
enables efficient data organization and analysis. Next, Magnolia
Consulting conducted a content analysis of the data, which
involved identifying, organizing, and categorizing recurring themes
in the survey answers (Patton, 2015).6 Magnolia Consulting staff
regularly met to review codes and establish raters’ agreement on
recurring themes. The total number of respondents who
referenced each theme is located in Tables E1–E4.

4
5
6

Approximately 31 percent of survey respondents elected to complete the qualitative questions.
Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis (2nd ed.). Thousand Oaks, CA: Sage Publications.
Patton, M. C. (2015). Qualitative research and evaluation methods (4th ed.). Thousand Oaks, CA: Sage Publications.
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FG

Focus Group
Questions

FG1. How well did your teacher preparation program’s student teaching
experience/field experience prepare you for the classroom?
Table E1
Count
Helpful
Not helpful
Quality of mentor
Classroom management
Amount of time in classroom

458
122
101
68
35

FG2. Induction is the support and guidance provided to novice teachers and
school administrators in the early stages of their careers. Induction encompasses
orientation to the workplace, socialization, mentoring, and guidance through
beginning teacher practice.
What type of induction program should new teachers receive?
Table E2
Theme
Mentoring support
More time in classrooms
An orientation to school policies
Support with classroom management
Support with lessons and curriculum
Support opportunities with fellow teachers
Additional time in the instructional day

Count
316
194
79
75
71
69
67

FG3. What support did you receive from your mentor as a new teacher?
Table E3
Theme
Mentors were a general source of support
Mentors provided little to no formal support
Mentors supported lesson planning
Mentors offered support with school policies, procedures, and
protocols
Mentors offered support with classroom management
Mentors provided encouragement or emotional support

Count
167
184
85
67
60
47
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Theme
Mentors modeled for and observed their mentees
Mentors provided insufficient support
Mentors provided positive support

Count
46
96
91

FG4. What type of professional learning or support is still needed and would be
most beneficial?
Table E4
Theme
Support with classroom management
Support with school policies, procedures, and expectations
Support in emotional or personal areas
Opportunities to observe or be observed
Support in meeting the needs of different student groups
Support with state guidelines and standards
Support with curriculum or lesson planning
Professional learning should include practical and relevant content
Mentors or coaches should deliver professional learning
Teachers need more time for professional learning opportunities
Teachers need opportunities to collaborate with their fellow
teachers

Count
120
104
61
60
58
51
49
147
74
54
47
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Appendix F
This appendix provides Tennessee State Teacher Fellows’
responses to an initial draft of report recommendations.
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TEACHER PREPARATION PROGRAMS
In summary, teachers emphasized the benefits of instruction and support in classroom
management within their teacher preparation courses and student teaching experiences.
Teachers also highlighted the utility and positive impacts associated with the following:
instructional methods courses in specific content areas, courses on meeting specific student
needs, high-quality mentors; and receiving adequate time in the classroom during student
teaching experiences.
Most teachers also reported that their in-state teacher preparation programs encouraged them
to engage with Tennessee’s academic standards.
Recommendation 1
➢ TDOE could share these results with Educator Preparation Providers (EPPs) to highlight
the importance of induction and residency programs to Tennessee teachers in providing
new teachers with necessary, real-world support and classroom experience. In updating
the Tennessee Educator Preparation Policy (2017), TDOE could suggest that EPPs
provide teacher candidates with more time in the classroom. For example, EPPs could
provide full-year internships in addition to or instead of semester-long student teaching
experiences. In developing rigorous coursework, EPPs might also consider Tennessee
teacher suggestions for including standards-aligned instructional methods courses in
specific content areas, courses on meeting varied student needs, and additional courses
or support around classroom management.
Do you agree with this proposed recommendation?

