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ABSTRACT

This chapter examines the implementation of teacher induction programs to assist new teachers in the 
Anglophone Caribbean who, like their counterparts in other parts of the world, face a steep learning 
curve in the first five years of employment. The programs are part of a wider regional thrust to improve 
academic performance, and they are as varied as the territories in which they exist. A description of 
the programs implemented in each territory is presented. Information for the description was garnered 
directly from the ministries of education of each territory and also from their websites. This is followed 
by a summary of the findings of the research on induction available from Trinidad and Tobago, Jamaica 
and Belize. It was discovered that all territories have implemented some form of induction program, and 
that these programs are beneficial to new teachers. The programs also have shortcomings which can be 
mitigated by the implementation of the recommendations proposed in the Draft Framework of Generic 
Teaching Performance and Academic Standards.

INTRODUCTION

Teachers are the professionals vested with the responsibility of interpreting and delivering the curriculum 
to students daily. They are a critical element in the academic success of students who spend the better 
part of each academic year with them. Although most new teachers have been in training for a number 
of years before employment, they are in need of induction to effectively and efficiently ease into the 
profession. One of the recommendations presented to The Caribbean Community Task Force for Teacher 
Education (Mark, 2013) as part of its Draft Framework of Generic Teaching Performance Standards and 
Academic Standards states that teachers

who are on their first appointment, are considered to be interns …. Their professional development 
should be facilitated by providing them with … full and active participation in an induction program…. 

Induction of Teachers in the 
English Speaking Caribbean

Ruth Baker-Gardner
University of the West Indies, Jamaica
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designed to engage the intern teacher in a variety of professional learning experiences that may include 
formal lectures, seminars and workshops, observation of teaching by experienced teachers, and super-
vised teaching practice. (p. 19)

Bruns, Luque and Moreno (2014) in concurring with the necessity of supporting new teachers in the 
Caribbean state that the English speaking territories which have induction programs are an exception 
considering that there are few countries in Latin America with formal induction programs to support 
new teachers.

In seeking to define the Caribbean, one has to carefully examine the many definitions that abound. 
Based on Girvan’s (2001) classification of the various definitions for this area, a socio-historical defini-
tion has been adopted for the geographical boundaries within which this discussion is situated. Girvan 
states among “scholars, ‘the Caribbean’ is a socio-historical category, commonly referring to a cultural 
zone characterised by the legacy of slavery and the plantation system. It embraces the islands and parts 
of the adjoining mainland” (p. 1).

This chapter focuses on the English speaking Caribbean territories considering that a shared historical 
background would result not only in a shared language, but in significant commonalities between the 
educational systems which have been influenced by the British colonial system. The English speaking 
islands were considered because of the on-going working relationships established between them facili-
tated through the Caribbean Community (CARICOM) and other such regional integration attempts. The 
countries included in this discussion are the mainland territories of Guyana and Belize; the islands of 
Jamaica, Trinidad and Tobago, The Commonwealth of the Bahamas, Cayman Islands, and Organisation 
of Eastern Caribbean States (OECS) member states which are: Antigua and Barbuda, Commonwealth 
of Dominica, Grenada, Montserrat, St. Kitts and Nevis, St. Lucia, and St. Vincent and the Grenadines. 
Anguilla, which is an associate member of the OECS is also included. The British Virgin Island is a 
member of the OECS, but was not included in this discussion. The map in Figure 1 shows the location 
of these territories.

The CARICOM Community Task Force on Teacher Education is a regional group that has designed a 
set of academic standards for educators in each territory “to guide programme development and gauge the 
quality of their programmes.” (Mark, p. 6). An important consideration that should not be forgotten when 
information about the Caribbean is being discussed is that although this is considered one geographic 
area, the differences between the territories can be significant, and these differences have impacted the 
structure and implementation of the induction programs in each territory. Jamaica, which is the largest 
island in this group, has a teaching force at the primary and secondary levels which exceeds 24,000 
teachers (Ministry of Education, n.d.). This contrasts strongly with small territories such as Anguilla 
which has 191 teaching positions at the primary and secondary levels combined (World Bank/OECS 
Secretariat, 2009, p. 18). Since the size of the teaching force is one of the factors which impact the design 
of the induction program, it is expected that there will be significant differences among the programs in 
each territory. Moreover, the differences in pre-service preparation of teachers, student related factors 
and the culture and climate of the school environment can also affect the design and outcome of the 
programs. It is also important to note that some of the smaller islands do not have new members joining 
the academic staff every year, so they will not need to conduct induction annually. The matter of how 
each territory adopts and adapts the regional guidelines to meet its particular needs is important as the 
region strives to improve its teaching force.
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But what makes induction such an important activity that it is being viewed as a strategy for im-
proving teacher efficiency within the Caribbean? The Center for Public Education (2005) reveals that 
“research consistently shows that teacher quality—whether measured by content knowledge, experience, 
training and credentials, or general intellectual skills—is strongly related to student achievement: sim-
ply put, skilled teachers produce better student results” (para. 23). It is with this in mind that advocates 
of induction argue that assisting new teachers is vital in helping students to succeed as the teacher is 
critical to student achievement (Breaux & Wong, 2003). They also note that although it costs much to 
implement quality induction programs, these are worth the effort as they help new teachers to quickly 
gain competence so that they can positively impact students’ achievement (Villar & Strong, 2007). The 
desire of education authorities within the Caribbean to implement induction programs can therefore be 
considered within this context.

New teachers in the Caribbean are also experiencing challenges. Research conducted in Jamaica by 
Ganser (2001) showed that new teachers encounter several challenges when they began their careers and 
that the greatest source of assistance in mediating these challenges was the support that they received 
from colleagues and other agencies during their early career. Research was also conducted in Trinidad 
by George and Quamina-Aiyejina (2003) and the findings reveal that although new teachers had clear 
ideas as to who was a good teacher, when they actually began to practise they experienced a mismatch 

Figure 1. Map of the Caribbean showing the territories under discussion 
Source: Interestingoceanfacts.weebly.com
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between their ideals and realities under which they must work. Induction has been shown to provide 
emotional and professional support to new teachers (Davis & Waite, 2006), is more beneficial to teach-
ers without training than their counterparts who had gone through training programs (Duke, Karson 
& Wheeler, 2006), and positively impacts students’ academic performance (Ingersoll & Strong, 2011). 
(These will be discussed in greater details further in this chapter). The emphasis being placed on teacher 
induction within the Caribbean is understandable considering the that induction has positive impact on 
teacher efficacy and student performance.

The objectives of this chapter are to:(a) provide an overview of induction programs in the English 
speaking Caribbean, (b) examine the push factors which have resulted in the implementation of induction 
programs in the region, (c) summarise the findings of five research studies on teacher induction in three 
of the larger islands, and (d) provide suggestions for the way forward for inducting Caribbean teachers.

BACKGROUND

Overview of Teacher Training and Early Experiences in the Caribbean

Teacher training in the Caribbean has gone through many changes as attempts are made to provide an 
education that is relevant to the needs of students, the employers, and the society at large. This section 
traces the history of teacher education in the Caribbean from Emancipation to the present. It then focuses 
on the findings of two studies conducted in the region which highlight the need for induction programs.

Historical Foundations: The ongoing partnerships between the education systems of the English speak-
ing territory is a legacy of the shared history of being colonised by Britain. Prior to the Negro Education 
Grant, much of the teaching responsibilities in the Caribbean were carried out by white missionaries 
who also served as preachers. One provision of the “Act of Emancipation” of 1833 was the provision of 
money called the “Negro Education Grant” to provide education for the newly freed slaves. According 
to Whyte (1977) this money was used to construct buildings, pay a part of teachers’ salaries and open 
colleges to train local teachers. The grant, which increased from £25000 to £30000, was provided for 10 
years (Bacchus, 1990). The British parliament earmarked £5000 of this sum for training of teachers and 
this signalled the beginning of the journey to secure a cadre of native teachers for the islands.

