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Abstract 

 

 Across the nation school districts are faced with the dual challenge of growing 

student enrollment and high teacher turnover. At the same time, each year new teachers 

enter the profession lacking the appropriate skills required to meet the needs of students 

in classrooms across the nation. When teachers participate in new teacher induction, 

research indicates that attrition rates decrease, while teacher satisfaction and commitment 

levels increase.  

 A qualitative case study method was utilized to elicit and analyze novice teachers’ 

perspectives on the new teacher induction program in a large school district in Texas. The 

purpose of the study was to understand the extent to which first-year teachers perceived 

that the program met the needs of new teachers during their induction year, and the extent 

to which the program influenced their decision to remain in the district.  

 The research problem presented in this qualitative case study was framed by the 

Mutual Benefits Model which is derived from Social Exchange Theory. Data were 

collected through the analysis of archived documents, researcher reflexivity, field notes, 

audio recordings and transcripts from a focus group interview, and two individualized 

interviews with four first-year teachers from various schools within the district. First 

Cycle Coding was utilized to identify concepts, and emerging themes from the interview 

transcripts and field notes.  

 In this study, four specific components were examined: professional development 

training, collaborative support through professional learning communities, feedback and 
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evaluation, and mentoring support. The findings suggest that the first-year teachers’ 

experiences with the new teacher induction program were supportive and collaborative. 

Additionally, findings indicated that the experiences and participation in the new teacher 

induction program positively influenced two of the four study participants to remain in 

the district. One study participant did not reveal a reason for remaining, and the fourth 

participant cited personal reasons for remaining in the district and profession. The 

findings of this study can contribute to the existing research and the current new teacher 

induction program framework by clarifying the roles of new teachers, campus 

administrators and mentors.  

 Implications suggest that the district could enhance the new teacher induction 

program by providing differentiated professional development for first-year teachers new 

to the profession, not just to the district. Additionally, implications for more research for 

policy should consider the elements of alternative certification programs, specifically 

web-based models, on pedagogy.
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Chapter I 

Introduction 

 School districts across the nation are taking measures to accommodate the 

increase in student enrollment and new teacher hires. What’s more, across the United 

States, public elementary and secondary student enrollment is projected to increase to 6% 

by 2022 (Hussar & Bailey, 2013). The majority of teachers currently employed by 

districts across the nation are novice teachers and teachers who are retiring or reaching 

the retirement age (Ingersoll & Merrill, 2010). The extent to which teachers are entering 

the teaching profession is not exceeding the number of teachers who are retiring or 

considering retirement in the immediate future (Ingersoll & Merrill, 2010). 

 Rapidly growing student enrollment and teacher turnover both contribute to 

teacher shortages across public schools in the United States. In the same way as student 

enrollment continues to increase, teachers are entering the education profession at a much 

higher rate (Ingersoll & Merrill, 2010). At the same time, the total number of elementary 

and secondary public school teachers is expected to increase by 13%, with an increase of 

367, 000 new teacher hires projected on the national level by 2022 (Hussar & Bailey, 

2013).  

 Because of this, there is an immense need for states and school districts to hire 

and retain quality teachers. Enrollment in Texas public schools is projected to increase by 

12% (Hussar & Bailey, 2013). In Texas, there were 29,256 novice teachers hired across 

the state during the 2014-2015 school year (Texas Education Agency,2015). Many 

districts in Texas are also facing the dual challenge of high teacher turnover and growing 

student enrollment. On average, 40% to 50% of new teachers leave the profession within 
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five years (Ingersoll, 2003; Ingersoll & Perda, 2010; Ingersoll, 2012), which also 

contributes to teacher shortages (Smith & Ingersoll, 2004; Ingersoll & Strong, 2011). The 

increase in student enrollment together with high teacher turnover suggest that many 

districts across the country are facing a significant need to hire, retain and develop high 

quality teachers (Ingersoll & Merrill, 2010).  

 Increased student enrollment and teacher retirement causes teacher shortages; 

however, there are other causes for high teacher attrition rates. According to recent 

research, teachers leave the profession for several reasons: difficult working conditions, 

limited support, high accountability demands, job complexity, stress, and a lack of 

administrative support (Hong, 2012; Ingersoll, 2003; Ingersoll, 2012; Ingersoll et al., 

2014). One way to address some of the factors that push teachers out of classrooms is to 

provide them with comprehensive new teacher induction programs (Ingersoll & Strong, 

2011). 

 Teacher induction is one way to provide training to help reduce turnover and 

increase retention. There has been an increase in the number of new teachers hired over 

the past few decades, with 91% of novice teachers receiving induction support (Ingersoll, 

2012). This intentional and early development of skills has the potential to grow new 

teachers into invaluable human resources for schools (Darling-Hammond, 2010). 

Research suggest that new teacher induction programs may enhance the effectiveness of 

the first-year teacher to become a productive professional capable of engaging and 

managing students as well as of building a rapport with parents and establishing strong 

work ethics (Glazerman et al., 2010). 
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 The purpose of this case study was to examine the new teacher induction program 

in Rapidly Changing Independent School District (RCISD) and the extent to which first-

year teachers perceived that it met their needs as novice teachers. Specifically, the study 

examined components of the district-wide new teacher induction program from the 

perspectives of first-year teachers to understand the extent to which the program 

addressed their needs in the classroom, and to consider how the district supported or 

influenced their decisions to remain in the district. 

Background of the Problem 

 Rapidly Changing Independent School District (pseudonym) has the distinct task 

of recruiting, developing, and retaining teachers to staff their high-poverty schools. While 

Rapidly Changing Independent School District (RCISD) is one of the fastest growing 

districts in the nation, located in an extremely competitive geographical area, high quality 

teacher retention is a huge task. Districts across the country and the state of Texas are 

struggling to meet the demands of hiring and retaining qualified teachers to fill vacant 

teaching position created by teacher shortages. Recruiting and retaining high performing 

teachers is listed as one of RCISD district improvement goals (RCISD archived 

document). 

 During the 2005-2006 school year, the attrition rate in the focus district for this 

study, Rapidly Changing Independent School District (RCISD; a pseudonym), for all 

teachers was 7.6% and 12.4% for new teachers (RCISD archived document). The cost of 

new teacher attrition for 2005-2006 was $1,836,750 (RCISD archived document). There 

were 6,727 teachers employed in RCISD, with approximately 1,500 newly hired teachers 

during the 2014-2015 school year, the attrition rate for all teachers was 13.0%, and 482 or 
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7.2% were novice teachers, two boarding school districts hired a total of 428 novice 

teachers (RCISD archived document). The curriculum and staff development budget for 

RCISD during the 2014-2015 school year was approximately $8,500,000, with an 

increase during the 2015-2016 school year to $10,200,00 (RCISD archived document). 

New teacher attrition creates a negative impact on the human capital system of school 

districts, causes students to suffer academically, is an inefficient use of federal, state, and 

district funds, causes staff instability, as well as low campus morale (Behrstock & 

Clifford, 2009; Darling-Hammond, 2010).  

 Recognizing the demand for districts across the state to hire, develop and retain 

new teachers using federal and state funds, the Texas State Board for Educator 

Certification established the Texas Beginning Educator Support System (TxBESS) in the 

Spring of 2000 (Charles A. Dana Center, 2002). The intended purpose of TxBESS was to 

support novice teachers by providing professional development opportunities to teachers 

and their support teams consisting of mentors, principals, and district personnel (Charles 

A. Dana Center, 2002). The Beginning Teacher Induction and Mentoring Program 

(BTIM) was established to assist districts across Texas with retaining teachers through 

induction and mentoring.  

 The new teacher induction program was established in RCISD during the 2005 -

2006 school year to align with the state’s retention initiative. The purpose of the of the 

new teacher induction program is to increase student achievement and retain quality 

teachers. Components of the program include providing teachers with pre-service 

orientation, offering professional development opportunities, evaluating, and providing 



5 

 

 

 

feedback through classroom observations, peer support through new teacher share 

sessions, campus staff and administrative support, encompassed with mentoring.  

 New staff orientation has been a vital part of Rapidly Changing ISD for many 

years. In the pre-service orientation component, teachers new to the district are given an 

opportunity to participate in a day filled with learning about the latest researched-based 

practices, meeting key members of the RCISD district leadership team, and familiarizing 

themselves with available district supports. The current orientation model includes a half-

day district event with a general session featuring a keynote speaker, RCISD student 

performances, the Superintendent’s address, and a half-day home campus orientation 

prior to the first day of school in August. 

 In the professional development component of the new teacher induction 

program, new teachers are given professional development opportunities within the 

district as well as outside of the district. Professional development choices include state 

of the art technology enhancement, classroom management, content area curriculum, and 

many other growth opportunities. Lead campus mentors, teacher mentors, administrators, 

and mentees participate in ongoing professional development opportunities by attending 

workshops such as, mentoring institutes, and lead mentor summer seminars. Ongoing 

opportunities for development are important because new teachers often enter into the 

teaching profession unprepared to meet the needs of the students assigned to his or her 

classrooms, with only seven percent of teacher preparation programs ensuring that first-

year teachers are adequately prepared to effectively teach content area curriculum with 

proficiency and manage student behavior (Greenberg et al., 2013).  
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 The new teacher share session component of the induction program offers new 

teachers an outlet to share their personal experiences with their peers. These sessions are 

generally content driven and purposeful in that resources, coaching, and demonstrations 

are available to new teachers with the overall intent of reducing their stress load and 

increasing their development. Overwhelming workloads, disruptive students, ineffective 

leadership, feelings of stress and frustration are factors that influence new teacher 

retention (Kapadia & Coca, 2007; Brill & McCartney, 2008). New teachers who 

participate in new teacher induction programs are less likely to feel overwhelmed, have a 

keen awareness of their roles in their professional lives and are more inclined to remain 

in the profession longer than those who do not actively participate in an induction 

program (Cherubini et al., 2011).  

 Teachers receive ongoing feedback and support through observations and walk 

throughs utilizing the Rapidly Changing Professional Development Appraisal System 

(RCPDAS), a locally developed system for teacher appraisal as outlined in Texas 

Education Code (TEC), §21.352 (Texas Education Agency, 1995). In addition to the pre-

service orientation, all new teachers are expected to complete an online orientation 

training to ensure that they understand the pre-establish teacher standards as well as, the 

purpose and process of the RCPDAS evaluation and feedback system. New teachers are 

expected to develop effective professional habits and possess proficient decision making 

abilities; therefore, they must be provided with opportunities to acquire more knowledge 

and skills than what they received from pre-service teacher preparation programs 

(Reeves, 2010).  
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 Ongoing feedback is provided to new teachers through the appraisal system, 

teacher receive a minimum of two informal unscheduled observations, and one 45-minute 

formal scheduled observation. Semester online publications are shared with new teachers 

to provide them with additional instructional best practices. Supplementary feedback is 

provided to novice teachers from campus and district coaches, instructional specialists, 

district curriculum coaches, as well as other campus and district personnel. With an 

emergent number of teachers being prepared through alternative routes, individually 

targeted teacher induction activities based on teacher preparation routes, are essential in 

order to improve teacher quality and retention (Elliott et al., 2010). 

 One of the most important components of the new teacher induction program is 

mentoring. Within RCISD each campus has at least one lead mentor who is selected by 

the campus principal. The lead mentor has a supportive role to ensure that teacher 

mentors and new mentees are given an opportunity to share, observe, and collaborate. 

Lead mentors and mentors work closely with campus administration to guide the new 

teacher induction process.  