%
Yes
100%

What specific changes would you suggest?
•
•
•
•

I would suggest removing “could” and “might” and replacing those with “will” and “should”.
It sounds a little like the recommendation isn’t sure.
Full year internships that have trained mentor teachers should be implemented
none
I agree that there should be courses developed that focus on meeting varied student
needs and standards support that are aligned to TN state standards for content areas.
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•

•

•
•
•
•
•
•
•

•
•

Within these classes, more opportunity to teach lessons with a “partner school” or
classroom would be great. A lot of education students do not teach a lesson until their
student teaching or internships. It should be mixed in throughout the four years of
undergrad.
I agree with this. In addition, TDOE could also work with business partners for the state or
government officials to work on funding for Mentorships that work. Have exemplary
teachers, who have evidence of exemplary teaching skills work with brand new teachers
and get paid for the extra work.
Should the statement....“For example, EPPs could provide full-year internships in addition
to or instead of semester-long student teaching experience.”....say in addition to a
semester of student teaching? This statement sounds as if student teachers would intern
for a year and student teach for a semester. Rather---should it say, “For example, EPPs
could provide full-year internship, in addition to a semester long practicum, instead of the
semester-long student teaching experiences.”
I think that programs should also train teachers on how to lead a trauma informed
classroom and teach students that have mental health issues. This greatly impacts all
learners and plays a huge role in teacher retention!
Change “could” to “should.” I’d also suggest a focus on communication strategies (parent
conferences, emails, social media implications, etc.).
The language says “might also consider”. Would it be possible to make the language
“should also consider” as this is stronger. The teachers in my focus group felt this made a
better teacher prep program.
Adding a stipend to the internship so that the students do not have to work outside of their
internship. As it is, this would add another semester to their schooling and require them to
incur more debt.
I like the idea of the internship, as it offers more immersion into the process.
N/a
Induction programs could include different options such as practicum hours with
community based organizations focusing on issues in high needs schools. This would
allow pre-service teachers the opportunity to serve in these schools prior to studentteaching.
Just to provide more time for candidates to be in the field
N/A

Recommendation 2
➢ TDOE could also share the most recent InTASC Learning Progressions for Teachers 1.0
(2017) with EPPs to highlight teacher competencies and progressions. EPPs could use
the Learning Progressions in collaboration with districts to inform and develop
Tennessee standards-aligned, EPP curriculum and to monitor new teacher growth in the
progressions during induction experiences.
Do you agree with this proposed recommendation?
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No
13%

%
Yes
87%

What specific changes would you suggest?
•
•
•
•
•
•
•
•
•
•

These also need to be school specific initiatives. Different schools will have different needs
in the form of teacher growth and preparedness. Eliminate “could” and replace with a more
actionable word.
Mentor teachers and teacher prep institutions should be inconstant communications and
use similar evaluation systems.n
none
I’m not sure there is enough clarification on what this means or exactly what this would
look like. So, though it seems promising, I cannot visualize it and that is the only reason I
do not recommend it. Could I get some clarification?
I do not have any suggestions at this time.
None
Requiring the colleges of education to partner with the other colleges/departments within
the university in order to make the standards-aligned portion of the recommendation more
beneficial for secondary students.
I’m not sure on this one...seems like one more way to “measure” aka “monitor” teachers. It
may just put one more stressor on new teachers.
N/a
Collaboration and communication is extremely important

Recommendation 3
➢ TDOE could also continue to support teacher induction and residency programs in the
state, which may yield more effective and satisfied teachers and result in greater student
achievement (New Teacher Center, 2017; Ingersoll & Strong, 2011). However, TDOE
could also consider studies from the Institute of Education Sciences (IES, 2010) and the
What Works Clearinghouse (WWC, 2015), which suggest teacher induction programs
may not have significant impacts on teacher and student outcomes.
Do you agree with this proposed recommendation?
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No
43%