Initially, teacher training was done in normal schools set up by the missionaries (Bacchus, 1990). 
The Mico Trust provided assistance which facilitated the establishment of normal schools in Jamaica, 
Antigua, Demerara, Trinidad and Barbados. The Mico University in Jamaica emerged out of this period. 
The students who attended these schools were mostly those untrained individuals who were already 
teaching. Entrants were expected to exhibit a combination of: piety and intelligence; decided Christian 
character; and a mastery of the rudiments of reading, writing and arithmetic (Bacchus, 1990, p. 312). 
Bacchus also records that the emerging education system was plagued with low academic performance 
which could be attributed to poor or lack of training of teachers. The challenges included: poor teach-
ing methods; missionary societies did not encourage individuality in teaching; the content (British in 
nature) was disconnected from the local reality; lack of supportive home environments for students; 
inadequacy of teaching resources; the Bible being sometimes the only textbook; and limited time avail-
able for classroom instructions.

To increase the number of teachers the pupil teacher system was implemented in 1894 (Common-
wealth Secretariat, 1996). Under this system, the most promising students were identified, and through 
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an informal system of apprenticeship they developed pedagogical skills aimed at assisting them to 
provide teaching support. They did not receive wages for their services and were expected to be aided 
in their professional development by headmasters through the provision of a minimum of four hours 
of instructions weekly. During the four years that they served, they were required to sit both the pupil 
teacher examinations and the second and first class teacher education certificate examinations (Com-
monwealth Secretariat). This system was gradually phased out although it persisted in some territories 
until the 1980s (Thompson, Warrican & Leacock, 2011).

By the 1930s a total of ten teacher training colleges were established in Jamaica, Barbados, Trinidad 
and British Guinea. These colleges also trained students from those territories which had no teacher 
training institutions. The four teaching training colleges in Jamaica were producing only an annual total 
of 40 trained graduates including some from the Cayman Islands and Bermuda. The practice of send-
ing Bermudan teachers to Jamaica to be trained was discontinued and they were later sent to Canada 
(Bacchus, 2005). Trinidad, which was training teachers for Antigua, St. Vincent, Grenada and British 
Honduras had an enrolment of 133 students. These student teachers were enrolled in programs which 
lasted from one to three years. In addition to the normal college courses, training was provided to teachers 
during the weekends and after school. The Bahamas utilized correspondence courses to train teachers 
during this period.

According to Bacchus (1990) the Matthew/Mayhew Report of 1933 states that only approximately 
one sixth of the teachers in the region were trained. Some of the smaller territories, such as St. Lucia 
fell below this average since only one of its 249 teachers was trained and only 9% certified. The quality 
of teachers being trained in the Caribbean was given a boost with the increased access to secondary 
education, as some of the secondary graduates entered teaching, however their numbers were limited.

Teacher education improved over the next half century and Caribbean governments continued at-
tempts to provide quality teachers. Among the most notable changes were: changes in the curriculum 
at the teacher training institutions to reflect the needs of the post slavery society (Walden, 2005); im-
provements in access to and quality of secondary education which provided a wider pool of candidates 
for the training institutions (Ministry of Education, 1991), growing numbers of local teacher educators; 
increased access to teacher training (Commonwealth Secretariat, 1996) and development of policies to 
guide the development and delivery of teacher education (Mark, 2013).

Teacher Training Now: In spite of these significant advancements, Mark (2005, p. 11) notes that 
teacher education in the Caribbean “has not evolved much from its colonial beginnings.” She notes 
that various agencies are currently involved in providing initial and continuing education for Caribbean 
teachers. Steinback (2012) in working to change the program in Trinidad from the two-year in-service 
program to a four-year bachelor of education degree adds support to this view when she identified three 
obstacles to change. These are neo-colonist and hierarchical mentality; tradition within the society and 
political circumstances (p. 69). Another challenge that teacher education in the region face is funding. 
Walden (2005) states “capital outlay for teachers’ colleges has not been made since the 1980s” (p. 265), 
and this is likely to have some impact on the quality of the training being offered and the readiness of 
graduates to perform their required functions. In 1995, the Commonwealth Caribbean Seminar on Teacher 
Education was convened in Trinidad and Tobago. Out of this venture, five main issues surrounding 
teacher education in the Caribbean emerged. These are: future modes of delivery of teacher education, 
the teacher education curriculum, providing better teacher educators, improving opportunities for teacher 
development, and increasing and improving research capacity in teacher education.
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Mark (2013) in describing the current state of teacher education in the Caribbean, presents the find-
ings of a survey conducted with funding from the Caribbean Knowledge and Learning Network. The 
purpose of the survey was to probe into the “practices, policies and approaches that are currently in use 
in the region, and the challenges faced by the region’s teacher education institutions” (p. 9). The find-
ings showed that:

• Programs of initial professional education are provided in a variety of institutions such as universi-
ties, teachers colleges, community colleges etc.;

• Teacher education institutions offer a variety of programs of initial preparation at different quali-
fication levels. These range from a certificate in teaching to a post graduate diploma in education;

• Entry requirements for programs of initial professional preparations vary across institutions;
• Programs of initial professional preparation are delivered in different modalities (e.g. full time, 

part-time, online, face to face etc.);
• There is variation in the curriculum content of programs;
• The period of student teaching varies across institutions; and
• The duration of programs varies from one to four years.

These differences are reflections of the diversity that exists within the Caribbean islands themselves, 
and by extension the education systems.

One of the feature of teacher training in the Caribbean is a period of practise teaching, which in 
the majority of cases represent the only experience the trainee acquires before assuming the duties of 
a teacher. Walden (2005, pp. 263-264) notes that the purpose of this practicum is: socialisation; real-
ity check; bridging the gap between college classroom and the schools; linking theory and practise; 
integrating the discipline; experimenting, demonstrating and modelling; and coming to grips with the 
culture of schools and societies. This practicum represents 15 of 135 credits for the bachelor of educa-
tion program in Jamaica (Joint Board of Teacher Education, 2012). It is spread over four years with the 
greatest portion of the practicum being done in the final year before trainees are employed as teachers.

Early Experience of Caribbean Teachers: There are currently approximately 62,500 teachers employed 
both full time and part time at the primary and secondary levels in the English speaking Caribbean. 
Table 1 provides a breakdown of the number of teachers in each territory. Information was gathered from 
various online sources, and attempts were made to gather the latest information possible by conducting 
comprehensive searches using varying search strategies.

UNESCO (2015) reports that the pupil teacher ratio within Caribbean schools is comparable with 
the rest of the world since in 2010 it stood at 19:1 at the primary level and 16:1 at the secondary level. 
Overall, Jamaica’s pupil teacher ratio was the highest of the countries under consideration (33:1) and the 
Cayman Islands was the lowest. At the secondary level, Guyana with a ratio of 23:1 recorded the high-
est ratio and the Cayman Islands was at the bottom with 9:1. Belize and the Cayman Islands occupied 
opposing ends of the spectrum as it relates to the percentage of trained teachers at both the primary 
and the secondary levels. Belize had only 45% of its teaching force at the primary level being certified, 
while the Cayman Islands had 95%. At the secondary level, the Cayman Islands had 98% of its teach-
ing staff certified, while Belize had 38%. Again, this speaks to the education provisions and is likely to 
have implications for the experiences of novice teachers, and might also influence the kind of induction 
programs that are implemented in each territory.
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Halford (1999) describes teaching as the “profession that eats the young” (p. 14) because of the various 
challenges which the new teachers have to cope with on entry to the classroom, and the lack of assistance 
provided in some cases to meet these challenges. New teachers are disadvantaged from as early as the 
hiring phase since they are often hired at the last moment (Breaux & Wong, 2003), and they are in most 
cases assigned the most difficult classes (Feiman-Nemser, Carver, Schwille, &Yusko, 1999; Howard, 
2006; Villani, 2002). In addition, these new teachers may have no classrooms of their own (Danielson, 
2002) and might be required to move from classroom to classroom (Howard, 2006). The new teachers 
begin their careers with a number of obstacles to overcome, but without the experience that would guide 
them to success, so in the interim, they need to be provided with necessary support.

Two studies have been conducted in the Caribbean which provide information on the challenges 
facing new teachers in the Caribbean. Tom Ganser, then Director of Field Experiences at the University 
of Wisconsin, Whitewater, conducted research in Jamaica as part of the university’s Strategic Initiative 
Program in 2000. The purpose of the research was to investigate the perception of principals, teachers 
and teacher educators regarding the challenges encountered by new teachers and the sources of assis-
tance they received to mediate these challenges. Twenty-eight teachers, 12 principals and 11 lecturers 
were interviewed.