 The mentoring component is designed to provide new teachers with campus 

support from more experienced teachers. Mentors serve as a valuable resource by 

providing their colleagues with feedback, support, and collaboration opportunities 

(Strong, 2009; Ingersoll & Strong, 2011). Mentors and mentees are provided with 

observation opportunities and collaborative debriefing time during the instructional day.  

 The purpose and mission of the new teacher induction program is to “increase 

student achievement by providing purposeful structured, and systemic support services 

that develop and retain quality teachers” (RCISD archived document). The mission of the 
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program is evaluated through an end of the year online survey provided through the Staff 

Development Department. Teacher retention is tracked through the Human Resources 

Department. Although RCISD’s new teacher induction program has existed for several 

years, there has been no systematic evaluation of the extent to which the program is 

specifically meeting first-year novice teachers’ needs or affecting teachers’ decisions to 

stay in the classroom and district.  

 Therefore, the purpose of this study was to understand teachers’ experiences with 

the various components of the program and the extent to which the new teacher induction 

program influenced their decision to remain in the classroom from the perspectives of 

first-year teachers. In this study, four specific new teacher induction program components 

were examined: professional development training, collaborative support through 

Professional Learning Communities (PLC), Rapidly Changing Professional Development 

Appraisal System (RCPDAS) feedback and evaluation, and mentoring support. 

 The findings of this study can contribute to the existing research and the current 

new teacher induction program framework by clarifying the roles of new teachers, 

campus administrators and mentors. 

Theoretical Perspective 

 The research problem presented in this qualitative case study was framed by 

Zey’s (1984) Mutual Benefits Model which is derived from Social Exchange Theory 

(Homans, 1958). The purpose of this qualitative case study, concentrated in one school 

district, was to understand the experiences and perceptions of first-year teachers who 

participated in the district’s new teacher induction program. The interpretation or 

construction of meaning for the teachers in this study were predisposed by social context, 
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colleagues, associates, prior experiences, and most importantly by the teachers’ own 

students. Using the Mutual Benefits Model and Social Exchange theoretical perspective 

the study examined the district-wide new teacher induction program from the perceptive 

of first-year teachers to understand the extent to which the program addressed their needs 

in the classroom, and to consider how the district can best support novice teachers. 

 Social Exchange Theory is a perspective which suggests that there is social 

behavior within an organization resulting in beneficial exchanges between people 

(Emerson, 1976; Elstad et al., 2011). The goal of Zey’s (1984) Mutual Benefits Model is 

to acclimate the protégé or novice into his or her job by positioning him or her to become 

familiar with the entire organization in a specific amount of time by assigning the new 

employee a mentor. Mentoring is the key component in the Mutual Benefits Model, 

similar to the mentoring component in the new teacher induction program. 

 (Zey, 1984) defines a mentor as a person who supervises the professional 

development of another person for an extended period by providing emotional support, 

guidance, and instruction. Induction combined with mentoring is the best way to support, 

develop, and promote the skills and knowledge of a new teacher (Wong, 2002). The 

greatest contribution that mentoring can make is to develop the novice or protégé into a 

completely developed, knowledgeable, professional (Zey, 1991). 

 Social behavior is an exchange between individual people, groups of people, or an 

organization and people. Social Exchange Theory is a perspective that explains social 

change and constancy as a method of mutual or collaborated exchanges between 

organizations or participants (Homans, 1958). Social Behaviors Exchange was introduced 

by Homans (1958) based on the premise that relationships are formed by a cost-benefit 
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analysis and comparison of change, people will continue to engage in behaviors that he or 

she finds rewarding or fulfilling, and discontinue engaging in behaviors where the costs 

have proven to be too great. Costs are representative of situations, circumstances, or 

things that were negative to the individual, and benefits are representative of positive 

outcomes, worth or rewards (Homans, 1958). 

 New teacher induction involves providing first-year teachers with various 

supports to develop their skills to become effective teachers. Self-directed learning theory 

suggest that learning and development is determined by the teacher’s capacity to be self-

directed, by understanding their personal needs or interest, through social action 

(Merriam, 2001). Stage theory suggest that as teachers progress through various stages of 

learning his or her job they will seek out professional development, based upon their 

individual needs during a specific point of time in their development (Trotter, 2006). 

Social Exchange Theory focuses on an exchange of behaviors between people of 

influence, district leaders, who can provide material and nonmaterial goods and services, 

to teachers to assist him or her with their professional development (Homans, 1958; 

Elstad et al., 2011). 

 Social Exchange Theory explains social change and constancy as a method of 

mutual or collaborated exchanges between organizations or participants. The Mutual 

Benefits Model based on the Social Exchange Theory as a theoretical perspective 

supports studies focused on obtaining an understanding of how environmental influences 

contribute to the manifestation of meaning and effect actions by the organization and the 

participants (Homans, 1958; Zey, 1984; Elstad et al., 2011; Birtch et al., 2016). For this 

reason, the Mutual Benefits Model suggest that relationships are formed by mutually 
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agreed upon benefits and transactions, or exchanges which are beneficial for the 

organization and the participants, this includes district and campus leaders, mentors, and 

first-year teachers.  

 For this study the organization represents school district and campus leaders, the 

mentor serves in the capacity of a supportive mentor, and the protégé is representative of 

the novice teacher. The Mutual Benefits Model and Social Exchange theoretical 

perspective were applicable for this case study given that this case study was an 

examination of the three-way interrelationship between district and campus level leaders, 

mentors, and first-year teachers. Conceptually, the overall goal of new teacher induction 

programs is to enhance the development, performance, and retention of new teachers 

(Zey, 1991; Ingersoll & Strong, 2011). 

 This framework is appropriate for this study because the Mutual Benefits Model 

based on Social Exchange Theory has the potential to develop our perceptions of how 

attributes of employment interact to influence performance outcomes (Birtch et al., 

2016). The benefits are mutual for the organization, mentor, and protégé in Zey’s (1984) 

Mutual Benefits Model. 
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Figure 1. Mutual Benefits Model. Adapted from The Mentor Connection by M. G. Zey, 

1984. Copyright 1984 by Dow Jones-Irwin. 

 People will naturally react to their environment based on the meaning ascribed to 

objects within the environment and other people. Meaning is formed by layering and 

assembling inferences related to individuals as they embark upon and encounter specific 

professional and social situations (Krauss, 2005). Through this kind of understanding and 

listening to stories of novice teachers’ experiences as they exchanged thoughts about their 

opportunities with the components of one district’s new teacher induction program as a 

first-year teacher meanings were constructed (Krauss, 2005). New teacher interactions 

with colleagues, administrators, students, and parents provided a clearer understanding 

and meaning of the contextual influences district leaders, and campus administrators 

provide to novice teachers.  

The Mutual Benefits Model and Social Exchange Theory is an appropriate 

framework for this study since it suggests that the responses of first-year teachers from 
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various schools may enlighten leaders on the role of the new teacher induction program 

within an organizational context, campus or district-wide, to the extent that teachers 

glean instances where their personal needs were met given their understanding of the 

design of components offered. Human beings have a normal disposition and tendency to 

comprehend and understand the reality of their situations, and create meaning out of 

their lives and personal experiences (Krauss, 2005).  

Research Questions  

The following research questions guided this investigation: 

1. What are the perceptions among elementary and secondary first-year novice 

teachers of Rapidly Changing Independent School District’s new teacher 

induction program? 

2. In what ways has participation in the district’s new teacher induction program 

influenced teachers’ decision to remain in the profession? 

Significance of the Study 

This qualitative case study aimed to understand teachers’ perceptions of their 

district’s new teacher induction program. This case study was significant because the 

documented experiences of the first-year teachers who participated in the study may 

possibly assist campus and district leaders in understanding the extent to which the new 

teacher induction program met the needs of first-year teachers in the district, what 

changes might improve the teachers’ experiences, and the likelihood of new teachers 

staying in the classroom for an extended period.  

 Understanding the unique teaching experiences of participants from different 

school campuses can lead to rich, descriptive narratives while providing diverse 
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viewpoints, and perspectives on the different components of the new teacher induction 

program. RCISD district leaders will be able to determine if progress has been made in 

attracting, developing, and retaining a diversified teaching work force based on the 

implementation of the components of the new teacher induction programs. 

Research Design 

 The purpose of this qualitative research was to gain a greater understanding of 

teachers’ experiences with the new teacher induction program, and the extent to which 

the program affected their decision to remain in Rapidly Changing ISD, a large suburban 

school district in Texas. This study used triangulation to establish credibility and validity 

through the utilization of a focus group interview and two one-on-one interviews using a 

semi-structured protocol an analysis of archived documents and demographic data of 

teachers, the district, researcher reflexivity, and field notes. The case study uncovered 

teachers’ experiences and perceptions by providing an in-depth account of their 

participation in the new teacher induction program during their first teaching assignment.  

A qualitative case study method was utilized to understand the complex meanings of 

the new teacher induction program from the perspectives of novice teachers. Qualitative 

research is “an attempt to make sense of, or interpret, phenomena in terms of the 

meanings people bring to them” (Denzin & Lincoln, 2008, p.4). Case studies seek to 

obtain an in-depth, holistic thorough understanding of a single unit or program in its real-

world context (Creswell et al., 2007; Merriam, 2001; Yin, 2014). To establish credibility 

in this qualitative case study “thick description” (Creswell & Miller, 2000; Merriam, 

2001) was utilized to systematically describe the setting, the participants, themes, 
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interactions, and the program using archived documents, quotes, audio recordings, and 

literature (Creswell & Miller, 2000; Merriam, 2001; Creswell et al., 2007).  

Active, inspired, and creative reflexivity gives qualitative research its rhythm in 

identifying personal voice of the researcher as the narrator. Researchers should endeavor 

to establish the utmost ethical standards (Yin, 2014). Researcher’s position or reflexivity 

is necessary to recognize past experiences, and prior knowledge to willingly identify 

researcher biases and assumptions regarding the research (Merriam, 2009).  

Reflexivity is a process of triangulation where the researcher learns about his or her 

self through self-reflection, reflects on knowledge and meaning of the research questions 

and the worldview of the participants, and draws conclusions by considering the 

perspectives of potential readers (Creswell & Miller, 2000; Patton, 2002; Merriam, 

2009). The purpose of this qualitative case study was to understand new teacher induction 

and retention from the perspectives of novice teachers. The participants of this case study 

came from a small, purposeful selection of four new teachers from different schools 

within Rapidly Changing Independent School District (RCISD).  

The district and each participant were assigned a pseudonym to maintain anonymity 

and confidentiality. The selected participants were first-year new teachers employed by 

RCISD, where there are 54 elementary schools, 18 middle schools, 11 high schools, and 

four special program facilities serving more than 113,000 students. The teacher selection 

consisted of one elementary teacher from a school with non-Title I or non-educationally 

disadvantaged student populations, two elementary teachers from schools with Title I or 

high economically disadvantaged student populations, and one secondary high school 

teacher.  
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This case study utilized focus group interviews, as well as individual face-to-face 

interviews, with a semi-structured protocol and open-ended questions. Elementary and 

secondary novice teachers participated in a focus group interview to answer open-ended 

questions about their new teacher induction program experiences. To gain a greater 

understanding of first-year teaching experiences one focus group interview was 

conducted and audio-recorded by the researcher.  

The focus group consisted of one elementary teacher and one high school teacher. 

Additionally, two individual face-to-face interviews were conducted, and audio-recorded 

by the researcher. Two elementary novice teachers participated in individual face to face 

audio-recorded interviews and answered the same open-ended questions as the focus 

group to glean additional input for the study.  

A demographic profile of respondents was collected prior to beginning the focus 

group interview and interviews. The profile included the novice teacher’s educational 

background, certification route, basic demographic descriptions, motivation for teaching 

and reasons for choosing Rapidly Changing ISD as their initial educational employer. 