%

Yes
57%

What specific changes would you suggest?
•
•

•
•
•
•

•

•
•

It seems contradictory. IES research is out-of date. Most technical writers argue that you
should not use data older than two years, but five years is usually viewed as being the
absolute max. Again, “could” is not an actionable word.
Teacher induction programs can be beneficial if they are done purposeful with a strong
commitment on the mentor teacher and the mentee. This recommendation uses research
to cancel each option out so it’s not really a recommendation. You can always find
research to support each side of an argument.
Current prep programs are not sufficient.
This recommendation is contradictory. All focus groups that I held agreed that teacher
induction programs are highly important.
The recommendation is so ambivalent as to be neutral. What is being suggested: support
for induction programs or study of critical research that presumably leads to an end to
support for these programs?
I don’t agree with this recommendation because if you read the recommendation it
contradicts itself. Which one is it? Support induction programs or say that they don’t work.
And of course research says they don’t work because the induction programs have been
poorly implemented programs. I think that is obvious. If TDOE collaborates to improve the
programs then maybe new research might show that certain areas can benefit teachers.
Who knows?
Could the recommendation list more specifics as to how the TDOE could continue to
support teacher induction and residency programs in the state?---An example of some
sort. I also think the statement “However, TDOE could also consider studies....” should
begin with something like...“In addition to their continued support, TDOE could also
consider studies.....” The “However” throws it off a bit.
I would suggest that TDOE reconsiders that research, it is false and does directly impact
students and teachers. It also directly teacher retention and academic performance of
students.
Vague wording. I’d suggest clarity. This recommendation is confusing. Specificity is
needed.
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•
•
•
•
•
•
•

I may not understand this recommendation because it contradicts itself. New Teacher
Center has one opinion and IES and WWC has the opposite. Not sure this should be a
recommendation.
Frankly, I’m not clear as to the recommendation. This reads as if it is two opposite
recommendations. I agree with the former sentence and not the latter sentence.
Don’t these both rule the other suggestion out? You could...or you couldn’t
N/a
I agree with the supporting teacher induction and residency programs but his doesn’t
address specifically what would be done.
Need to find out why residency programs may not impact. Then modify the programs.
If this were suggested to me, I would be confused on what exactly what you wanted me to
do. Teacher induction programs or not

NEW TEACHER SUPPORT AND MENTORING
In summary, most Tennessee teachers reported that when they were new teachers, they often
received supports through various avenues. For example, they frequently received new teacher
orientations and common planning time with other teachers in their grade level or content area.
Most new teachers also received some type of mentoring support. Approximately half of
teachers received this support through formally assigned mentors assigned by school or district
leaders, and nearly a third received this support informally from one or more experienced
teachers.
Many teachers indicated that mentors were helpful and worked with them on various topics,
including student behavior and classroom management, lesson plan development, classroom
observations and feedback, student work and assessment data analysis, professional learning
goal setting, and school policies and procedures. Teachers who found mentors helpful noted
that they served as general sources of support and provided encouragement or emotional
support.
By contrast, some teachers did not receive formal or helpful support from mentors or additional
supports as new teachers. For example, nearly half of teachers were not formally assigned a
mentor as a new teacher. Furthermore, 93% of teachers did not have formal time to meet with
their mentor during school hours, and 27% of teachers who were formally assigned a mentor did
not engage in any activities with their mentor. Teachers who saw their mentor as unhelpful often
mentioned the importance of mentor training and availability and referenced difficulties in finding
a mentor who teaches in the same subject, grade level, or location as their mentee. Regarding
additional supports, 95% of teachers did not have a reduced workload as a new teacher, and
83% did not receive release time to observe other teachers. Additionally, 16% of teachers
received no additional support as a new teacher and 34% did not receive additional supports
that improved their practice.
Teachers suggested that moving forward, induction programs or professional learning
opportunities for new teachers should include:
•
•
•
•
•
•