The findings of the research were presented at the annual meeting of the Joint Board of Teacher Edu-
cation in Kingston Jamaica in 2001. Ganser (2001) revealed that large class sizes and limited resources 
were primarily the concerns of new teachers, however 55.6% indicated that considerable support was 
provided by their colleagues. Assistance was also provided through professional development conducted 
at the school level, by tertiary institutions, the Ministry of Education and through the Jamaica Teach-
ers’ Association which is the union representing the majority of Jamaican teachers. Lecturers also cited 
lack of resources as a challenge facing new teachers. Both the lecturers and the principals agreed that 
new teachers in Jamaica were challenged by weaknesses in lesson planning, time management, student 
assessment and curriculum. Principals also noted that there was a lack of dedication to work, limited 
involvement and negative relationships with teachers, principals and the community.

Table 1. Approximate number of teachers in each English speaking Caribbean territory

Territory Number of Teachers Source

Barbados 2,935 (2011) Trading Economies (2015)*

Belize 4,445 (2013) Trading Economics (2015)*

The Cayman Islands 433 (2014) Ministry of Education, Training and Development & Department 
of Education, (2014)

Guyana 8,314 (2012) Trading Economics (2015)*

Jamaica 24,904 (2012/2013) Ministry of Education (2013) 

OECS 7,000** World Bank (2009)

Trinidad and Tobago 14,482 (2010) Trading Economies (2015)*

Total 62,513 (Author’s addition of the numbers for each territory)

* Number based on data collected by the World Bank
**Data collected for each territory in different years.
The number of teachers in each territory is reflective of the population. Jamaica with a population of approximately 2.6 million 

inhabitants is home to almost 40% of the teachers.
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A country report of the Multi-Site Teacher Education Research Project (George &Quamina-Aiyejina, 
2003) provides a synthesis of the reports of sub-studies conducted in Trinidad and Tobago which fo-
cused on primary teacher education. The research was conducted by staff of The University of the West 
Indies, St. Augustine, School of Education, and was funded by the British Department for International 
Development. The overall findings of the report will not be discussed here, but the elements that are 
relevant to this chapter will be highlighted. Both qualitative and quantitative data for the research were 
collected through “semi-structured one-on-one interviews; focus groups interviews; autobiographies; 
analysis of data; analysis of data in students’ files; classroom (school and college) observations; a survey 
questionnaire; and content analysis of documents” (p. x). The synthesis revealed that:

• “Teacher trainees enter their course of study at the college with well-defined views of who is a 
“good teacher,” but experience tensions caused by a mismatch between what they perceive a good 
teacher to be and the realities of the under-resourced classroom settings in which they must work 
and the low status accorded to teachers in the society.” (p. xi)

• Trainees enter the teachers’ colleges with varying qualifications – nearly all (80%) have more than 
the stipulated 5 CXC/GCE O Level subjects. Some entrants also had at least one A Level subject.

• Teacher educators and trainees believe the curriculum is overcrowded and does not allow ad-
equate time for each subject.

• Teaching practise is an important part of the experience although it is stressful.
• “There is no structured programme for the induction of newly qualified teachers, but rather an 

informal system of mentoring and help from other teachers and advice from principals.”
• “Newly qualified teachers have been found to focus on survival strategies in their post-teachers’ 

college teaching and to replace the recommended strategies they had learnt in college with practi-
cal solutions that provide some results” (p. xii).

Although these findings were specific to the two-year training program (which has since been up-
graded to a four-year bachelor of education degree program), some of them are still relevant considering 
that training programs in the Caribbean still last between one and four years (Mark, 2013). One of the 
recommendations of this research was that a structured induction program should be implemented in 
receiving schools. George and Quamina-Aiyejina (2003, p. xiv) state that new teachers “must be eased 
into their jobs as full-fledged teachers through a carefully structured induction programme mounted at 
the level of the school.”

Induction Defined

An in-depth examination of the various programs for new teachers in the Caribbean reveal a variety of 
ways of providing support. These include but are not limited to orientation sessions, stand-alone mentoring 
programs, and induction programs. The New Teacher Center (2012) notes that induction programs are 
a part of the “larger system of teacher development” (para. 15) and this is the case in some countries in 
the Caribbean context. There is a need to articulate a definition of induction to be adopted for the Carib-
bean which will guide the thinking of the individuals who are involved in carving out these programs. 
Induction can be defined as a comprehensive, systematic program of support provided for new teachers 
aimed at helping them to adjust to the demands of the profession, experience professional growth, and 
contribute to students’ development.
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It is impossible to write about teacher induction without giving attention to mentoring and its place 
in the teacher induction program. These two processes share a symbiotic relationship but the terms are 
not synonymous and should not be used interchangeably. Mentoring is the matching of the new teacher 
with a more experienced colleague or colleagues so that they can work together to simultaneously achieve 
developmental goals. Both parties benefit from the relationship as the new teacher develops pedagogi-
cal skills and techniques and may also learn behavior management strategies while the veteran teacher 
learns how to become an effective coach, conducting observation, providing feedback, and scaffolding 
the new teacher until she is able to achieve an agreed level of competence. Mentoring is the central 
component of the induction program (Arends & Regazio-DiGilio, 2000; Fideler & Haskelkorn, 1999; 
Fieman-Nemser, 1996; Moir & Gleiss, 2001;Robinson, 1998). Other elements of the induction program 
are: full or substantial release time for mentors, participation by all first and second year teachers, formal 
mentor orientation and training, ongoing professional development for mentors, professional standards 
used to articulate best practices, beginning teacher network for professional development, clear role 
for and communication with site administrators, participation by key stakeholder groups, linkages to 
preservice programs, and evaluation and beginning teacher advocacy (New Teacher Center as cited in 
Moir, 2009,p. 17).

Purpose of Induction

New teachers bring varying needs with them to their first job assignment and induction is one of the 
ways to help them meet these needs (Bartell, 2005; Beaux & Wong, 2003; Villani, 2003). Induction 
serves three basic purposes according to Breaux and Wong. These are:

1.  To provide instruction in classroom management and effective teaching techniques;
2.  To reduce the difficulty of the transition into teaching; and
3.  To maximise the retention rate of highly qualified teachers.

Based on these, any system of education that has the students’ welfare as the central focus, should 
be seeking to provide induction to assist new teachers.

Serpell (2000) posits that induction programs vary based on their goals. She states that some are 
designed to initiate teachers into the school culture, whereas others are geared towards developing the 
instructional practices of new teachers. There are still others designed to evaluate, assess, and weed out 
those who are not suited for the demands of teaching. Induction programs also differ in terms of content, 
organisation, management, and supervision. The goals identified previously can all be served by the 
same induction program as all these activities are essential and interconnected. According to Jonson 
(2002), instruction in classroom management and effective teaching techniques would have been cov-
ered in pre-service training for those who entered teaching through the traditional route. However, new 
teachers may experience difficulty putting theory into practice and modifying what was learnt during 
the pre-service sessions to meet the needs of their particular students. Induction will therefore provide 
the support needed to effectively modify and transfer these skills.
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The Impact of Induction on Teacher Competence and Student Performance

In order to investigate the impact of induction on teacher competence and student performance, the 
researcher examined five studies conducted in the United States between 2006 and 2011, and one study 
from England. These studies focus on different aspects of the induction program using empirical data 
as the basis for the analysis. It was necessary to use research from outside the Caribbean since the body 
of research on induction in the Caribbean is just beginning to emerge. The use of information from the 
United States is justifiable due to its proximity to the Caribbean, which has resulted in a strong American 
influence on the various facets of Caribbean life including education (Campbell, 2004). The availability of 
research on induction from the United States was also critical to this decision. In reinforcing the view of 
availability of induction research from the United States Totterdell et al. (2008) in their review conducted 
in England shortlisted 10 studies, 80% of which were from the United States. Six of the 10 studies were 
chosen for the review, reflecting a strong influence of research from the United States. Another reason 
for using research predominantly from the United States in this section is that the information on induc-
tion used in the Caribbean is obtained mostly from the United States. This is evident when the list of 
references in the studies summarised in this chapter is consulted, or by looking at the theorists referred 
to in the Caribbean induction documents that were examined for this chapter.