Additional data was collected by obtaining archived documents related to the districts’ 

new teacher induction program, such as an initial grant proposal presentation, board 

meeting minutes, New Teacher Induction Program Mentoring Handbooks, professional 

development schedules, presenter notes, and training handouts. The archived documents 

provided insight into the original induction program as well as the current induction 

program components, characteristics, trends, and changes to validate the qualitative 

research by gathering data from multiple sources (Creswell et al., (2007). 
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Audio recordings allowed the researcher unlimited access to information from the 

focus group and face to face interviews to ensure that important points referred to by the 

participants were not be missed or omitted. The qualitative researcher is the principal 

instrument for gathering and analyzing data, therefore an etic perspective was utilized to 

seek to understand the phenomenon being examined, the new teacher induction program, 

from the participants’ perspectives (Creswell & Miller, 2000; Merriam, 2001). 

The focus group and interview questions were utilized to initiate the process of 

establishing codes. The researcher listened to the audio-recorded focus group and 

interview responses immediately following each session. The focus group and interview 

responses were transcribed verbatim by the researcher.  

The responses were coded using First Cycle coding as a process to help organize the 

focus group and interview discussion responses, as well as to assist with sorting and 

classifying demographic data. The researcher listened to the audio-recordings again prior 

to reading the transcripts from the focus group interview as well as each individual 

interview session. The transcripts were coded using Descriptive Coding, In Vivo Coding, 

and Emotion Coding with written analytic memos based on the codes to create a content 

analysis of schema, participant voice, and to label participant feelings (Saldaña, 2009).  

Limitations and Assumptions 

 The response rate for obtaining study participants was limited to four. The 

researcher originally intended for the study to contain a minimum of six participants, and 

a maximum of ten participants. While collection and analysis of data related to a 

controlled number of participants allows for an intensity of understanding not afforded by 

other methodologies, the unique experiences of the individual participants may not 
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always be replicated by readers. The insights offered by these four participants are meant 

to expand the knowledge of future novice teachers, campus, and district leaders, and are 

not inflexible in nature.  

 A second limitation to the case study was that the study was limited to one large 

suburban school district in Texas. All participants in this study were teachers with one 

year of experience from four different schools in one district. There was not an attempt to 

collect teacher perception data from another large district. While this population provided 

engaging and insightful stories related to their induction year and participation with the 

new teacher induction program components, teachers with more experience and/or from 

other districts may provide unique stores with differing degrees of experiences and 

emotions. 

A third limitation to the study was that the new teacher induction program 

composed of all teachers new to the district regardless to their level of prior experience. 

The data may not be a reliable representation of the needs of all new teachers because the 

needs of first-year teachers are very different than the needs of new second or third year 

teachers. Another limitation included the lack of systematic member checking as a part of 

this study.  

Systematic member checking would have given all study participants an 

opportunity to review the data and tentative interpretations for accuracy during the 

analysis cycle. Lastly, teachers in schools who work with students of low socioeconomic 

statuses traditionally have much different needs than teachers assigned to schools of 

higher socioeconomic status. Therefore, the data from this case study may not accurately 

reflect the unique needs of the all new teachers in the district or across the state. 
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The case study has two assumptions. Initially, it was assumed that a large 

majority of the first-year teachers invited to participate in the study would readily agree 

to share their voice and experiences. Secondly, it was assumed that each first-year teacher 

candidly provided information for the research project, and that each participant provided 

honest and open responses during the focus group interview as well as the two one-one 

interviews.  

Definition of Terms 

1. Economically/Educationally Disadvantaged refers to the number of students 

eligible for free or reduced-price lunch or eligible for other public assistance, 

divided by the total number of students enrolled in a district or on an individual 

school campus (Texas Education Agency, 2014). 

2. Emic Perspective refers to understanding a phenomenon of interest from the 

participant (Merriam, 2001). 

3. Etic Perspective refers to understanding a phenomenon of interest from the 

researcher (Merriam, 2001). 

4. Leavers refers to a new teacher who leaves the teaching profession either 

temporarily or permanently (Ingersoll et al., 2014). 

5. Movers refers to teachers who leave one teaching assignment or school within a 

district to another teaching assignment or school within the district (Ingersoll et 

al., 2014). 

6. New/Novice Teacher are used interchangeably in this study. New/Novice teachers 

refers to currently employed teachers with no previous teaching experience 

(Ramsay, 2015). 
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7. Professional/Staff Development refers to processes that connect the needs of all 

teachers directly focused on improving the job-related knowledge, skills, or 

attitudes of school employees (Sparks & Loucks-Horsley, 1989). 

8. Teacher Attrition refers to teachers leaving the teaching profession (Ramsay, 

2015). 

9. Teacher Induction refers to a systematic approach to training, supporting and 

developing new teachers during their first few transitional years from adult 

student to professional teacher (Breaux, 2003). 

10. Teacher Retention refers to teachers who remain in the teaching profession, on the 

same campus, or within the district (Darling-Hammond, 2010). 

11. Title I refer the federal program that provides school districts federal funds to 

assist with improving the academic achievement levels of disadvantaged students, 

usually identified as those students receiving free or reduced lunch. 

Summary of Findings 

This study focused on examining components of the new teacher induction 

program from the perspectives of first-year teachers, and how their participation in the 

program influenced their decisions to remain in the teaching profession. This study 

connected participants’ real-life initial teaching experiences to their capacity to 

participate in the various components of the new teacher induction program during their 

induction year. The findings gathered from this case study indicate that the participants 

found the new teacher induction program to be beneficial to their development as a first-

year teacher.  
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After repeatedly coding the data themes emerged from the codes supporting the 

Mutual Benefits Model and Social Exchange Theory. The emerging themes included the 

need for significant adult relationships through support via collaboration and strong 

mentoring. The study participants identified professional learning communities and 

mentoring as the two most beneficial new teacher induction components. 

The four study participants communicated their personal experiences related to 

their induction year through participating in the various components of the induction 

program. Conversations regarding personal accountability and participation in the 

program brought about some poignant responses from the participants. Each of the study 

participants found components of the new teacher induction program beneficial to their 

professional development, and two of the participants acknowledged that their 

participation in the new teacher induction program influenced their decision to remain in 

the district. 

Organization of Thesis 

 Chapter II contains the review of literature pertaining to new teacher induction. 

Chapter III contains a comprehensive description of the methodology utilized to answer 

the research question by employing the use of population and participate demographics, a 

description of the research setting, instrumentation, procedures, and data analysis. 

Chapter IV contains the results and data analyses. Chapter V includes the researcher’s 

summary, conclusions, implications, and recommendations. 

 



 

 

 

 

Chapter II  

Review of Literature 

 The purpose of this study was to gain a greater understanding of first-year 

teachers’ experiences with a new teacher induction program, and the extent to which the 

program impacted their decision to remain in the teaching profession. Awareness of the 

struggles encountered by first-year teachers may provide key information for the 

improvement of new teacher induction, thus serving as a bridge to ease the transition 

from pre-service, alternative or traditional, teacher preparation to developing and 

retaining high quality teachers (Veenman, 1984). 

 To better understand the induction of first-year teachers, a study of literature is 

required. The review begins with a description of the current teaching workforce, a 

definition of new teacher induction, an identification of key components of new teacher 

induction programs, teacher attrition factors, teacher retention influences, teachers’ point 

of view, a policy reform review of teacher induction, and concludes with the theoretical 

framework for this study. 

Current Teaching Workforce 

 Baby Boomers, Generation Xers, and Millennials are members of the current 

teaching workforce, each requiring different levels of support. The teaching force has 

expanded in size (Ingersoll et al., 2014). In recent years, there has been an acceptance 

that significant inter-generational differences exist among teachers, and that these 

differences provide challenges to district leaders and campus principals in effectively 

managing their staff (Benson & Brown, 2011). State, district, and school leaders should 
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understand each generation of teachers so that they can better support them for the 

improvement of teaching and learning for all of students (Behrstock & Clifford, 2009).  

 Classrooms across the nation are currently staffed with multiple generations of 

teachers. Baby Boomer teachers were born between 1946 and 1964, many are retiring or 

considering retirement, are hopeful about the future, positive, communicative and value 

education (Behrstock & Clifford, 2009). In the mist of their careers, Generation Xer 

teachers were born between 1965 and 1976, are independent and self-sufficient 

(Behrstock & Clifford, 2009). Generation Y or Millennial teachers were born between 

1977 and 1995, are technologically savvy, self-driven, and are the motivation for change 

in the way district leaders recruit, develop and seek to retain new teachers (Behrstock & 

Clifford, 2009). 

 It is undeniable that the needs of each group of teachers must be met. In 2012 the 

average age of teachers were thirty years old (Ingersoll et al., 2014). The combination of 

Millennials zealously progressing up the professional ranks, and Baby Boomers 

frequently denying retirement options, has dramatically shifted the composition of the 

teaching force; each of these generations is roughly twice the size of Generation Xers; yet 

Baby Boomers and Millennials are redefining what constitutes the current teaching 

workforce (Hewlett et al., 2009; Behrstock & Clifford, 2009). These generational shifts 

may have substantial connotations for teacher development. 

 Novice teachers have various backgrounds and experiences, yet they all need 

school environments that will support their work, their voice, and their effort. Born 

during the years 1946 to 1964, Baby Boomers are an exceptionally adaptive, flexible, 
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collaborative generation who are prone to remain in leadership positions for longer 

periods of time (McCrindle, 2006). 

 Generation Xers are demographically defined as those born from 1965 to 1979 

(McCrindle, 2006) They comprehend and usually adopt the work ethic and focus of Baby 

Boomers, yet they can connect with the culture, views, and values of Millennials 

(McCrindle, 2006) Generation Xers appreciate flexibility, life options, and the 

accomplishment of balancing work and life issues (McCrindle, 2006; O’Bannon, 2001). 

 Millennials, born from 1980-2000, are straightforward, technologically-savvy 

children of Baby Boomers (McCrindle, 2006) Millennials acknowledge education as the 

key to success, technology consumption is transparent, diversity is a given, and social 

responsibility is essential (McCrindle, 2006).  

New Teacher Induction Defined 

 New teachers need a conduit between preparation and practice. Teacher induction 

programs are a connection for novice teachers to transition from adult learner into 

professional educator (Smith & Ingersoll, 2004). The philosophy behind new teacher 

induction programs supports that teaching is complicated work, and novice teachers enter 

into the profession inadequately prepared and with deficient content knowledge and 

classroom management skills required to successfully teach in classrooms across the 

nation (Feiman-Nemser 2001; Ingersoll & Strong, 2011). Notably a significant portion of 

teaching and classroom management experience can only be acquired by performing the 

task on the job (Feiman-Nemser, 2001).  

Teachers entering the profession for the very first time, like others in nonteaching 

professions, need on the job training to develop their skills. The purpose of new teacher 
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induction is to offer assistance to new teachers during their critical, one to three 

developmental years in the profession by providing them with extra support during their 

initial years in the classroom (Hanson & Moir, 2008; Strong, 2009). When states and 

school districts make provisions for new teachers by ensuring that resources are available 

through induction programs, the possibly of decreasing teacher attrition and increasing 

teacher retention beyond one or two years expands (Hanson & Moir, 2008; Strong, 2009; 

Wiebke & Bardin, 2009). Contrary to this principle are the results of a randomized 

controlled study which found that over a four year period of time teacher induction 

support did not impact teacher attitudes, satisfaction, feelings of preparedness, retention, 

or mobility patterns (Glazerman et al., 2010).  