multiple opportunities to spend time in different classrooms;
orientations to school- or state-specific policies and procedures;
classroom management and lesson or curriculum planning support;
emotional and personal support;
opportunities to observe or be observed; and
additional time in the schedule for new teachers to plan, prepare, and manage
their workload.
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Teachers also emphasized that opportunities should be relevant, delivered by mentors or
coaches, and include time for teachers to participate and collaborate.
Recommendation 4
➢ TDOE could consider sharing various resources related to new teacher education and
mentoring with Tennessee districts. Similar to Tennessee’s ESSA plan, other state plans
have focused on teacher induction and mentoring. Departments of Education in
Delaware, Connecticut, and Massachusetts provide several online resources that may
be helpful for Tennessee districts:
o

o

o

The Delaware Department of Education (2017) provides resources for districts
related to their comprehensive 4-year induction program for new teachers.
Delaware also offers a Mentor Academy, which consists of a series of workshops
for teacher mentors.
The Connecticut State Department of Education implements the TEAM (Teacher
Education and Mentoring) program (2017) in districts statewide. TEAM is a twoyear induction program that provides mentoring and professional development
for new teachers, as well as training for mentors.
The Massachusetts Department of Elementary and Secondary Education (2017)
provides an annual induction and mentoring report, which encourages reflection
on current induction and mentoring practices and offers promising directions. The
report also provides several district resources related to mentor recruitment,
training, activities, and evaluation/assessment.

TDOE could also share New Teacher Center (2016) recommendations on new teacher
induction with districts; several of the recommendations align with Tennessee teacher
requests. For example, the New Teacher Center advocates for two-year induction
periods for new teachers, professional development for mentor teachers, required
mentor observations of mentees, opportunities for new teachers to observe classrooms,
and additional time in the schedule for new teachers to manage their workload.
Do you agree with this proposed recommendation?

%
Yes
100%
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What specific changes would you suggest?
•

•
•
•
•
•
•
•
•
•
•

“Could” is not an actionable/strong word. Why are we sharing other state’s resources
instead of creating Tennessee needs based resources? Could these resources be shared
in a common place for schools to access? It seems like there is a struggle with the
alignment with expectations, resources, new teacher, and district needs that this does not
address.
*Need to emphasize time for new teachers to collaborate with their mentor. Mentors need
compensation for their time. There needs to be specific guidelines and objectives for
mentors and new teachers not simply “meet with your mentor”
A 3-4 year induction program should be mandatory for new teachers.
All of these recommendations are great but do they address the time issue. If we make
new teachers squeeze these other things into their workday when they are already tired,
are we really doing them a service?
None at this time.
Follow Delaware!
None
Again, there are multiple recommendations here. I have to agree with the Delaware DOE
in the four year program. If teachers can get to year four, they are far more likely to stay in
the profession. Frankly, it takes four years to get your feet under you as a teacher.
N/Mentors have to have time to spend with their mentees. Therefore mentors must be give
an appropriate amount of time to spend with their mentee teachers.
Sharing is important but having a task force to implement and support will be key.

Recommendation 5
➢ Tennessee teachers advocated for high-quality mentors who support new teacher
induction and professional learning, but not all Tennessee teachers had access to these
mentors or received additional supports as new teachers. In addition, although TDOE
requires that mentors be highly-effective teachers who are licensed in their supervising
area and have release time for mentoring, it leaves other decisions to districts. As a
result, Tennessee teachers may be experiencing varied mentor-mentee relationships
and support because of different district policies regarding mentoring. In response to this
discrepancy, TDOE could share with local education agencies examples of how other
Tennessee districts have professionalized mentor teacher positions.
For example, some district salary schedules include additional pay or stipends for
teachers in mentor roles, such as Putnam County School System (2011) and Williamson
County Schools (2017). Other districts, such as Chester County, Decatur County,
Haywood County, and Stewart County Schools, have developed teacher leadership
structures, which include opportunities for teacher leaders to coach and mentor other
teachers and provide extra pay and professional development for these added
responsibilities (2016).
Do you agree with this proposed recommendation?
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%
Yes
100%