The study from Britain was chosen due to its comprehensiveness, and because of the historical link-
ages between the educational systems of England and the Caribbean. Although there are significant 
differences between the education systems of developed and developing countries, the author believes 
that looking at these findings are relevant since the challenges being experienced by beginning teachers 
are somewhat similar (Ganser, 2001; Baker-Gardner; 2013)

Davis and Waite (2006) conducted a longitudinal, decade long, follow up study which investigated 
the long term effects of a public school/state university induction programme. The research which in-
volved 215 participants in the Teacher Fellows Program sought to ascertain how many of these teachers 
remain in the education system, how many were still teaching and their perception of the impact of the 
induction program on their initial teaching experience. The participants in the programme were fully 
certified teachers pursuing a graduate program. This experiment was a collaboration between the uni-
versity and the public school.

The results of the research revealed that the program was beneficial in five significant ways. It 
provided the opportunity for new teachers to receive professional and emotional support provided in 
the form of mentor teachers, program peers and university instructors. It resulted in the development 
of lifelong relationships between new teachers, and between new teachers and mentors. It also resulted 
in the development of knowledge and skills. Participants learnt how to “integrate curriculum, conduct 
action research, implement effective teaching strategies, and create a positive learning environment” (p. 
7). In addition to the development of leadership skills, the program also helped participants to develop 
attitudes and dispositions such as confidence and becoming a lifelong learner. This research points out that 
induction has long term benefits for the individual teacher, and that these benefits are many and varied.

An investigation into the impact of mentoring and induction programs with a particular focus on the 
effects of these programs on teachers who lacked pre-service teacher education training was carried out 
by Duke, Karson and Wheeler (2006). The participants had first degrees, and were pursuing teacher 
education. The researchers used data from the School and Staffing Survey conducted by the National 
Center for Education Statistics and sampled 42,549 teachers. The findings of the research indicated that 
induction programs have a “greater marginal benefit” for teachers who entered the profession without 
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teacher training. This can be understood from the perspective that these pre-service teachers came to 
their positions lacking some of the knowledge and expertise that the teachers who had gone through 
teacher preparation programs acquired during training.

Wechsler, Caspary, Humphrey and Matsko (2010) of SRI International conducted rigorous research 
into the benefits of inducting new teachers in the state of Illinois. The goals of these induction programs 
were to stem teacher attrition and to improve new teacher competence. Triangulation was a strong feature 
of this research as data were collected through the use of surveys, case studies, retention and student 
achievement data. With reference to the effects of the induction program, the findings reveal that teacher 
induction makes “important contributions to new teachers’ sense of efficacy and their professional 
growth” (p. ii). The findings also indicated that if induction is to be successful, it should not be left up 
to the individual teacher, but needs to be a whole school effort. While supporting the power of induction 
to impact teacher efficacy, this research also points to the conditions under which induction can actually 
achieve the intended benefits.

Ingersoll and Strong (2011) took a different approach to examining the impact of induction programs. 
Their research indicated that induction not only had benefits for the teachers, but it positively impacted 
students’ performance. They conducted a meta-analysis of 15 empirical studies conducted from 1980 to 
the present. Their aim was to find out the effects of induction as presented in these studies. Based on the 
review, it was discovered that teacher induction programs have positive outcomes in three critical areas: 
teacher commitment and retention; teacher classroom instructional practices; and student assessment. 
They also discovered that teachers who were inducted “performed better at various aspects of teaching” 
(p. 1). With regards to academic achievements they found that students taught by beginning teachers who 
were inducted performed better on academic achievements tests, although this was not so in all cases.

One important variable in the impact of induction program is the length of the induction period, as 
was discovered by a large scale evaluation of induction programs commissioned by the United States 
Department of Education Sciences in 2004 (Glazerman et. al. 2010). This experimental research which 
was quite extensive, lasted for four years and was designed to evaluate the impact of comprehensive 
induction programs. The project involved 1009 teachers assigned to 418 elementary schools in 17 urban 
districts. Induction support was offered to teachers for a period of one to three years. The findings of 
the research revealed that:

• During the comprehensive induction program, treatment teachers received more support than con-
trol teachers;

• The extra induction support for treatment teachers did not translate into impacts on classroom 
practice, teacher retention nor student achievement during the first two years; and

• In the third year of offering induction support, there was a positive and statistically significant 
impact on student achievement.

The findings from the research by Glazerman et al (2010) might help us to understand why some in-
duction programs do not seem to have any impact on teacher efficacy and student outcomes. It highlights 
the fact that the length of time that teachers are inducted seem to have implications for the outcomes of 
the program.

A research conducted by the Newly Qualified Teacher (NQT) Induction Review Group of the Institute 
of Education, University of London examined the effects of the roles of mentors and inductors on the 
professional practice of new teachers (Totterdell et. al, 2008). The review which focussed on teacher 
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performance, professional learning and retention rate was conducted as an accountability measure since 
teacher induction was now required by law. A total of 3,827 studies were examined, however only six 
met the rigid selection criteria. Three out of the six studies showed that the performance of inducted 
teachers exceeded expectations, and that induction positively impacted teacher performance as it assisted 
them to address “issues of student motivation and assessment” (p. 1). The findings from the six stud-
ies indicated that new teachers “welcomed and valued” induction especially in cases where it provided 
emotional support. In addition, five of the six studies showed that “professional learning was enhanced 
where serious considerations had been given to matching NQTs with appropriate induction tutors” (p. 1).

The research indicated that while induction programs impact positively on teacher efficacy and stu-
dent performance, different programs are likely to have different impacts, and some individuals such as 
preservice teachers seem to benefit more from these programs. In conducting an international review of 
exemplary induction programs, Howe (2006) notes that there are some characteristics that are common 
to successful programs. These are “extended internship programs, specially trained mentors, compre-
hensive in-service training and reduced teaching assignments for beginning teachers with an emphasis 
on assistance rather than assessment.” (p. 287). Induction seems to be a viable way of improving teacher 
performance and student outcomes, but the extent of the benefits is dependent on several variables such 
as time, in addition to those variables identified by Howe.

Need for Induction in the Caribbean

The current performance of Caribbean students in relation to that of other students worldwide is one in-
dicator that it is now mandatory that the region develop a high calibre teaching force. Conclusions drawn 
from a comparative research by Hanushek and Woessman (as cited in Bruns et al., 2014) unearthed the 
following findings based on the performance of international students (including some from the Carib-
bean) on a test. They discovered that:

• Relative to its level of economic development, the region as a whole performs badly academically;
• There is substantial performance gap within Latin America and the Caribbean;
• Despite Latin America and the Caribbean’s poor performance, some countries are making sub-

stantial progress; and
• No country in the region has room for complacency with regards to its academic performance.

Given these findings, it is important that Ministries of Education in the region take all the possible 
actions with respect to improving teacher quality so as to advance educational achievement.

Another factor that has to be taken into consideration when discussing the importance of implement-
ing induction programs in the Caribbean is the variety of paths into teaching and the fact that some 
individuals enter teaching without formal teacher training. For example, the average percentage of 
untrained teachers in the OECS was 40.4% of the teaching force. This varied from a low of 11% of the 
teachers in the primary school system in St. Lucia to a high of 58% in the secondary school system in St. 
Kitts and Nevis (World Bank/OECS Secretariat, 2009). In Jamaica, the number of pre-trained teachers 
working in the public education system at both the primary and the secondary level is 11% (Ministry 
of Education, n.d.).

Some teacher educators in the Caribbean are of the view that this high number of untrained teachers 
is a challenge to providing quality education in the territories. This was one of the findings of a report 
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that sought to explore the challenges schools had in promoting the democratic ideals. Information for the 
report was collected from 10 teacher educators from seven Caribbean countries. Fifty percent of these 
noted that the lack of trained teachers is a problem for the region (Williams, 2012). The governments 
of the Caribbean are not satisfied with this high number of untrained teachers. To combat this problem, 
the Ministry of Education in Guyana had as its major objective in its strategic plan for 2008-2013 to 
“increase the proportion of trained teachers in the system to 70% by 2013 and to upgrade the knowledge 
of teachers in their specialised areas at the secondary level” (Ministry of Education, Guyana, 2015, p. 10).

Although the number of untrained teachers working at the primary level is decreasing in territories 
such as Jamaica (which has seen a 3.6% decrease over the period 2007 to 2013), the challenge of equip-
ping schools in some territories with suitably qualified personnel still persists. Every teacher is important 
to student learning and so, whereas measures need to be taken to ensure that the practice of employing 
untrained teachers is discontinued, in the short term, induction can help to assist these new entrants to 
the classroom to acquire some of the vital skills needed to do the job (Duke, Karson & Wheeler, 2006). 
This induction would have to be planned, taking into consideration the lack of formative training received 
by these teachers.