New teacher induction is a systematic means of providing teachers with support 

beyond their pre-service preparation. Teacher induction in not an unconditional guarantee 

to eliminate teacher attrition or increase the level of quality teaching (Wiebke & Bardin, 

2009). Teacher induction heightens the natural abilities of new teachers, increases 

retention rates, impact job satisfaction, as well as offers emotional and psychological 

support to new teachers (Wiebke & Bardin, 2009; Kane & Francis, 2013). 

Creating a systematic way for teachers to grow and develop will benefit the 

novice teacher, students, and the district as a whole. New teacher induction programs 

have been identified as (a) a distinctive phase in novice teacher development, (b) a time 

of transition from preparation to practice, (c) and a formal, intentional program for new 

teachers (Feiman-Nemser et al., 1999). Providing opportunities for novice teachers to 

advance into teaching and to receive continued support enables them to move forward in 

their professional growth (Kane & Francis, 2013). 
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 Induction Program Components 

 Students across the nation should have effective teachers in every classroom. New 

teachers ought to receive support in various capacities, such as mentoring, personal and 

professional development, and consistent, frequent relevant feedback (Wiebke & Bardin, 

2009). New teacher induction will assist teachers with minimizing the potential 

challenges faced by first-year teachers. 

 The notion of new teacher induction is not a new phenomenon. New teacher 

induction programs have been in existence since the 1960’s (Serpell, 2000; Strong, 

2011). New teacher development beyond pre-service preparation began in the late 1950s 

with grants distributed by the Ford Foundation: the purpose was to lengthen teacher 

preparation with the creation of an internship year in which novice teachers would learn 

how to assimilate theory and practice (Serpell, 2000). The development of new teacher 

induction was created by affording teachers an opportunity to develop their capacity. 

 To support first-year teachers most states and many districts have created new 

teacher induction programs. When district and school leaders provide new teachers with 

the necessary provisions and training to obtain significant levels of success, the result is 

an increase of valuable human resources for schools (Sparks & Loucks-Horsley, 1989; 

Darling-Hammond, 2010). Components of an effective comprehensive new teacher 

induction program consists of intensive, structured, chronologically delivered support 

provided to novice teachers through various approaches to develop instructional skills 

(Strong, 2009; Steven et al., 2010). 

 New teachers can be a source of brand new ideas and energy. Induction program 

participants are two times more likely to remain in teaching (Smith & Ingersoll, 2004; 
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Ingersoll, 2012). A new teacher induction program may deepen the effectiveness of new 

teachers by improving the practice of teaching (Wiebke & Bardin, 2009; Glazerman et 

al., 2010). The ultimate goal of a comprehensive new teacher induction program should 

be to develop and support novice teachers by reducing first-year intensity increasing and 

improving teacher effectiveness so that they can effectively transition into the teaching 

profession following their traditional or alternative pre-service preparation, and remain in 

the profession (Wong & Wong, 2009; Sun, 2012). 

 Induction programs and their components differ across districts and states. The 

National Association of State Boards of Education (NASBE) identifies components of a 

comprehensive new teacher induction program to include at least two years of support, 

high-quality mentoring, regularly scheduled participation in professional learning 

communities, on-going professional development, and/or standards-based feedback and 

evaluations throughout the induction program process (Sun, 2012). To properly support 

new teachers all novice teachers should be required to participate in the induction process 

providing them with a system that can make available a stable, premium learning 

environment to increase the likelihood of new teacher retention (Darling-Hammond, 

2008; Gujarati, 2012).  

 Components of a comprehensive induction system should include an orientation 

program prior to the first day of school, quality and structured mentoring, common 

planning time for mentors and new teachers, participation in professional learning 

communities (PLC), intensive and ongoing professional development, an external 

network of supportive teachers, district and school administrative support, and standards-

based evaluation (Wong, 2004; Gujarati, 2012). Four key new teacher induction program 
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components are featured in this study: mentoring, professional learning communities 

(PLC), professional development, and feedback. 

Mentoring.  Mentoring is a major component of new teacher induction, and is a 

significant and challenging task. The mentor is a source to help acclimate the new teacher 

into the organization. The mentor offers information, support, protection, and promotion 

to his/her mentee.  

 The mentor relationship has a positive effect on reputation, prestige, and loyalty 

within the model. Carefully selected mentors are competent, organized, and available to 

thoroughly work with new teachers, potentially assisting the average teacher to develop 

into a high-quality teacher (Barlin, 2010). A mentor should possess skills, knowledge, 

and expertise to impact new teacher development, which may ultimately impact retention 

in the school district (Hennissen et al., 2010; Barlin, 2010). 

 The mentoring relationship between the new teacher and mentor is personal, 

supportive, and trusting. Mentoring expands the likelihood of decreasing teacher attrition 

by providing new teachers with assistance to complete professional goals (Athanases et 

al., 2008). Mentoring by an experienced teacher has been recognized as a way to assist 

with the engagement of new teachers into the school culture, heighten their self-

confidence, and provide the appropriate guidance to increase teaching skills (Anthony et 

al., 2011; Kane & Francis, 2013), while decreasing attrition (Ingersoll & Smith, 2014; 

Kane & Francis, 2013). 

 Meaningful adult relationships may be beneficial to new teachers during their 

initial teaching year. New teachers may need to depend on mentors for support to lessen 

the impact of job stressors, mentors may be the major basis of support during the 
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induction year (Huisman et al., 2010). As new teachers begin to develop their 

instructional practices effective mentors can positively impact the induction year.  

 By allowing the novice teacher to heavily rely on their expertise, mentors can 

assist novice teachers with navigating through the various dynamics of teaching, 

classroom management, and other stressors involved with on the job learning (Huisman 

et al., 2010; Kane & Francis, 2013). Additionally, an awareness of the mentee’s 

accomplishments can have a positive effect on the mentor's reputation. An increase in 

commitment, and optimism is experienced by the mentee as he or she is given the 

opportunity to learn their job, and about career options related to the organizational 

culture and benefits. 

 Coaching. There are many benefits to having a mentor, recently there has been a 

shift from solely mentoring to assist with acclimation into the work environment, to a 

specific coaching model to develop and provide feedback to novice and veteran teachers. 

Intentional coaching can lead to systematic, comprehensive organizational change 

(Aguilar, 2013). Utilizing a coaching model to impact growth supports teachers to 

improve their capacity and practice through self-reflection (Aguilar, 2013). Building 

teacher capacity allows them to become active agents of change to improve their craft 

(Hall, 2008). 

 Effective coaches are change agents, they are principals, mentors, instructional 

coordinators, curriculum coaches and teacher-leaders. Coaches are visionaries with 

strong content and pedagogy knowledge (Aguilar, 2013). In the right environment 

coachers embed themselves in data digs, use academic achievement gaps as the 

foundation for planning and training, and are available to support teachers and students in 
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various ways (Aguilar, 2013). Coaching is open and collaborative. A coach is an 

individual who can provide non-threatening, meaningful specific feedback to an 

individual to build capacity and knowledge in a judgment free relationship (Aguilar, 

2013). 

 Coaching has several purposes. Coaching is designed to change performance, 

behavior, thinking and beliefs (Aguilar, 2013). Directive coaching changes specific 

behaviors, facilitative coaching supports thinking, and transformational coaching seeks to 

improve the broader scope of education encompassing beliefs and behaviors, whole 

organizations, and the broader educational and social system by intentionally connecting 

each system to impact change (Aguilar, 2013). Coaching is powerful, but not when a 

deficit model is utilized. 

 Professional Learning Communities (PLC). A second component to the new 

teacher induction program is active participation in professional learning communities. A 

major characteristic of a professional learning community related to new teacher 

induction, is that its participants begin their decision-making process by learning with 

campus administrators, veteran and content area teachers, and mentors (DuFour, 2012) 

(DuFour, 2012). Professional learning communities (PLCs) create opportunities for 

campus level leaders and teachers to clearly identify educational needs through data 

driven decision making via collaboration, and the implementation of initiatives to 

improve student learning, increase teacher retention (DuFour, 2006; Whitaker, 2010). 

Feelings of isolation are decreased when new teachers collaborate with their colleagues 

providing them access to human resources, significant instructional strategies, and 

materials (Hord et al., 2014).  
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 To lessen the impact of teaching in isolation, active and engaging participation in 

campus level professional learning communities can potentially positively affect 

decisions made by novice teachers. For a new teacher, active participation in a 

professional learning community (PLC) can serve as a catalysis for collegial support, 

reduce isolation, and maintain a continuous focus on personal development (DuFour, 

1998; DuFour & Fullan, 2013). Affording new teachers an opportunity to access key 

support systems may impact their performance, and decision making capacity when they 

are given adequate assistance during their induction year (Cherubini et al., 2011). 

Intentional PLC processes establish working conditions that help new teachers become 

competent educators by cultivating strong instructional practices and increased levels of 

professional engagement and learning as a part of the induction process (DuFour & 

Marzano, 2011). 

Professional Development. A third and critical new teacher induction program 

component ensures that novice teachers are provided with professional development 

courses designed to meet their specific needs. Standard, predictable wisdom ensures that 

our nation is concerned with recruiting and retaining quality teachers by cultivating an 

attitude of lifelong learning through new teacher induction program support focused on 

providing professional development opportunities to new teachers (Darling-Hammond, 

2010). When new teachers experience uninterrupted successful professional 

development, student learning will also improve (DuFour, R., 2014).  

 Following pre-service preparation novice teachers need time to cultivate their 

skills while putting theory into practice. The demand for technology integration in 

instructional practices, updated educational standards, and substantial classroom 
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management strategies amplifies the urgency to provide new teachers with professional 

development opportunities (Reeves, 2010; Beavers, 2011). The support should focus on 

deepening teachers’ understanding of the processes of teaching and learning (Darling-

Hammond & McLaughlin, 2011). 

 New teachers must have buy-in to actively engage in professional development 

activities. New teachers who actively participate in book studies, self-reflection, student 

observations, and collaboration with other teachers intentionally develop their knowledge 

base (Darling-Hammond & McLaughlin, 2011; Archibald et al., 2011). Providing an 

environment that allows for all teachers, to brainstorm and problem solve not only creates 

solutions, but it also builds a culture of trust and appreciation (Beavers, 2011). New 

teachers need school cultures where instructional and content proficiency are enhanced 

through collaboration generated by high-quality professional learning (Archibald et al., 

2011). 

 Professional development for new teachers has the potential to develop 

instructional abilities. During the induction year new teachers’ success is crucial, 

dependent upon their professional development selections, and their ability to learn the 

innovative concepts of instructional practice (Darling-Hammond & McLaughlin, 2011). 

Quality professional development demonstrate evidence of having the following features: 

1) alignment with district and school goals, 2) focus on core content, 3) inclusion of 

opportunities for active learning of new teaching strategies, 4) opportunities for 

collaboration among teachers, 5) inclusion of follow-up and feedback (Archibald et al., 

2011). 
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Feedback. Providing new teachers with relevant feedback and routine evaluations 

will assistant with their developmental process, and is another component of new teacher 

induction. Feedback is information about how new teachers are progressing in their 

efforts to successfully deliver instruction, collaborate with colleagues, communicate with 

parents, and reach their professional goals (Wiggins, 2012). Feedback is factual 

information or data provided by an administrator, coach or mentor regarding various 

aspects of a new teacher’s performance and understanding (Hattie & Timperley, 2007).

 Supporting new teachers by giving them intentional, specific feedback will set the 

stage for open communication, and provide new teachers with opportunities to ask 

questions and self-reflect. Feedback should be purposeful, consistent, concrete, evident, 

well timed, target specific learning goals and provide ongoing reinforcement to novice 

teachers as learners (Hattie & Timperley, 2007; Wiggins, 2012). Feedback contains facts 

given to new teachers about the realization and attainment of professional learning goals 

related to their performance (Hattie & Timperley, 2007).  