What specific changes would you suggest?
•
•
•
•
•
•
•
•

•
•
•

The example focuses on pay and incentives. Although incentives can help, how can
Tennessee assure that teacher mentors are high quality (PD?) and that new teachers are
receiving equitable, high quality mentors?
Additional planning time should be included for the mentor teacher(s) during the school
day for observational and meeting purposes.
Being a mentor definitely deserves a stipend. You can’t ask a teachers to be effective
mentors without compensation.
In order to have an “intern” or new teacher candidate, certification or training should be
mandatory.
We MUST pay quality mentors for their services. This is extra work. They have to make
sure their students are learning and also make sure a new teacher is succeeding. They
must be paid.
None
Another suggestion may be to give release time to mentor and new teacher during the
school day to meet and collaborate. Another suggestion may be to have a mentor and new
teacher “team teach” one year.
I would say to require a combination of the Putnam et al and the Chester et al plans. The
systems should develop teacher leadership structures while providing additional pay or
stipends for mentor teachers. Being a mentor takes a certain skill set and a lot of time.
This combination would help meet those two areas.
I have no suggestions, but I especially think this leadership restructuring would be
extremely helpful.
Mentor teachers should have hybrid roles and share their class responsibilities with
another mentor teacher so they can truly provide the support that new teachers need.
But mentors must truly be qualified and equipted.

Recommendation 6
➢ Because Tennessee teachers had several requests for time to receive additional
relevant and collaborative professional learning experiences, TDOE could reiterate that
districts could review the TDOE Professional Learning Planning and Evaluation Rubric
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(2017), which emphasizes the importance of learning within collaborative learning
communities; suggests that districts provide non-instructional time for learning and
follow-up; and encourages alignment to student, educator, and district needs.
Do you agree with this proposed recommendation?

%
Yes
100%

What specific changes would you suggest?
•
•
•
•
•

•
•
•
•
•

•

Replace “could” with “should”
Specify a monthly or grading period allotted day for these collaborations with substitute
teachers provided.
New teachers and mentor need release time during the school day to discuss and
collaborate.
The proposed suggestion would be communication between institutions.
Highly encourage districts to use an early dismissal or late arrival to allow for school year
collaboration. New teachers are often in practices or other extra curricular activities in the
afternoons and miss a lot of the information. Time during the day allows for training to be
year round instead of just before the school year begins.
I agree with this but suggesting it is one thing. What about the implementation? How can
we ensure that ALL schools in that district have provided this plan?
None
I especially agree with the non-instructional time for learning and follow-up. This would
provide opportunities for growth.
N/a
The key word in the recommendation is time. Most elementary schools need almost an
additional hour to meet the district and state requirements. Teachers MUST be allowed the
time to experience relevant and collaborative learning experiences, otherwise it’s just
another meeting with an extensive to-do list at the end of it.
Review is important but aldi a task force by the state to follow up and assist districts would
be important

PROFESSIONAL PLANS
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In summary, the majority (79%) of Tennessee teachers plan to stay in their current teaching
position. Approximately 10% reported that they plan to change positions within the Tennessee
education system, and 4% plan to leave the teaching profession altogether.
Recommendation 7:
➢ There are no formal recommendations around professional plans at this time.
Do you agree that there are no formal recommendations around professional plans at
this time?