Another related factor that makes induction so critical in the Caribbean is the need for support systems 
to assist teachers in sustaining change in their teaching practice (Williams, 2012). Bartell (2005) notes 
that induction is important because the teacher is most easily influenced in the early years and new “ideas, 
approaches and practices learnt during these early years will often be those that the teacher continues 
to rely on” (p. 24) for the rest of her career. A mentor teacher is vital to this process of acquiring new 
skills during this entry level period as he/she will serve as coach and mentor for the fledgling teacher. 
An examination of the Joyce and Showers (2002) training model shows the importance of support in 
the transfer of a new job skill. Mentors are in a position to offer the kind of feedback that is essential to 
the growth of the new teachers.

Teacher education varies significantly across the Caribbean. Within the larger territories such as 
Jamaica, there are a variety of training programs. Teachers may be trained full time or part time. They 
may pursue a diploma in teaching, an associate degree, a bachelor’s degree or a post graduate diploma. 
Entry qualification into these programs may differ, and so may the length of time individuals spend in 
training. Based on these variations, induction is necessary as it would serve to ensure that teachers who 
need support receive this as early as possible so that they are able to effectively perform their duties. 
Induction will also help to bridge the gap between the variety of training received and create common, 
relevant, on the job experiences and support.

Push Factors Impacting the Implementation of Induction Programs

Research presented previously shows that new teachers, even those in developed countries, experience 
severe challenges at the beginning of their service, and that induction can help them to overcome these 
challenges. Within the Caribbean region, several factors have impacted on the desire to implement in-
duction programs to provide support for new teachers. Some of these have come from the international 
arena, and others have emerged from within the Caribbean itself. Both the international push factors and 
those emanating within the Caribbean will be discussed in the following paragraphs.

The Caribbean Task Force for Teacher Education (Mark, 2013) states that there are some international 
educational initiatives which impacted educational provision within the Caribbean. Two of these are the 
Education for All and the Millennium Development Goals. These initiatives were specifically aimed 
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at reducing poverty through educational provision. As these initiatives focused on “education for all,” 
there was a focus on equitable provision and therefore teacher quality was affected as it was a variable 
in this equation. One action that emerged from the Education for All initiative was that the Caribbean 
signalled its commitment in 2000 by becoming a signatory to the Regional Framework for Action which 
is a part of the Educational for All in the Americas. This initiative focused on teacher quality, career 
development, and performance assessment (Mark, 2013). Any focus on these areas will mean that all 
possible alternatives to improve teacher quality will be explored. Induction was explored as a favourable 
option to achieve the desired educational outcomes.

Induction programs have been implemented in the United States since the 1960s. They gained popular-
ity and rose to prominence so that by the 1990s only two states (Nebraska & Rhode Island) were without 
policy to address the needs of beginning teachers (Serpell, 2000). The popularity of such programs in 
North America, the proximity of the Caribbean to North America, and the purported benefits of these 
programs, meant that it was only a matter of time before they were evaluated for implementation within 
the Caribbean.

There was a growing dissatisfaction within the Caribbean region with the educational outcomes at 
all levels of the system. According to the Organisation of American States/FEMCIDI (2008), policy 
makers across the region began discussing the possibility of reforming educational and training enter-
prises in order to better develop human resources for the current job market and to take advantage of 
new job opportunities. CARICOM member countries were therefore encouraged to attend to the matter 
of improving the quality and effectiveness of the schools within the system. Calls for improvements in 
teacher training were also coming from teacher unions which were advocating for “their members to 
assist beginning teachers by being prepared to offer advice and assistance particularly to those beginning 
their career or in training” (p. ix).

In addition to the regional and international factors, individual territories were also being encouraged 
to implement their own induction programs, and this was being fuelled by researchers and consultants 
from both inside and outside the region who were providing expertise and conducting research within 
the Caribbean. Tom Ganser, conducted a research in 2001 which highlighted the challenges of new 
teachers and began to create an awareness of the need for new teacher support in Jamaica. Three years 
later, a recommendation was made by George and Lynda-Quamina (2003) to the government of Trinidad 
and Tobago for the implementation of an induction program to support teachers in their transition from 
training to the classroom. This came out of a country report of the primary education system which was 
undertaken as part of the Multisite Education Research Project which was coordinated by the Sussex 
Institute of Education.

The earliest evidence of an established induction program in the Caribbean came from The Common-
wealth of the Bahamas. Education officials in that territory were seeking a way to stem the attrition of 
teachers which stood at 30% during the first three years of their employment (Organisation of American 
States/FEMCIDI, 2008). In 2001-2002, a pilot mentoring project was launched by the College of the 
Bahamas and the Department of Education, Science and Technology. The purpose of this project was to 
“assist teachers to adjust to the school environment and staff, become oriented to the policies/procedures 
of the education system, familiarize themselves with curriculum and instructional strategies favoured by 
the system, and establish their own classroom management procedures” (p. viii).

This initial effort by The Bahamas was followed by a more concerted unified attempt at implement-
ing formal induction programs in the Caribbean as part of a wider effort to improve teacher quality. A 



531

Induction of Teachers in the English Speaking Caribbean
 

meeting of the Ministers of Education in the Americas in 2003 was held in Mexico City. At this meeting 
these ministers agreed that they would focus on “initial formation, recruitment and selection policy, on-
going professional development and evaluation systems for teacher performance” (Mark, 2013, p.7). The 
outcome of this meeting was the formation of The Organisation of American States Teacher Education 
Hemispheric Project. This was later amended by education officials from the CARICOM Secretariat 
who agreed that the Caribbean region would focus on addressing the quality of teacher education.

The year 2004 represented the defining year for induction programs in the Caribbean, as three sig-
nificant events took place in that year. Firstly, the pilot project in The Bahamas was followed by a full 
scale implementation of the induction program through assistance from the Organisation of American 
States. By the time the consultations began in the rest of the Caribbean, The Commonwealth of the Ba-
hamas had already launched a two-year program. The purpose of the Bahamian induction program was 
to improve retention of teachers, improve the performance of teachers and students, increase teachers 
job satisfaction, grow productive school environments, and positively transform the teaching profession 
(Organization of American States/FEMCIDI, 2008, p. viii). Secondly, in that same year an induction 
program was launched in Jamaica, the largest of the English speaking islands being discussed in the 
chapter. The thrust for induction came as a result of The Primary Education Support Project which sought 
to “improve the quality of the delivery of management of educational services at the primary level” (Min-
istry of Education and Culture, 2004, para. 1). The website of the Ministry of Education (2004) states:

A beginning teacher induction program has commenced. The activity started with the identification of 
schools for Year 1 of the program, the selection of mentors, and a one-day training exercise for 133 
mentors from all regions was conducted. These teachers will work with 73 beginning teachers. (para. 2)

This program was extended to all primary and secondary schools across the island within the next 
five years.

Thirdly, The Organisation of American States (2008), as part of its project “Responses to the Challenges 
of Improving the Quality of Recruitment and Selection, Initial Formation, Professional Development 
and Evaluation of Teachers in Countries of the Hemisphere” was required to develop policies for teacher 
education, a framework for teacher education programs, and recruitment and selection policies. To advance 
this agenda, two meetings were held with teacher educators and Ministries of Education officials for 
the countries under discussion. The first of these meetings was held in Port of Spain, Trinidad in 2004, 
and the other was held in The Commonwealth of the Bahamas in April 2005. The meetings resulted in 
“shared experiences, discussion and dialogue among teacher educational professionals in the effort to 
provide a framework for policies to improve the quality of recruitment and selection, initial formation, 
professional development and evaluation of teachers in Caribbean states” (p. 7). Out of this meeting a 
policy document was developed entitled “A Harmonized Policy Framework for Teacher Education in 
the Caribbean”. One of the recommendations was to improve post training experiences of teachers by 
“the establishment of a strong mentoring system to support the progress of novice teachers” (p. 28).