 Novice teachers should be able to improve their skills when accurate feedback is 

given. In effect, feedback requires that novice teachers set attainable professional goals, 

take the necessary actions to achieve the goals, and accept goal-related information about 

their progress (Wiggins, 2012). Feedback should provide new teachers with specific 

positive statements, as well as descriptions of fixable areas in need of improvement 

(Wiggins, 2012). Consistent, ongoing input and feedback will afford teachers with 

opportunities to modify and adjust instructional practices (Wiggins, 2012). 

 Campus administrators routinely observe all teachers. One way for administrators 

to gain a greater understanding of the novice teachers’ instructional abilities is by 



34 

 

 

 

conferring with students during walk-throughs, which will create an atmosphere of trust 

and support for teachers and students (Moss & Brookhart, 2013). Across the nation, 

school districts and campus administrators have adopted some form of Charlotte 

Danielson’s Framework for Teaching to evaluate teacher performance (Strong, 2009). 

Used for evaluative purposes, the Framework is designed to give teachers feedback 

regardless to grade level or content area (Strong, 2009). 

The Influence of Teacher Attrition on New Teacher Induction Programs 

 Across the nation states and school districts have begun implementing new 

teacher induction programs to reduce teacher attrition and increase teacher retention by 

providing teachers with multiple layers of support. New teacher induction brings 

attention to the initial teaching experience, and highlights essential induction program 

components such as mentoring and professional development to assist in reversing 

attrition (Feiman-Nemser et al., 1999). Growing attrition rates increases district leaders’ 

awareness that teachers who leave the teaching profession affect student achievement, 

ultimately subjecting a significant number of students to a ceaseless number of 

ineffective teachers (Darling-Hammond, 2003; Engel et al., 2014). 

There are several causes or reasons for teacher attrition. Teachers leave the 

profession voluntarily or involuntarily, often times citing reasons such as lack of pre-

service preparation, inappropriate student behavior, stress, and lack of support (Ingersoll 

& Strong, 2011). There are four major reasons why teachers leave the profession 

according to an analysis of schools and staffing survey and follow-up survey data, school 

staffing action, family or personal reasons, pursuit of another career and dissatisfaction 

(Ingersoll, 2001; Ingersoll, 2003).  
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 A new teacher may voluntarily decide not to remain in the profession, or 

involuntarily leave because campus leaders consider them to be unacceptable or lacking 

the skill level to adequately teach (Ingersoll, 2011). In the same manner, attrition affects 

schools within individual districts as teachers move (movers) from one school to another 

within the district, or move to another district but remain in the profession (Darling-

Hammond, 2010). Teachers who choose to temporarily or permanently leave (leavers) 

the profession for various reasons also affect attrition rates (Darling-Hammond, 2010). In 

order for district and campus leaders to completely understand teacher attrition, leaders 

must recognize and acknowledge that a transformation occurred, intrinsic changes that 

prompt or initiate a reversal of the teachers’ original decision to teach (Synar & Maiden, 

2012).  

 New teachers are hired and leave the profession each year for various reasons. 

Major teacher shortages are not a consequence of the amount of certified teachers hired in 

a given year, but the attrition of teachers who leave the profession in less than three years 

(Behrstock & Clifford, 2009). According to the 2012-2013 Teacher Follow-up Survey 

(TFS), 7.7% of public school teachers left the profession, and 7.1% of those teachers 

taught for three years or less (Goldring et al., 2014). High educationally disadvantaged 

student enrollment populations, and lack of administrative support are continuously 

stated as reasons for attrition (Darling-Hammond, 2010). 

 Academic credentials are recognized as relevant reasons for increased teacher 

attrition rates. There was a period in history when education preparation standards were 

lowered to fulfill the demand to hire teachers (Ingersoll, 2001; Ronfeldt et al., 2013). 

Teachers with high credentials, who intentionally seek out pre-service preparations that 
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promote strong curriculum, support, collaboration, and training, including educational or 

certification levels are more likely to remain in the profession (Ingersoll & May, 2010; 

Engel et al., 2014). Whereas, attrition is unusually high for those who lack preparation for 

teaching (Darling-Hammond, 2010). 

Mitigating Attrition and Boosting Retention with New Teach Induction 

 Understanding the significance of teacher characteristics and intrinsic needs is 

relevant for state, district, and campus leaders to improve teacher retention. Academic 

credentials, cognitive ability, and preparation are familiar recruitment strategies, 

moreover, new teacher recruits need encouragement, training, feedback, mentors, and 

access to technology— supports which are in alignment with new teacher induction 

program components (Behrstock & Clifford, 2009; Darling-Hammond, 2010). Research 

indicates that by supporting new hires through new teacher induction programs, teacher 

quality will improve and retention rates will increase (Smith & Ingersoll, 2004; 

Behrstock & Clifford, 2009; Darling-Hammond, 2010). 

 Cognitive ability and preparation matters. One disregarded consideration is the 

effect of preparation on teacher retention (Darling-Hammond, 2010), unfortunately, a 

meager seven percent of teacher preparation programs produce graduates with the 

appropriate skills required to adequately teach students in today’s classrooms (Greenberg 

et al., 2013). Establishing high education standards will potentially attract high-quality 

teacher candidates to pre-service preparation programs resulting in new teacher hires who 

possess an elevated level of self-confidence and content knowledge (Bulger et al., 2015).  

 Pre-service teacher preparation represents the foundation to new teacher 

development prior to induction. However, the effect of preparation on teacher retention is 
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highly disregarded (Darling-Hammond, 2010). Colleges and universities are struggling to 

meet the demand to connect school districts with quality teachers. The number of 

qualified educators graduating from today’s colleges and universities are not meeting the 

needed quota to close the achievement gaps linked to students from various 

socioeconomic backgrounds (Odden, 2011). To ensure that the developmental and 

instructional needs of new teachers are being embraced and met, more states and districts 

should focus on new teacher induction program infrastructures that communicate 

program vision, replicate effective program designs, evaluate the effectiveness of local 

models, and support program implementation as well as future improvements (Johnson et 

al., 2010).  

 Beyond pre-service preparation, new teacher induction can support retention and 

reduce new teacher attrition. Moreover, several important elements of the teacher quality 

challenge, both at the individual school level and for the profession as a whole, rests with 

retaining teachers after the recruitment, hiring, and development process beyond five 

years (Darling-Hammond, 2010). Detailed state policies have the potential to extensively 

influence and impact the development of district induction programs (Goldrick et al., 

2012). 

Teachers’ Point of View 

 The effects and impact of new teacher induction programs from the point of view 

of first-year teachers is the foundation of this study. Novice teachers will decide to stay in 

the profession or leave dependent upon their personal feelings, experiences, and reaction 

to their working conditions or circumstances (Bickmore & Bickmore, 2010). Giving 

teachers an opportunity to tell their personal story about their teaching experiences will 
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help educational leaders and policymakers understand the process of learning to teach 

with the possibility of developing a generation of high-quality teachers (Cochran-Smith, 

2012).  

 During the induction year, the principal is pinnacle in the development of new 

teachers. Teachers feel valued and respected by their principal and campus administrators 

when the school’s culture is positive, warm, and inviting. When various components of 

the new teacher induction program are in play, and when principals take a personal 

interest in new hires, their feelings of isolation are diminished as they work towards 

improving their teaching practice and assimilating themselves in the school climate 

(Bickmore & Bickmore, 2010; Correa & Wagner, 2011; Cochran-Smith, 2012). Campus 

administrators, specifically the principal, should carefully and intentionally offer various 

supports, with clear expectations, by making instructional resources and equipment 

available to novice teachers. This includes creating a culture of nurturing, belonging, and 

growth through positive recognition and praise (Bird et al., 2012).  

 Principal support as an instructional leader is another valued aspect for new 

teachers during their induction period. Novice teachers want leaders who are competent, 

supportive, innovative, who not only provides professional development opportunities, 

but participates with them, who routinely and regularly offers them immediate specific 

feedback (Darling-Hammond, 2003; Roberson & Roberson, 2009; Bickmore & 

Bickmore, 2010; Correa & Wagner, 2011; Cochran-Smith, 2012). First-year teachers 

want principals who make all facets of the new teacher induction program components 

available to them beyond providing them with a campus mentor (Roberson & Roberson, 

2009; Correa & Wagner, 2011; Cochran-Smith, 2012). 
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 Novice teachers need a sense of belonging. The relationships established between 

veteran teachers and first-year should be mutually beneficial, with levels of trust, social 

interaction, authentic conversational engagement, and a valid commitment to the 

organization (Bird et al., 2012). Authentic engagement with campus and district leaders, 

colleagues, students, and parents provide novice teachers with a sense of importance and 

increases their opportunities for success and less isolation (Bird et al., 2012). 

Policy Framework for New Teacher Induction in the U.S. and Texas 

 Nationally, states and school districts have the potential to improve teacher 

quality, accountability, and preparation with the possibly of positively affecting new 

teacher development, lowering teacher attrition, and increasing teacher retention. To 

accomplish the goal of recruiting, hiring and retaining qualified teachers, policies are 

needed to reduce attrition through improved teacher preparation, improved working 

conditions, and quality support through teacher induction (Darling-Hammond, 2010). 

Districts across the nation have the potential to extensively influence new teacher 

induction programs when in-depth state policies are put in place and implemented 

(Goldrick et al., 2012).  

 Educational reform has resulted in the passage of numerous federal policies which 

require school districts to hire certified teachers. Education reform generated the need for 

teacher preparation programs to modify curriculum, and increase rigor to produce 

competent teachers capable of handling the stress of providing today’s students with the 

type of education that will keep our nation competitive (Ronfeldt et al., 2013; Greenberg 

et al., 2011). In the United States, as early as the 1930s, the responsibility and ability to 

control teacher preparation and certification in school systems brought about the 
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origination of states as bureaucratic education policy decision makers (Tobin, 2012). An 

influx of educational policies with the specific purpose of improving student learning 

began to surface beginning in 1980 (Murphy & Adams, 1998). Present-day stakeholders 

and policy makers are still concerned with the quality of teacher preparation and 

certification programs (Tobin, 2012).  

 Education policy and reform discussions focus on teacher accountability and 

preparation. To improve teacher accountability and increase teacher quality, education 

reforms focus on improving teacher preparation and performance to ensure that the 

current teaching workforce contains high quality teachers who are capable of meeting 

diversity and performance expectations (Cochran-Smith, 2008; Cochran-Smith et al., 

2013). Overtime, educational reform resulted in the passage of the Elementary and 

Secondary Education Act (ESEA), No Child Left Behind (NCLB) Act of 2001, the 

Individuals with Disabilities Education Improvement Act (IDEA) of 2004, and Race to 

the Top reform, all which required schools to hire highly qualified teachers, who were 

certified and/or licensed to teach academic content to students (The White House Office 

of the Press Secretary, 2015). More recently, Every Student Succeeds Act (ESSA) 

addresses the need to improve the level of education students receive across the nation, 

including provisions for improving teacher preparation (The White House Office of the 

Press Secretary, 2015).  

 In Texas, Senate Bill 174 (Texas Education Code 21.045), the State Board for 

Educator Certification (SBEC) established standards for educator preparation program 

accountability (Figure 2) (Texas Section 21.045. Accountability System for Educator 

Preparation Programs, 1995). Texas established four standards to improve teacher quality 
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after pre-service preparation during their initial employment year. Rapidly Changing ISD 

adopted a locally developed system for teacher appraisal as outlined in Texas Education 

Code (TEC), §21.352, the Professional Development Appraisal System (RCPDAS). This 

appraisal process includes: (a) at least one formal appraisal each year; (b) a conference 

between the teacher and the appraiser that is diagnostic and prescriptive regarding 

remediation needed in overall performance by specific category; and (c) criteria based on 

observable, job-related behavior, including: teacher’s implementation of discipline 

management procedures; and performance of the teacher’s students. 