No
17%

%
Yes
83%

What specific changes would you suggest?
•
•
•

•
•
•
•
•
•

Is 21% not returning to their current position a high, average, or low percentage? It
depends on the answer to that question as to whether there should be a plan.
Some institutions offer better programs than others, and this should be standardized.
Rather than using one set of data, could there be a recommendation that the TDOE
compare this data with other teacher surveys...and even see how it measures up to those
in other states? Also, did Tennessee teachers answer in a yes or no manner.----Or did
they have the option of explaining why they do or do not plan to stay in their current
position? If more information was provided in their responses, that data could be shared in
the statement above.
Perhaps a recommendation for district recognition for teacher retention at certain
milestones (5 years, 10 years, 20 years, ...). Something as simple as a certification, press
release, etc. could be used to reward and retain teachers who continue to serve.
None
Again, frankly, I’m not sure I see a recommendation. If it is saying that the state has no
formal recommendations, I’d say yes - at least none of which I am aware. If that is not the
meaning, well, I don’t follow.
Teach school leadership how to keep their best teachers...encourage, appreciate, provide
leadership opportunities.
N/a
The statistics seem to be in favor and tims can be spent in addressing other areas.
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Appendix G
This appendix provides information on the representativeness of
survey respondents based on NCES data.
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Sample Representativeness
In an effort to determine how representative the respondents to this survey are, HSG collected
demographic information from respondents to compare it to demographic data collected by the
National Center for Education Statistics (NCES) in 2011–2012. The comparisons are
summarized below.
Appendix B includes all of the demographic data collected from respondents.
Years of Experience
Less than 4 years
4–9 years
10–14 years
15 or more years

Survey Respondents
11.4
--*
--*
40.8

NCES
16.6
27.2
16.7
39.4

NCES data can be found at: http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_003.asp

*Given the nature of the topic, and in an effort to provide TDOE with more precise data,
respondents were able to select from slightly different ranges for years of experience; therefore,
we could not calculate percentages for the ranges NCES uses.
Highest Degree Completed
Bachelor’s Degree
Master’s Degree
Higher than a Master’s

Survey Respondents
31.1
45.4
23.5

NCES
35.1
46.3
14.2

NCES data can be found at: http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_004.asp

Age Range
Less than 30
30–49
50–54
55 or older

Survey Respondents
13.6
56
14.1
16.3

NCES
17.7
49.1
15.0
18.3

NCES data can be found at: http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_002.asp