The influence of these various initiatives signalled the region’s desire for and preparation to establish 
induction programs for new teachers. Each action was significant in a different way, but collectively they 
indicated the region’s desire to improve students’ academic performance and education ministers and 
other stakeholders seemed convinced that induction was one way to proceed.
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Induction Programs in the Caribbean

Induction is practised in most of the territories. The programs in St. Lucia and Grenada have been dis-
continued because of lack of participants and lack of financial resources respectively. Information for 
this section was gathered from online sources including: official documents published by international 
organisations such as United Nations Educational Scientific and Cultural Organisation (UNESCO), re-
search conducted at the graduate level in three territories; official websites of the Ministries of Education; 
and online newspaper reports. Information was also solicited directly from the Ministries of Education. 
Information garnered through this last method was given priority over that located elsewhere as it was 
likely to be most current. The request was made to the Ministries of Education for induction policies 
and/or related documents, and a variety of information sources were received. These include induction 
policies, orientation programs, and induction program outlines. Although a request was made to all ter-
ritories for information, no information was received from Tobago, St Vincent and the Grenadines, and 
there was no information online regarding induction in these territories.

Cayman Islands: The Cayman Islands government has indicated as one of its strategic objectives 
in its five year education plan for 2012-2017 (Ministry of Education, 2013)that it intends to establish 
a mentoring program for newly qualified teachers (NQTs). By 2013, the Cayman Islands Government 
reported that 15 NQTs who joined the teaching force were to be inducted for one year (Cayman Islands 
Government, 2013).The current induction policy for these islands was approved in 2015, and is part of 
an overall framework of professional and legal resources provided for the education system. The pro-
gram falls specifically within the New Educator Support and Training (NEST) Program. This induction 
program which lasts for two years includes: mentorship support, individual professional development 
plans, observation of and by the new teacher, and coaching and professional development opportunities. 
Induction is compulsory for all new teachers engaged to work in the government service.

The policy contains terms and conditions to be met by these NQTs. New teachers entering the system 
with Bachelor’s degrees will be offered an open employment contract, however those possessing either 
a post graduate certificate or diploma in education will be granted a two-year contract initially. After 
participating in the program and obtaining the required score on the performance evaluation, they will 
then be offered an open contract. Teachers who fail to meet the requirements will be provided with an 
additional year of induction. Teachers who are contracted to work in Little Cayman and Cayman Brac 
will be assigned to a school in Grand Cayman for the first year of the induction period.

The induction policy clearly sets out the roles of all stakeholders. The Ministry of Education is respon-
sible for establishing policy, educating other stakeholders about the program, establishing the framework 
for program delivery, and providing orientation and induction programs. The Department of Education 
Services is required to implement, monitor, and report on the policy. School administrators will distribute 
policy documents to staff, provide school based support, and monitor the program impact. School staff 
is required to identify and record developmental needs, engage in performance management processes, 
and reflect on pedagogy and the impact of professional growth on student outcomes.

Belize: The teacher induction practices in Belize differ significantly from those in other Caribbean 
territories. The Ministry of Education, Youth and Sports states that the purpose of the teacher induction 
program is “to strengthen the quality of teacher preparations at all levels” (Government of Belize, n.d. 
para. 9). The Policy Framework for the Ministry of Education (Belize) Primary School Induction was 
first developed in 2006, but was revised two years later. This program is not mandatory for new teachers, 
but those teachers who successfully complete receive financial compensation. Induction is provided for 
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one year to teachers who have completed an Associate Degree or University of Belize Level II Certificate 
in Teaching. The policy emphasises that the purpose of the program is not to assess the knowledge of 
the new teachers, but “to provide newly qualified teachers with the opportunity, support and structures 
to apply what was learnt during college based study and to refine it” (p. 2).

The teachers who participate in the program are required to pay a program fee and meet seven objec-
tives set out in the policy. The attainment of these objectives are verified through lesson observations, 
record of plans, students’ work, and teachers’ records; performance appraisals; documentation of lesson 
evaluations; professional portfolios; completion of classroom projects, community service, and a small 
scale action research. The program begins with a one-day orientation, usually held before the middle 
of October. Participants receive a manual which outlines requirements, standards, and the performance 
review process. The manual also describes the support newly qualified teachers will receive from their 
tutors and the Teacher Education and Development Unit in the Ministry of Education (Teacher Educa-
tion and Development Service, 2008).

A tutor is assigned to the NQT who periodically visits the school to offer advice and support, and 
to monitor the progress of the protégé. The newly qualified teacher is informed of the date of the visit 
and tutors are compensated for their services from the fees paid by the newly qualified teacher. At the 
school, the novice is required to select a trained, experienced teacher to act as mentor at the school. The 
mentor is expected to offer site based support. The tutor liaises with the principal and the mentor who 
works with the new teacher.

The NQT has to attend seminars planned by the Teacher Education and Development Service Unit 
(TEDS) and must meet other program requirements (portfolio, reflective writing, action research, and 
community service). At the end of the year the NQT is assessed by a performance review team consist-
ing of a representative from the TEDS Unit, an officer from the Ministry of Education who is familiar 
with the school setting, and the tutor assigned to the new teacher. The ratings for the final review are 
distinction, proficient, or deferred. Deferred means that the individual did not meet program standards 
or was not available for the assessment.

Trinidad: The twin island republic of Trinidad and Tobago operates separate induction programs. The 
document for Trinidad which sets out the rationale and objectives of the program is called a “proposal”. 
The proposal shows evidence of research and a strong theoretical background as it makes reference to 
some of the experts in the field. These include Darling-Hammond, Danielson, Ingersoll and Strong, 
and Fieman-Nemser. Based on the proposal, it can be concluded that the program is firmly focussed on 
student outcome, and it establishes this from the outset and makes several references to it throughout 
the document. The rationale for the proposal states that one of the purposes of induction is to “level the 
playing field” so that all students are given the opportunity for success. Induction is provided to the new 
teachers for a period of two years.

The objectives of the proposal for inducting teachers focus on lesson planning, professionalism, and 
professional development, and state that the program intends to: welcome the new teachers into the 
Ministry of Education teaching population, facilitate transition into teaching, create an awareness of the 
critical role of the teacher in the life of the student, encourage an examination of the importance of the 
role of the teacher in the implementation of the curriculum, help the teacher to gain an insight into the 
code of ethics and the consequences of misconduct, and provide the opportunity for teachers to note the 
possibility of infusing information communication technology into lesson planning.

The induction program commences with a one-day orientation session convened by the Ministry 
of Education which introduces teachers to its operations and priorities. The session focuses on teacher 
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related concerns such as code of conduct and educational laws. It also emphasises student related topics 
such as understanding the learner and classroom management. New teachers are provided with a sample 
classroom management plan and the outline of an attention plan. The second stage of the induction 
is done at the school and district levels. Within the school context, the new teacher is provided with 
psychosocial and career development guidance through “peer support, coaching, or any other form of 
professional relationship” (Proposal for the Orientation Session, n.d., p. 1). The expected outcomes for 
the program are better prepared, committed teachers and improved student outcomes.

Jamaica: Jamaica is one of the three territories which has a formal induction policy to guide the 
process. The other territories which have formal policies are Belize and the Cayman Islands. Prior to 
its development and implementation, the head of the Professional Development Unit (PDU) and an of-
ficer from the Tertiary Education Unit of the Ministry of Education visited the United Kingdom for one 
month to learn about teacher induction. They returned and trained the staff of the PDU. In 2008, officers 
attended a conference held by the Association for Supervision and Curriculum Development (ASCD) in 
the United States to further cement their understanding of induction practices, policies, and procedures. 
The program is currently under the auspices of the Jamaica Teaching Council, which has responsibility 
for teacher certification, licensing, and professional development. The Jamaican policy identifies four 
sets of teachers to be inducted: beginning teachers, teachers from overseas who are entering the Jamaican 
education system, teachers returning to the system after an absence of over five years, and teachers with 
developmental needs. By 2009, all government primary schools and 50% of the secondary schools had 
trained mentors on staff to assist new teachers. The Ministry of Education reported that by the end of 
2010, all public schools at both the primary and the secondary levels had trained mentors. The one-year 
program is continued if more time is needed for the new teacher to complete the transition.

The policy identifies the stakeholders in the induction process and outlines their roles. There are 
guidelines set out for selecting and training mentor teachers who are responsible for providing support 
to protégés such as assisting them to identify and prioritise needs and providing lesson observation and 
feedback. The latter is to be facilitated through the use of a classroom observation checklist provided 
by the Ministry of Education. Mentors are required to complete 32 hours of training over the period 
of one year. Mentees are also required to take part in 32 hours of training provided by the Ministry of 
Education and this is supplemented by sessions which should be planned and executed by the schools.