 Guidelines were established to govern teacher preparation and certification 

programs around the state of Texas. Standard 1 requires that 80% of pre-service 

preparation program participants pass required state certification examinations. Standard 

2 requires that new teachers receive routine performance observations, feedback, and 

evaluations from campus administrators. Standard 3 specifically requires evidence of 

academic student achievement of students taught by novice teachers for the first three 

years following certification. Standard 4 requires ongoing support during the novice 

teachers’ first-year in the classroom from a representative from their preparation 

program.
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Figure 2. The State Board for Educator Certification (SBEC) Rubric. Adapted from 

“Accountability Systems for Educator Preparation Programs,” by Texas Section 21.045, 

1995. Retrieved from http://www.statutes.legis.state.tx.us/Docs/ED/htm/ED.21.htm. 

Copyright 1995 by Texas Education Agency. 

 Designed by educators the Texas Teacher Evaluation and Support System (T-

TESS) was developed in 2014 (Texas Education Agency, 2016). The purpose of 

changing the evaluation system from Professional Development Appraisal System 

(PDAS) to Texas Teacher Evaluation and Support System (T-TESS) was to improve 

teacher practice by focusing on the teaching standards. “The T-TESS system was created 

http://www.statutes.legis.state.tx.us/Docs/ED/htm/ED.21.htm
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by teacher leaders to provide for actionable, timely feedback, allowing teachers to make 

efficient and contextual professional development choices that will lead to an 

improvement in their teaching” (Texas Education Agency, 2016, p. 3). 

 The Texas Teacher Evaluation and Support System (T-TESS) evaluation system 

includes a rubric with five performance levels, a teacher self-assessment to facilitate and 

encourage personal growth goals, and a student growth measure is embedded in the 

processes of support through professional development (Texas Education Agency, 2016). 

The recommended process slightly varies from the PDAS system which included 

distinctions between new teachers and veteran teachers with more than three years of 

successful, consecutive years of experience.  

 The Rapidly Changing Professional Development Appraisal System (RCPDAS) 

evaluation system, a locally developed system for teacher appraisal as outlined in Texas 

Education Code (TEC), §21.352, teachers with less than three years of experience receive 

a minimum of two informal observations and one formal forty-five-minute planned 

observation. While veteran teachers were required to receive a minimum of three 

informal observations throughout the instructional year, novice teachers were required to 

receive one scheduled formal observation along with a minimum of two unscheduled 

informal observations (Texas Education Agency, 1995). The recommendations for T-

TESS levels include multiple informal observations, walk-throughs and at least one 

formal observation for all teachers (Texas Education Agency, 2016). 

 Figure 3 below outlines the four teacher observation performance domains. 

Teachers will receive ratings in the areas of planning, instruction, learning environment 

and professional practices and responsibilities, each performance will be rated using a 
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five-point scale (Texas Education Agency, 2016). Teachers will receive relevant 

feedback to promote open collaboration and professional growth priorities during pre-

observation and post-observation conferences (Texas Education Agency, 2016).

 

 

Figure 3. The Texas Teacher Evaluation and Support System (T-TESS) Rubric. Adapted 

from “Texas Teacher Evaluation and Support System (T-TESS): Appraiser Handbook,” 

2016, by Texas Education Agency. Copyright 2016 by the Texas Education Agency. 

Retrieved from https://www.teacherfortexas.org/Resource_Files/guides/T-

TESS_Appraiser_Handbook.pdf. 

 Nationally, as state boards of education and local school districts consider teacher 

induction policies, state policy criteria for induction may ensure that new teachers have a 
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better opportunity to participate in comprehensive, effective induction programs 

(Goldrick et al., 2012; Sun, 2012). Research has determined that more 30 states require 

some form of new teacher induction or mentoring support for new teachers, and 17 states 

provide some dedicated funding for new teacher induction (Goldrick et al., 2012). 

Therefore, all states and districts are encouraged to provide new teachers with structured 

induction programs, which include trained mentors who offer instructional coaching, 

focused professional development opportunities, and supportive working conditions 

(Brady et al., 2011). 

Theoretical Framework 

 District and campus leaders, mentors, and novice teachers each possess opinions 

about the initial experiences of first-year teachers. Social Exchange Theory as a 

theoretical framework, supports the relationship between leaders, mentors and novice 

teachers based on their perceptions of the new teacher induction programs’ effect on 

teacher development and retention (Birtch et al., 2016; Elstad et al., 2011). The 

theoretical framework for this case study is based on the interactions among district and 

campus level educational leaders, mentors and novice teachers related to the perceptions 

of novice teachers’ initial year of employment, and the new teacher induction program 

experience. Conducting a study within a social exchange theoretical framework allows 

detection of the constructed realities and consciousness of a first-year teacher and 

supports the relationship between leaders, mentors and novice teachers based on their 

perceptions of the new teacher induction programs’ effect on teacher development and 

retention (Blumer, 1969; Benzies & Allen, 2001; Elstad et al., 2011). 
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 The Mutual Benefits Model is a concept based on the interactions among the 

organization, mentor, and protégé (Zey, 1984). This model suggest that new employees 

need time and support to learn his or her job, and this is accomplished by providing new 

employees with a mentor (Zey, 1984). The benefits are mutual for the organization, the 

mentor and protégé or the first-year teacher (Zey,1984). Social Exchange Theory is a 

perspective which suggests that there is social behavior within an organization resulting 

in beneficial exchanges between people (Emerson, 1976; Elstad et al., 2011). For the 

purposes of this study the organization represents school district and campus leaders, the 

mentor serves in the capacity of a mentor/coach, and the protégé is representative of the 

new/novice teacher. 

 The Mutual Benefits Model and Social Exchange Theory for this study focuses on 

human relationships with an emphasis of the distribution of power, and its influences on 

the structure of exchange between the district, the mentor, and the protégé or novice 

teacher. Through the exchange process the school district has an increase in teacher 

retention, development, and socialization through a transference of core organizational 

values and cultural promotion. The school district has a distinct model of managerial 

succession via a promotion of privileges, and power, including an increase in 

productivity.  

 The mentor is a source to help acclimate the new teacher into the organization. 

The mentor offers information, support, protection, and promotion to his or her protégé or 

mentee. The mentor relationship has a positive effect on reputation, development, and 

loyalty within the model. Additionally, an awareness of the protégé’s accomplishments 

can have a positive effect on the mentor's reputation as a teacher leader. The mentee has 
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an increase in commitment, and optimism as he or she is given the opportunity to learn 

his or her job, while gaining knowledge about career and training options related to the 

organizational culture. There is a mutual exchange of positive interactions through 

relationships and the mutual exchange of services (Figure 4). 

  

Figure 4. Social Exchange Theoretical Framework. Adapted from the “Mutual Benefits 

Model” by M. G. Zey, 1991, The Mentor Connection: Strategic Alliances in Corporate 

Life, p. 11. Copyright 1991 by Transaction Publishers. 

 There is give and take between what is offered by district and campus leaders to 

novice teachers, and their level of participation during their induction year. The 

connection between the kind of resources offered by the district and campus leaders such 

as professional development opportunities, mentor/coaching support, participation in 

professional learning community (PLCs) meetings, and providing novice teachers with 

consistent, specific feedback are examples of the link between a successful or 

unsuccessful initial teaching year. The potential support offered to a novice teacher from 
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a mentor increases the chances of the novice teacher establishing a bond and positive 

rapport with another person, limiting isolation during the first-year of employment. The 

new teachers’ attitude, beliefs and interactions with educational leaders, mentors, and 

students are influential factors to their professional growth and retention (Veenman, 

1984; Johnson & Reiman, 2007). 

 Within the induction process there are three participants with distinct roles. The 

participants are educational leaders, mentors, and novice teachers. The educational 

leaders are district and campus leaders who provide resources to develop new teachers 

after recruitment and employment. Offering provisions to improve teacher performance 

such as orientation sessions, classroom observations, content specific development, 

assigning grade/content level mentor and coaching support are elements of teacher 

induction (Ingersoll & Strong, 2011).  

 Mentors serve as a system of support and knowledge if appropriately trained and 

prepared. When mentors are given opportunities to grow professionally they in turn 

provide new teachers with the type of support that has the probability of reducing 

attrition, and increasing student academic performance (Barlin, 2010). The foundation of 

this case study is grounded on gaining a greater understanding of the relationship 

between the first-year teacher, mentors, and educational leaders related to the availability 

of the new teacher induction program as an intervention for novice teachers. The mutual 

benefit, indicative of the Social Exchange Theory, to each group ultimately is the 

development and retention of the first-year teacher with evidence of student academic 

achievement. 



 

 

 

 

Chapter III  

Methodology 

 This qualitative case study utilized a purposeful sample of first-year new teachers 

to examine and describe the perceptions of novice teachers, regarding the extent to which 

the new teacher induction program new teacher induction program in Rapidly Changing 

Independent School District (RCISD; a pseudonym) met the needs of new teachers. 

Specifically, the study examined components of the district-wide new teacher induction 

program from the perspective of first-year teachers to understand the extent to which 

their participation in the four primary components of the new teacher induction program 

addressed their needs in every aspect of their induction year, and to consider how campus 

administrators and district leaders can best support first-year teachers. 

 While a substantial amount of research has explored the effects and impact of new 

teacher induction programs from the point of view of new teachers with one to five years 

of experiences, this qualitative research focused on the novice teacher with one year of 

experience. Specifically, the researcher explored the teacher’s participation in four 

components: professional development including new teacher share sessions, 

professional learning communities (PLC), their relationship with their assigned mentor, 

and the type as well as frequency of feedback received. The selected sample of four 

teachers was representative of a small percentage of first-year teachers so that an in-depth 

understanding of each teacher’s perceptions could be developed (Creswell et al., 2007). 

 This qualitative study has the potential to make a contribution to research as it 

helps leaders to understand the phenomena of teacher induction in developing and 

retaining novice teachers within the organization as a whole with a minimum amount of 
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disruption to the natural setting (Merriam, 2001). Since qualitative research seeks to 

understand the phenomenon of interest, particularly new teacher induction, from the 

perspectives of novice teachers the researcher was required to focus and listen from the 

participants’ perspective (Merriam, 2001). Narratives of participants’ real-life teaching 

experiences provide thick, rich description that facilitated the researcher’s understanding 

and from which other teachers, campus administrators, and district leaders can acquire 

added knowledge and understanding. 

 Recognizing the importance of a qualitative study based on distinguishing each 

new teacher induction program participant as an individual, a narrative portrait was 

developed of each participant using pseudonyms (Blumer, 1969). A rich description of 

the encounters between the participants and their new teacher induction program 

participation pulls the reader into this study as the participants’ stories unfold to create 

dialogue (Patton, 2002). Researcher position or reflexivity, is included in this chapter to 

assist the reader in understanding researcher positionality and its potential influence on 

data collection and analysis (Patton, 2002; Merriam, 2009). 

Research Setting 

 One focus group interview and two one-on-one interviews were conducted in 

various locations in a large centralized suburban Texas school district. The district 

comprises 200 square miles of land, making it one of the largest school systems in the 

county. Bordered by seven other school districts, Rapidly Changing Independent School 

District (RCISD; a pseudonym) is also the one of the largest districts in Texas in terms of 

student enrollment, and is one of the top 22 districts in the nation. According to the 

district’s Texas Academic Performance Report (TAPR) there were 112,691 students  
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enrolled in the district during the 2014-2015 school year (Texas Education Agency, 

2015).  