In previous surveys, we asked respondents to select a gender; however, we have discontinued
doing so because offering only a binary option is inconsistent with contemporary practices in
surveying. Offering respondents the option to select options other than male/female would not
allow us to compare the data we collect to NCES data, as it only offers a binary option.
Given the similarity between NCES data (which represents the entire teaching population in
Tennessee) and demographic data collected from respondents, the respondents to the survey
appear to be representative of the teaching population in Tennessee; however, there are
limitations to the generalizability of the survey findings. Additional information can be found in
Appendix H.
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Appendix H
This appendix provides some guidance around interpreting survey
data in the current report.
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Interpreting Data
Minimizing Survey Error
Survey research is a commonly used research method to determine what people are thinking,
feeling, or doing.i However, survey research can be complicated and, if done poorly, can yield
inaccurate or imprecise results. A successful survey is based on sound research questions,
accurate measures of the topics of interest, and a design that enables the generalization of
research findings to the population of interest.ii Four types of survey error, however, can
undermine the results of any given survey: measurement, exclusion, sampling, and
nonresponse.iii,iv
Measurement Error
Measurement error, also referred to as an error of observation, occurs when respondents give
inaccurate or imprecise answers to survey questions. This may happen as a result of poorly
worded questions (e.g., lengthy or double-barreled questions) or poorly designed surveys (e.g.,
unclear instructions or inadequate response options). By taking care in the design of survey
items and the broader survey questionnaire, by having key stakeholders review draft items and
the draft questionnaire, and by testing out items with potential respondents, HSG sought to
minimize measurement error.
Exclusion Error
Exclusion error occurs when (1) there are members of the population of interest who have no
chance of being surveyed, and (2) these excluded members of the population differ from
included members of the population. For example, in an email survey of teachers, exclusion
errors could occur if there were teachers whose email addresses were not active, teachers who
did not check their listed email account, or teachers who were not on the email list at all (e.g.,
teachers who were newly hired). To the extent that these teachers differed from others
regarding the survey topic of interest, exclusion error exists. Because all of the teachers in the
State Teacher Fellows’ professional learning networks (PLNs) have provided an email address,
exclusion error in this survey is minimal.
Sampling Error
Sampling error involves random differences occurring between sample estimates and true
population values. Sampling error is unavoidable in sample surveys because only some
population members are surveyed. Sampling error is often quantified by standard errors or
margins of error (also referred to as confidence intervals), which provide information on the
probability that any finding from a sample is due to chance (i.e., sampling error). Holding all else
equal, increasing sample sizes generally reduces sampling error. Because HSG attempted to
survey all of the teachers in the state by emailing the survey link to all teachers in PLNs, inviting
teachers in PLNs to send the link to colleagues who may or may not be in a PLN, having state
partners also send the link to teachers for whom they have access via an active email address,
and publicizing the availability of the survey via social media, sampling error does not apply. In
other words, there is no statistical basis for calculating confidence intervals regarding the survey
results.
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Nonresponse Error
Nonresponse error occurs when individuals do not respond to a survey or to particular questions
on a survey, and when these individuals would have responded differently, on average, than
those people who did respond. More specifically, nonresponse error is the product of:
1. The nonresponse rate, which is the percentage of the sample or population who do not
respond to a survey (unit nonresponse rate) or to an item on the survey (item nonresponse
rate); and
2. Nonresponse bias, which is the difference between the average respondent’s response
and the average nonrespondent’s response for a given item.
Thus, a survey can have a low response rate with little or no nonresponse error. This can occur
if there are little or no differences between respondents and nonrespondents that are relevant to
the survey’s topics of study. In contrast, when there are large differences between respondents
and nonrespondents, it is possible for surveys to have high nonresponse bias even with high
response rates.v
There are many reasons why responses of respondents might differ from those of
nonrespondents. Survey format matters. For example, given their greater technological literacy,
younger teachers may be more likely to respond to an online survey than teachers nearing
retirement age. If younger teachers differed from older teachers in their thoughts regarding a
survey topic (for example, teacher pension reforms), then this difference could bias results if
analyses did not take into account teacher age. Survey topics also matter. For example, in a
survey of teacher compensation, teachers who feel strongly that they are underpaid might be
more inclined to respond than teachers who are comfortable with their current level of
compensation. As a result, such a survey could overstate teacher dissatisfaction regarding pay.
When seeking to minimize nonresponse bias, it is important to consider what affects
respondents’ likelihood of participating in a survey and how respondents might respond to
specific survey questions.vi
Because surveys can have low response rates and still have little to no nonresponse bias,
response rates are not a good measure to judge the quality of a survey in and of themselves.vii
Recent empirical evidence has shown that the relationship between response rates and
nonresponse bias is weak, at best:
•
•
•
•

A comprehensive study using exit poll data found no statistically significant relationship
between response rates and survey error.viii
In a study of household surveys, response rates accounted for only about 11 percent of
the variation in nonresponse bias estimates.ix
Results from two identical national telephone surveys were similar, despite dramatically
different response rates (61 percent versus 36 percent).x
A national health survey that saw declining response rates over time also found declining
nonresponse bias.xi

Because response rates are not a good indicator of nonresponse bias, investigations into the
extent of possible nonresponse bias are important. There are a number of practical approaches
that survey researchers can take to make such investigations. For example, researchers can
compare demographics or other administrative data on survey respondents to those of
nonrespondents, contrast survey results for early responders with those for late responders, and
judge survey results against findings from an external data source.xii In each case, the more
similar the results, the less substantial any nonresponse bias is likely to be.
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Conclusion
When assessing the quality of a survey, it is important to consider the total survey error,
composed of measurement, exclusion, sampling, and nonresponse errors. HSG has taken
steps to reduce total survey error via a rigorous, multifaceted approach to survey design and
implementation.
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