Schools are expected to produce local induction policies based on the policies of the Ministry of 
Education and this forms a part of the Principal’s appraisal process as a rating is given for the availability 
of the policy, and the principal’s participation in the induction process. The role of principals is clearly 
outlined in the policy. They are provided with a one-day orientation to the induction program by the 
Ministry of Education and are required to: oversee the selection of mentors, maintain documentation of 
the program, establish a school culture built on collegiality, and ensure reasonable working conditions 
for the beginning teacher, among others.

Guyana: The Guyana Review in 2010 published an article by Mason which outlined measures to 
improve teacher education and training in Guyana. In this article, the value of an induction and mentor-
ing program for new teachers was explained, and the reasons this program was necessary were clearly 
presented. This shows that there is a consciousness of the need for the program and the advantages to 
be gained from it. In the article, Mason mentioned that induction is an important feature of teacher 
development.

Under its Improving Teacher Education Project, Guyana obtained a loan of US $4.2 million to as-
sist with improving the “effectiveness and efficiency in the delivery of teacher education” (The World 
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Bank, 2015). The total project cost was expected to be US $5.12 million. The project was approved by 
the World Bank in 2010 for implementation between 2011 and 2015. Funding for the teacher induction 
program was allocated from the funds provided for the project. In 2012, consultations were conducted 
for the program. It was implemented and two cohorts of teachers have already completed their induction. 
The program was deemed successful as it

improved the quality of teacher education through the implementation of a 1-on-1 mentoring program, 
in which each student teacher is assigned a mentor, and continues to use the classroom observation 
tool from the practicum as a means for improving the instructional quality in the first years. (The World 
Bank, 2015, p. 2).

The researcher was unable to determine whether this program would continue.
Barbados: The Barbados Advocate (2011) noted that “A mentorship program should be implemented 

in each of the country’s schools to help new teachers upon entry” (p. 2). The induction program in Bar-
bados is called a “Teachers’ Introductory Programme” and is specifically targeted to untrained teachers 
engaged to work at both the primary and the secondary levels. It lasts for a period of four weeks and its 
aim is to help these teachers acquire some of the skills and knowledge that are essential to their success 
in the classroom. The induction is delivered through lectures, small group discussions and problem 
solving exercises. In keeping with the needs of the target group, the program objectives focus on human 
resources information, lesson planning, approaches to teaching, integration of information communica-
tion technology across the curriculum, and professional development.

The program outline is very detailed as it has sections for each subject, outlining the content to be 
covered, and the strategies that are appropriate for delivery of the content. In addition to the subject 
focus of the training, there is also a strong focus on integrating technology, which constitutes a topic on 
the outline. Inductees are also provided with background information on pedagogical concepts such as 
what is education, and information on various teaching styles. Attention is also given to special educa-
tion to provide inductees with an understanding of how to develop individualized education plans and 
the procedures for assessment of students who may require this kind of intervention. New teachers are 
also provided with human resources information and this includes information on the Education Act, 
school procedures and professional development.

The Bahamas: The Commonwealth of the Bahamas can be considered the forerunner of induction in 
the Caribbean. The document that was provided indicated that induction was conducted over two days for 
the academic year 2014 – 2015. The orientation which was divided into seven sessions was conducted 
by officials from the Ministry of Education. The orientation exercise was focused chiefly on providing 
human relations information to new teachers, and this was done in both days of the orientation. Topics 
covered include an overview of the Ministry of Education, Science and Technology; human resources 
matters; special services section; financial management; and Colinda Medical Group Insurance. Some of 
the topics on the program were specific to teaching in the Bahamas. The curriculum officers facilitated 
a session titled “subject specific break out group session” which focused on particular subjects.

The Organization of Eastern Caribbean States: Territories within the OECS that practice teacher 
induction have no written policies to support their programs. However, some territories responded to 
the request for information by providing a written description of their programs and/or outlines of their 
latest orientation sessions. Table 1 displays the summary of the information for each territory and the 
similarities and differences between these orientation practices are discussed in the following paragraphs.
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Induction in the OECS typically consists of orientation workshops that last from two days (Domi-
nica) to two years (Montserrat). The range of topics covered during the orientation shows significant 
similarities across territories, and also reflects what is given priority in the literature. These include 
lesson planning and classroom management. In a meta-analysis conducted by Veeman (1984), 77 of 
the 83 studies provided evidence that new teachers had challenges with classroom discipline. Sixty-four 
percent of the teachers in the study conducted in Jamaica by Ganser (2001) also indicated that this was 
a concern for them. Because teachers are required to monitor and manage students’ behaviour during 
lessons and at other times during the school day so that it does not negatively impact on teaching and 
learning, and because the ability to deal effectively with these inappropriate behaviours develops over 
time, new teachers needs help in this area. Providing them with assistance during the induction phase 
should prepare them to begin to develop strategies to cope within the classroom. A focus on lesson 
planning should give the new teachers the opportunity to get “hands on” experience that is going to be 
valuable as they develop lessons. Attention is also given to critical areas such as literacy, numeracy, 
and differentiated instructions. Two territories (Anguilla and Montserrat) also have sessions devoted to 
assisting students with special education needs. Some territories also include human resources informa-
tion in their orientation sessions and this is important as teachers need to have an understanding of their 
conditions of service and also their roles and responsibilities. This aspect of the program also includes 
a focus on education policies and professionalism.

Table 2. Induction programs for new OECS teachers

Territory Duration of Program Key Program Aspects Notes

Anguilla 4 months Lesson planning; 
Teaching children with special needs; 
Classroom management; 
Teaching literacy and numeracy.

Makes special reference to the induction 
program as a means of helping untrained 
teachers to adjust to the requirements of 
teaching

Antigua and 
Barbuda

Approximately 1 week Roles and responsibilities of teachers; 
Assessment and evaluation; 
Classroom management; 
Curriculum delivery/teaching strategies; 
Communication skills; 
Preparing unit/lesson plans; 
Preparing tests and examinations; 
Knowledge of civil service regulations.

Conduct an evaluation which asks 
participants to rate content, delivery and 
value of the workshops.

Dominica 2 days Human resources and pedagogical topics Mentoring provided at the school level

Montserrat 2 years Education policies and acts; 
Teaching and learning; 
Classroom management; 
Special education needs; 
Teaching of Mathematics at primary and 
secondary levels; 
THRASS (A method of teaching phonics)

St. Kitts and Nevis 2 weeks Classroom management; Teacher 
professionalism; Work preparation; 
The teacher as a professional; Work ethics 
and morals; Work preparation and lesson 
planning; Differentiated instructions; The 
Teachers’ Manual, and Child Friendly 
School Initiative.

Program focus: decreasing attrition and 
providing support to weak teachers. 
No mentoring currently included in 
program, but this is on the agenda for the 
upcoming academic year 
Has an in-service component which lasts 
one academic year
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There are no significant differences in the content of the programs. However, St. Kitts and Nevis has 
“The Child Friendly School Initiative” which is peculiar to that territory. Anguilla indicates that its ori-
entation is aimed at helping untrained teachers adjust to teaching demands, whereas St. Kitts and Nevis 
which has an in-service component lasting for one academic year, is focused on stemming attrition and 
providing support to weak teachers. The programs in the OECS are not static, as St. Kitts and Nevis are 
in the process of implementing a mentoring component.

Based on the information collected from each territory, the following conclusions can be drawn:

1.  There is a strong awareness of the benefits of teacher induction within the Caribbean region.
2.  Induction programs in the region are guided by theory and research emanating out of developed 

countries particularly the United States of America. This is evident in the references to the literature 
from that country.

3.  There is not yet a substantial body of knowledge about induction from the Caribbean.
4.  There are a variety of programs of support implemented across the Caribbean, but there are few 

programs that could be classified as comprehensive. The most prevalent form of “induction” is the 
orientation workshop provided to new teachers.

5.  There is a general lack of procedures for program evaluation even within the territories which have 
formal induction policies. The most common form of evaluation is usually that conducted at the 
end of a workshop, and this evaluates the workshop and not the entire program.

6.  Educators in the Caribbean display a strong understanding of the needs of new teachers, and this 
understanding reflects what is presented in research findings on the challenges facing new teachers.

7.  There has been a decline in induction programs for various reasons as two countries have suspended 
their programs indefinitely.