 RCISD has a diverse student population with a mixture of African American 

(17%), White (28%), and Hispanic (44%) students representing the largest ethnicity 

groups. The teacher sample selection for this study came from campuses representing 

economically disadvantage (49%) students, as well as non-educationally disadvantaged 

(51%) students from four different schools within the district. Table 1 below contains a 

breakdown of student demographic information that includes the total number of students 

enrolled in the district in 2015 by ethnicity, socioeconomic status, special programs, and 

disciplinary placements. RCISD is home to more than 850 subdivisions and apartment 

complexes, as well as several large international corporations and small factories and 

plants.  
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Table 1. 

Student Demographics 

Student Information Count Percent 

African American 18,640 17% 

Hispanic 49,556 44% 

White 31,009 28% 

American Indian 760 0.7% 

Asian 9,948 8.8% 

Pacific Islander 109 0.1% 

Two or More Races 2,669 2.4% 

Economically 

Disadvantaged 

55,400 49% 

Non-Educationally 

Disadvantaged 

57,291 51% 

English Language 

Learners (ELL) 

17,683 16% 

Students w/Disciplinary 

Placements (2013-2014) 

1,230 1% 

At Risk 51,559 46% 

   

Total Students 112,691 100% 

   

Note. Texas Academic Performance Report (TAPR), (Texas Education Agency, 2015).

The district is comprised of 54 elementary schools, 18 middle schools, 11 high 

schools and five special program facilities. Nearly 14,000 employees work in various 

capacities to meet the needs of the students and community. The 8,468 professional staff 

members consisting teachers (49%), professional support (8%), campus administrators 

(4%), and central office administrative staff (0.05%) represents 62% of the workforce 

(Texas Education Agency, 2015). Teachers comprise the largest percentage of the 

professional staff with an average of 6,727 of which 7% are novice teachers hired during 

the 2014-2015 school year with an average salary of $50,742 (Texas Education Agency, 

2015). Table 2 contains a profile breakdown of the professional staff. 
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Table 2. 

Professional Staff Profile 

Staff Information Count Percent 

Professional Staff 8,468 62% 

Teachers 6,727 49% 

Professional Support 1,132 8% 

Campus Administration 539 4% 

Central Administration 70 0.5% 

   

Total Staff 13,720 100% 

Note. Texas Academic Performance Report (TAPR), (Texas Education Agency, 2015).

Rapidly Changing ISD is driven by a mission to provide students with an 

exceptional education that empowers all students with the tools to become problem 

solvers, collaborators, and critical thinkers while achieving academic excellence at every 

grade level. RCISD is committed to recruiting, hiring, developing, and retaining high 

quality teachers to fulfill the districts’ mission. Table 3 contains average years of 

experience for teachers, as well as the average teacher salary in 2015 (Texas Education 

Agency, 2015). 
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Table 3. 

Teachers by Years of Experience and Salary 

Teachers Count Percent Salary 

New/Novice Teachers 482 7% $50,742 

1-5 Years of 

Experience 

1,884 28% $51,508 

6-10 Years of 

Experience  

1,704 25% $53,496 

11-20 Years of 

Experience 

1,767 26% $57,941 

Over 20 Years of 

Experience 

890 13% $65,728 

    

Teacher Turnover 

Rate 

 13%  

Note. Texas Academic Performance Report (TAPR), (Texas Education Agency, 2015).

Research Questions 

 Yin (2014) defines a case study as, “an empirical inquiry that investigates a 

contemporary phenomenon in depth and within its real-world context, especially when 

the boundaries between phenomenon and context may not be clearly evident” (p. 16). 

Although case studies may involve a single or multiple cases, this study focuses on a 

single case, teacher perceptions of the new teacher induction program in one large school 

district in southeast Texas, Rapidly Changing Independent School District. To prepare for 

the qualitative case study, the researcher defined research questions, identified the 

phenomena case and the techniques to collect the data. The following research questions 

guided this investigation: 

1. What are the perceptions among elementary and secondary first-year novice 

teachers of Rapidly Changing Independent School District’s new teacher 

induction program? 
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2.  In what ways has participation in the district’s new teacher induction program 

influenced teachers’ decision to remain in the profession? 

 Interviews were utilized as the primary method to gain a greater understanding of 

the participants point of view and to understand their experiences (Seidman, 2013). 

Utilizing a semi-structured protocol, focus group interview and interviews with open-

ended questions to collect data is one of the most common and powerful ways to 

understand other human beings (Fontana & Fey, 1994). 

Research Design 

 Qualitative research design endorses conducting research within the participant’s 

sphere, in their true circle of life. A qualitative approach was appropriate for this case 

study, as this design allowed for the collection of data to understand the complexities of 

the personal experiences of first-year teachers’ participation in the new teacher induction 

program in one school district in Texas. The uniqueness of participant interpretation and 

meaning making was distinguished as an opportunity to contribute to a deeper 

understanding of a phenomenon. Specifically, interpretation and meaning contributed to 

an in-depth understanding of personal first-year teacher experiences by examining novice 

teachers’ personal perspectives related participating in the components of the district’s 

new teacher induction program.  

 According to Merriam (2001), qualitative research seeks to understand the world 

from the perspectives of those living in it. Qualitative researchers are interested in how 

people understand their situations, and construct meaning out of their experiences 

(Merriam, 2001). To gain an in-depth understanding of the experiences of the 

participants, a case study design was utilized to figure out process, context, and 
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confirmation of new teachers’ perceptions in a meaningful manner (Merriam, 2001). 

Particularly, “an intrinsic case study design employed analytic procedures of notable 

descriptions focused on the case itself” (Creswell et al., 2007, p. 247). An intrinsic case 

study suggest that the researcher wants to understand a particular case because it is of 

interest to the researcher. 

 The researcher wanted to explicitly examine the perceptions of first-year teachers 

as they participated in the new teacher induction program. Specifically, the researcher 

was interested in what the study participants would say about their experiences and 

engagement with four specific induction program components. The researcher made sure 

to ask about their experiences with professional learning communities, professional 

development, feedback, and mentoring. 

 Personal and professional accounts of novice teachers’ experiences helped the 

researcher to discover how, where, and under what circumstances the phenomenon of 

teacher induction was best understood from a qualitative perspective using analytic 

strategies (Creswell et al., 2007; Merriam, 2001). Gaining a deeper understanding of 

solutions to first-year teachers predicaments can best be realized through hearing directly 

from novice teachers who described their experiences in detail, acknowledging their 

social world, and other players in that world.  

 Each participant described what is identified as minding, the instant when the 

teachers experienced a momentary suspension of their ability to comprehend their next 

step, or a delay in decision making (Blumer, 1969). Qualitative case study methods 

produced first-hand accounts of real-life induction experiences in managing the nuances 
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of teaching that can be useful for other novice teachers, campus administrators, mentors, 

and district leaders as they examine the struggles faced by new teachers.  

 Through the use of triangulation and thick descriptions the researcher provided an 

accurate account of the participants’ realities gleaned from the focus group interview, two 

one-on-one interviews, documents, informal member checks, researcher reflexivity, and 

field notes as a procedure to establish validity (Creswell & Miller, 2000; Patton, 2001).  

Study Participants 

 The participants of this case study originated from a purposeful selection of first-

year new teachers hired during the 2015-2016 school from different schools within 

Rapidly Changing Independent School District (RCISD). The sample of participants 

consists of representatives from campuses within the district with high and low 

percentages of educationally disadvantaged student populations. The purposeful sample 

size of four novice teachers will adequately facilitate the development of relevant, 

meaningful themes and valuable interpretations needed to understand the perceptions of 

new teachers related to their induction experiences (Merriam, 2009). Teachers with more 

than zero to one year experience were not be asked to participate in this study regardless 

of the socioeconomic student enrollment or the number of years of experience one year 

and beyond. 

 This qualitative case study consists of an in-depth focus group interview and two 

one-on-one interviews with first-year new teachers who agreed to voluntarily participant 

in the audio-recorded interviews conducted by the researcher. Three elementary first-year 

teachers, and one high school first-year teacher participated in the study. Of those 

teachers were, one elementary teacher from a school identified as of having low 
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educationally disadvantaged (non-Title I) student populations, two elementary teachers 

from schools identified as having high educationally disadvantaged (Title I) student 

populations, and one high school teacher on a campus not identified specifically as a Title 

I campus, but with a high enrollment of economically disadvantaged student population 

participated in the study.  

 One reason for having three elementary teachers was there are 54 elementary 

schools in the district, substantially greater than the 28 secondary campuses. Secondly, 

49% of the students within the district are identified as meeting the criteria to receive free 

or reduced lunch or economically disadvantaged and typically attend one of 35 schools 

where additional Title I support and funding are available. Additionally, 51% of the 

students within the district are identified as non-educationally disadvantaged representing 

19 elementary schools across the district.  

 Thus, including more elementary teachers than secondary teachers in the study 

will give credence to representing both socioeconomic groups. There are 18 middle 

schools in the district, and 10 have been identified as having high educationally 

disadvantaged student populations. Additionally, there are fewer than twelve high schools 

in the district; none of the high schools is specifically identified as having a low or high 

socioeconomic student enrollment.  

 This sampling was purposeful and small to draw from first-year teachers of whom 

provided an in-depth account of their initial teaching assignment and the supports they 

received based upon their experiences related to the phenomenon being researched 

(Creswell & Miller, 2000; Creswell el at., 2007; Merriam, 2001). The challenges 

encountered by novice teachers have been at the forefront of education reform 
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discussions for years, yet teachers are still lacking support, guidance, and a reduction in 

feelings of isolation (Ingersoll & Strong, 2011). Purposeful or criterion-based sampling 

consists of individuals who fit predetermined criteria (Creswell & Miller, 2000; Merriam, 

2001) thus adding validity to this study.  

 Novice teachers selected using purposeful sampling were novice first-year 

teachers who actively participated in the district’s new teacher induction program, which 

promotes collaboration and lifelong learning for all participants. This study sought to 

examine their attitudes, knowledge, and beliefs of the induction program to collect 

strong, relevant data to increase the validity of this case study (Creswell & Miller, 2000; 

Merriam, 2001). Teachers’ professional identity is an important factor in comprehending 

their professional lives and career formulation; inter-generational differences are present 

among novice teachers (Hong, 2010). 

 Hakeem.  My first verbal interaction with Hakeem lasted about ten minutes. 

Having sent him an email to confirm his participation in the focus group without a 

response after two days quickly prompted me to reach out via phone. We finally spoke 

after several missed calls and text messages. Instantly, I realized that Hakeem would 

bring a positive energy to the focus group interview. Within minutes of our phone call we 

established the date, time, and location of the focus group interview, with informal 

interactions spoken in relaxed tones. Following our initial conversation, we 

communicated primarily via email and text messages, the preferred mode of 

communication for Hakeem, adequately representing his Millennials status.  

 Hakeem shared with me that he was from out of state and seemed to enjoy the 

weather, especially the changing session and delayed winter in the South. Hakeem further 
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discussed his love for the arts, sharing that he is an artist and art teacher. I noted that 

Hakeem appeared to be in his twenties. Hakeem exhibited a level of energy that was not 

fast and booming, but youthful and enthusiastic. Hakeem’s calmness was contagious, and 

his confidence naturally surfaced. 