Howe (2006) in his international review of effective induction programs noted that one feature that 
makes induction programs effective is that they are uniquely tailored to the peculiarities of the geographic 
location. This is especially so of the programs in the Caribbean which have been adjusted to meet the 
needs of the territories which vary based on factors discussed previously.

SUMMARY OF RESEARCH ON TEACHER INDUCTION IN THE CARIBBEAN

Teacher induction in the Caribbean is an emerging trend, with most territories implementing their pro-
grams 2004 and after. The first research on induction in the Caribbean was conducted in 2001 as part of 
the MUSTER project in Trinidad. This section presents a summary of the findings of the five qualitative 
studies conducted in three of the larger territories namely Belize, Jamaica and Trinidad.

The strategy that was used to locate studies on induction initially involved a search of the internet 
generally to see if any studies could be located on this theme. This was then followed by a search of the 
databases of university libraries in the Caribbean. Three limitations must be mentioned here. Firstly, it 
was not possible to search some of the databases due to issues of access. Secondly, Caribbean students 
pursue post graduate studies at universities outside of the region, with popular destinations being The 
United Kingdom, Canada and the United States. If they conducted research into induction in the Carib-
bean, and information about these was not placed online, then the researcher would not be able to locate 
them. Thirdly, due to the scarcity of information, the five studies that were found were included in this 
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summary. There were no selection criteria, and consideration was not given to the quality of the studies. 
In spite of these short comings, the studies can be used to begin to lay a foundation for understanding 
induction practices in the Caribbean. However, due to the limitations they might not provide the readers 
with a complete understanding. The findings of the study done in Trinidad is presented first, then the 
findings from the other four are summarised and presented.

Morris and Joseph (2001) faculty members of The University of the West Indies’ School of Educa-
tion at St. Augustine in Trinidad conducted a research involving eight teachers and three principals. 
They sought to examine experienced teachers’ perception of the value of teachers’ college programs, 
investigate how new teachers were socialized into the schools’ culture, and determine what happened to 
the knowledge and skills they acquired during training. The findings reveal that principals were gener-
ally satisfied with the positive outcomes of training as evidenced by attitudes to work, relationship with 
children, and grasp of content, but they were dissatisfied with teaching methods. The researchers found 
that there was an informal system of mentoring which assisted protégés with methodology, classroom 
management issues and specific problems related to the syllabus. The principals also provided assistance. 
Even before formal induction programs were introduced in the Caribbean, colleagues were supporting 
new teachers. The research conducted after formal programs were implemented are summarised in the 
following paragraphs.

Baker-Gardner (2011; 2013) described the induction practices in Jamaica and developed a model 
for induction in the primary schools. The research was conducted in two parts. Firstly, a pilot study was 
initially done to check the feasibility of investigating induction in the primary schools. This included 12 
teachers, four mentors, three program administrators and two principals. Data to examine mentor avail-
ability was collected from 42 schools in one education region. For the second part of the research data 
was collected through interviews and surveys from seven new teachers and four mentors. Two studies 
focused on induction in Belize. Garbutt (2010) examined how 40 Belizean novice teachers perceived the 
level of support they received from their mentors and tutors. A survey was administered, and 12 novices 
were interviewed. Samuels (2011), while enrolled at the University of North Florida, conducted research 
which focused on evaluating the primary school teacher induction training in Belize. His aim was to 
discover the extent to which the induction program supported mentoring activities and action research 
of new teachers, and the factors which impacted the Belize Induction Training Program. A survey was 
administered to 54 teachers, 48 mentors and 44 principals.

An abstract for a study on induction by Foster (2012) from Trinidad was available on the website 
of The University of the West Indies, St. Augustine, but attempts to obtain a copy of the research were 
unsuccessful. Based on the abstract, the purpose of this research was to evaluate the impact of the men-
toring program on three teachers in a rural Trinidadian school. Data was collected through observations, 
questionnaires, interviews and journal entries (Foster, 2012).

The finding from the four studies show that:

• All new teachers in the programs were mentored;
• Programs were guided by formal policies in some territories;
• Induction improved the classroom management practices of new teachers;
• New teachers developed research and reflective skills;
• New teachers were able to set goals to benefit the learners;
• The programs helped novices to build better relationships with colleagues;
• Mentors and new teachers shared a confidential relationship;
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• Mentors indicated that there was increased student achievement (assessment was not based on 
empirical data);

• Mentors indicated that they benefited from the program;
• Inducting Caribbean teachers did not have any impact on teacher attrition/retention;
• Mentors and new teachers did not teach at the same grade level so there were challenges with 

providing adequate support;
• Mentors and new teachers were not provided with reduced teaching load so quality of support was 

compromised;
• Mentors and new teachers felt they received low levels of support from school administrators;
• Level of supported provided by the program was rated as low to moderate;
• Not all mentors were provided with initial training and there was no evidence of ongoing training;
• Lesson observation was expected but was not adequately performed for a number of reasons;
• There was little modelling and coaching; and
• School administrators indicated that they needed additional training in order to provide support 

to the program.

The findings point to the positive contributions of induction programs in Belize, Trinidad and Ja-
maica. This information is valuable in terms of understanding the likely effect that induction can have 
on novice teachers in the Caribbean, and the areas of the programs that might need to be strengthened 
during implementation.

The Commonwealth Secretariat (1996) states that one of the issues coming out of the 1995 seminar 
is that there needs to be an increase and improvement in the research capacity in teacher education. This 
is needed to in the field of induction to: investigate the viability of current induction programs; help 
educators arrive at a better understanding of what works and what does not in our environment; and 
develop a body of literature on induction for the region which reflects its diversity and challenges. Some 
areas which need to be investigated are the impact of mentoring on new teachers; the training required by 
mentors to provide adequate support for new teachers; the knowledge and skills that principals need in 
order to contribute to the success of the induction program; features of effective schools which support 
new teacher growth; and models that facilitate better opportunities for collaboration between mentors and 
new teachers. Ministries of Education also need to evaluate the programs in each territory as adopting 
frameworks from abroad might not satisfactorily meet the needs of the Caribbean.

CONCLUSION

The research from the United States and England indicate that teacher induction is beneficial not only 
to protégés, but also to students and mentors. An examination of the current induction practices across 
the Caribbean shows significant possibilities for providing support to new teachers which could trans-
late into improved student outcomes. The induction programs that are operating in the territories are as 
many and varied as the territories themselves, and based on the findings of the studies examined in this 
chapter, these are beneficial to students, new teachers, and mentors. The larger territories have more 
formalised systems of induction, while the smaller territories more frequently use orientation sessions to 
induct their new teachers. Only three of the territories examined have formalised policies for induction 
and mentoring is provided to teachers in some programs.
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The region is making strides as CARICOM has become an integral part of the process by providing 
the framework within which these territories can develop programs of support for new teachers. The 
involvement of CARICOM in the process signals the priority that is placed on teacher induction within 
the region. The Draft Framework of Generic Teaching Performance Standards and Academic Standards 
identifies induction and internship as integral components of the standards to improve the quality of 
teachers within the Caribbean. It points out that entrants to the profession should be provided with a pe-
riod of internship during which they are required to participate in an induction program, and it provides 
recommendations for the development of such programs. These are:

• Reduced workload for interns;
• Engagement of the intern in a variety of professional development activities such as formal lec-

tures, seminars and workshops, observation of teaching by experienced teachers, and supervised 
teaching practice;

• The period should vary from one to three years;
• Interns should be assigned to mentors;
• Interns who do not meet professional standards after this period should be given an additional 

year; and
• Those who fail to meet the standards after the additional year should be counselled out of teaching.

Whereas Caribbean territories have not yet moved to embrace all the recommendations, three of the 
six are already being practised which suggests that strides are being made in the right direction.
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KEY TERMS AND DEFINITIONS

CARICOM: The organisation comprising 15 Caribbean nations with a view to promoting economic 
integration among members.

Induction: A comprehensive, systematic program of support provided for new teachers aimed at 
helping them to adjust to the demands of the profession, experience professional growth and contribute 
to students’ development.

Mentee: A new teacher who is engaged in a mentoring relationship.
Mentor: An experienced teacher who is providing support to a mentee in an institutionally recog-

nised program.
Mentoring: Mentoring is the matching of the new teacher with a more experienced colleague or 

colleagues so that they can work together to simultaneously achieved developmental goals.
New Teacher: A teacher who has been in the profession for less than four years.