 Hakeem was intentional and thoughtful as he completed the pre-focus group 

demographic questioner. One of the pre-focus group questions was: What was your 

motivation to become a teacher? Prior to answering this question Hakeem momentarily 

sat back in his seat. After pondering his response, he began writing rather quickly. “I was 

inspired by my high school to become a better person and artist. I have a passion for art 

and wanted the opportunity to share my gift with youth, to make a positive in their lives.”  

 Throughout the focus group interview his passion for art, and teaching became 

evident as he frequently smiled as he mentioned his students. Even as he discussed some 

of his more challenging students his passion for teaching allowed him to speak positively 

about his experiences. He exhibited a high level of politeness throughout the focus group 

interview. Hakeem has an easiness that is contagious. 

 Cindy.  Cindy and I spoke on several occasions, each time she was pleasant. 

During our phone conversations and email communications I gathered that Cindy was a 

little on the quiet, reserved side. This proved to be true during our initial meeting. Cindy 

greeted Hakeem and I with a kind, warm smile. She appeared a little reserved in the 

beginning, however, once we settled down in the meeting room she began to relax. Cindy 

shared that she was not an education major, and had received her pre-service preparation 

through an alternative certification program (ACP).  
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  Cindy expressed reservations about being audio-recorded during our initial phone 

conversation. Therefore, prior to beginning the focus group interview, I reassured Cindy 

that my open laptop was strictly for note taking purposes using Microsoft word to capture 

additional notes. This gesture helped Cindy to relax even more, as she began to unwind 

and participate in the focus group interview. 

 Cindy is a third-grade teacher at a non-Title I school, she shared her first-year 

experiences with enthusiasm after completing the pre-focus group demographic 

questionnaire. I got the impression that having the short reflection assignment helped to 

ease any anxiety that she may have had.  

 Cindy and Hakeem developed an easy dialogue flow during the focus group. 

While not as talkative as Hakeem, Cindy shared her thoughts, asked for clarification, and 

joked with Hakeem in a lively manner. Their connection was evident and helped the flow 

of conversation. At times, Cindy listened intently, nodding her head in agreement and 

smiling throughout the discussion. While her responses were not always long, they were 

detailed. Her open-ended responses to the questionnaire were straight and to the point: 

What was your motivation to become a teacher? “I have a love for mentoring children in 

hopes to lead them down a successful path.” 

 By the conclusion of the focus group interview Cindy was completely relaxed. 

Additionally, she appeared downright at ease with Hakeem after their dialogue about 

their induction year.  

 Beckie.  Beckie, a teacher at one of the Title I campuses in the district is confident 

and easy-going. Vibrant, out-going and friendly are just a few words to describe Beckie. 
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After agreeing to participate in the study Beckie quickly agreed to a date, time, and 

location during a phone conversation. 

 After confirming our meeting date and time via an email, I found myself 

anticipating our meeting, I was eager to hear Beckie’s story. Having, readily agreed to 

participate in the case study, our interview session was carefree and airy. Her explosive 

personality made our one-on-one interview seamless. 

 Beckie candidly shared her first-year teaching experience with such sincerity that 

she answered multiple questions in a general conversational style. She was thoughtful 

and intentional when answering the interview questions. She spoke with her entire body, 

using her hands to express a point, and her head and eyes to show her sincerity. Beckie 

was animated at times, and serious at other moments.  

 Beckie’s admiration and gratitude for her mentor became evident within the first 

few minutes of our discussion. She accredited her mentor with helping her stay on track 

with instruction, on time for meetings, and for being her biggest cheerleader.  

Beckie’s personality matched her honest and purposeful response to the question: What 

was your motivation to become a teacher? “I wanted to work with children in a fun 

environment where I could make the most impact.” 

 Beckie spoke openly about the challenges she faced as a first-grade classroom 

teacher. She revealed her opinion about the culture and environment on her campus, and 

shared a few insights into the relationships that she cultivated during her initial year as a 

teacher.  

 Karen.  Karen and I primarily communicated via email and text messages, 

although our initial conversation was low key and pleasant. As we discussed the details 
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of the focus group, the interview process and meeting location Karen sounded sincerely 

happy to participate in the study. Karen was unable to participate in the Saturday focus 

group interview, and had a prior school commitment on the evening that I was scheduled 

to meet with Beckie.  

 Karen’s features fit her voice. She has a lively personality and is very petite. 

Karen was completely relaxed during our initial meeting She effortlessly discussed her 

transition from her hometown to her current location. Our conversation flowed easily as I 

discovered that Karen is a great conversationalist. Karen disclosed that she always 

wanted to be a teacher, even though her parents wanted her to choose a different career 

path. She spoke about her parents with great admiration, and enthusiasm.  

 Karen and I talked about her ministry work, and our common Christian values. 

Karen spent two months in Chicago working with students there as a part of her ministry 

work. There was light in her eyes as she shared stories about the students in Chicago as 

well as, her students from her second-grade class on her campus, validating her answer to 

the question: What was your motivation to become a teacher? “My passion for working 

closely with children.” 

 Karen’s experiences are a little different from the others. Karen was a student 

teacher at one of the Title I campuses in Rapidly Changing ISD. She graduated in 

December and was immediately hired by the district as a substitute teacher. She spent the 

week before winter break during a transitional period with her future students on a 

different Title I campus in the same district. She began her teaching assignment in 

January 2016.  
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 The qualitative researcher gathers fragments and pieces of data by placing himself 

or herself in the participant’s environment in an attempt to gain a broader understanding 

of the social, emotional, and contextual meaning of their interactions and experiences 

(Denzin & Lincoln, 2008; Merriam, 2009). Table 4 is a demographic representation of 

the study participants, giving us a deeper glimpse into their lives.  
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Table 4. 

Study Participants Demographics 

 Gender Age Race Certification 

Route 

Highest 

Degree 

Held 

Hakeem Male 26 African 

American 

Traditional Master’s 

Cindy Female 28 White ACP Bachelor’s 

Beckie Female 39 White ACP Bachelor’s 

Karen Female 23 White Traditional Bachelor’s 

Researcher Position/Reflexivity  

 Prior to further analyzing the details of the focus group and interviews I 

conducted, it was important for me to engage in researcher reflexivity to reflect and 

explain my experiences (Patton, 2002; Merriam, 2009). I spent time reflecting on my 

own, expectations, and experiences during this research process. Occasionally jotting 

down personal reflections and thoughts over the last few years about the changes in my 

personal leadership style. 

 The topic of this study became genuinely personal to me, as an Assistant 

Principal, I struggled with understanding the dynamics of my work environment and my 

growing discomfort with our process to grow teachers into lifelong learners and high 

performing change agents. I often found myself observing people and their interactions 

with one another, particularly teachers and students, teachers and parents, teachers with 

their colleagues. Be it consciously or unconsciously, I began to interact with teachers in 

various situations about their personal reasons for choosing teaching as a profession.  
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 I conferred with novice classroom teachers with zero experience and veteran 

teachers with as much as thirty-five years of experience. Ultimately intrigued with those 

veteran teachers, many of whom have absolutely no desire to engage in another career or 

leave the classroom. These were the interactions that began to shape my interest in this 

study’s topic.  

 Wanting to further understand the dynamics of the new teacher induction 

program, during the summer of 2015, I answered the district’s call for new teacher 

orientation session facilitators. After attending the summer facilitator’s training session, I 

momentarily contemplated the significance of reaching several hundred new district 

employees, in one location, all anxiously awaiting the penning of a new chapter in their 

individual lives.  

 I was additionally motivated to participate in the event since during the 2015 – 

2016 school year we were expecting the arrival of ten new staff members on my campus, 

several who were brand new to the profession. One of the attractive incentives for 

facilitating a session was the potential to facilitate the classroom management session 

with the new teachers from my school. Unfortunately, due to the limited availability of 

facilitators in attendance during the new staff orientation, my facilitation assignment 

changed, and I agreed to facilitate a different group of teachers. It was during this process 

that the realization of the new teacher induction program included all teachers new to the 

district, not just first-year teachers, resulting in the purpose of this study coming to 

fruition.  



67 

 

 

 

Research Instruments 

 The instruments used to collect data for this qualitative research included one 

semi-structured, in-depth focus group interview and two one-on-one interviews, archival 

documents, informal member checks, researcher reflexivity, and field notes. Interviews, 

the collection of documents, and the utilization of researcher notes are most commonly 

used in data collection for qualitative research (Merriam, 2009; Yin, 2014). The 

qualitative researcher was the principal instrument for the data collection and analysis in 

this case study.  

 As the primary “instrument” of data collection, the researcher interacted with the 

participants, therefore an etic perspective was utilized to seek to understand the 

phenomenon of being examined, the new teacher induction program, rather than an emic 

perspective from the participants’ perspectives (Creswell & Miller, 2000; Merriam, 

2001). An etic perspective was utilized to organize the data to communicate the 

sociocultural patterns characteristic of the first-year teachers (Merriam, 2001). 

 Member checks are conducted by taking data and tentative interpretations back to 

the study participants and asking if they are acceptable (Merriam, 2009). Systematic 

member checking was not conducted as a part of this case study; however, informal 

member checks were utilized. Informal member checks were conducted during the 

interview process by asking for clarification from each of the participants as needed. 

Informal member checks were conducted a second time by sending an email to two of the 

participants during the transcription and data review processes to ensure that the 

researcher accurately interpreted their individual statements.  



68 

 

 

 

 Being the principal researcher for this study, the researcher had the ability to 

respond to situations that occurred during the interviews to capitalize on data collection. 

When engaging with the group participants, asking for clarification provided 

opportunities to gather more information enabled the production of essential information 

by processing data quickly (Merriam, 2001). Data collection was also non-interactive 

such as reviewing archival documents, researcher reflexivity, and field notes.  

 The focus group interview and one-on-one interviews included open-ended 

questions that allowed participants to share their experiences. This type of questioning 

allowed the participants to freely express their thoughts and feelings, thus, providing data 

in the form of specific details for the researcher (Yin, 2014). Collection of data from 

interviews was obtained orally and in written format.  

 Participants were asked to complete a written pre-focus group/interview 

demographics profile consisting of three open-ended questions and two demographic 

questions and to write a brief description of their educational background. Audio-

recording the focus group interview and one-on-one interviews provided the researcher 

with an accurate record of the discussions that was replayed numerous times, giving the 

researcher multiple opportunities to gather and analyze data (Merriam, 2009).  

Data Collection 

 The focus group interview and one-on-one interviews were audio-recorded and 

transcribed verbatim to capture the utterances and pauses of each participant. By 

remaining flexible in the interview protocol each participant freely expressed their 

thoughts, which added a different dynamic to each discussion (Merriam, 2009). 
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Additionally, the researcher conducted the interviews utilizing the same semi-structured, 

in-depth open-ended question protocol.  

 The focus group interview consisted of two participants and lasted approximately 

eighty-eight minutes. The first individual interview lasted sixty-three minutes, the 

participant provided the researcher with detailed responses requiring no prompting. The 

second individual interview lasted forty-eight minutes, the participant provided the 

researcher with detailed responses, and clarification of responses as needed. Open-ended 

questions related to the first-year teachers’ induction experiences, opinions, feelings, 

certification, and program effectiveness were asked to gather meaningful data and evoke 

meaningful discussion. The interviews were audio-recorded and transcribed verbatim, 

included in the transcripts are notations and descriptions reflecting the participant’s 

expressiveness. 

 Collecting qualitative data from the focus group and individual interviews 

provided the researcher with direct quotations from the novice teachers about their 

engagement with the components of the new teacher induction program, and their 

experiences in the classroom, as well as their feelings about specific situations or 

incidents they may have encountered (Merriam, 2001). Prior to the beginning of session 

an explanation and purpose of the study were reviewed with the informed consent 

document, signatures were obtained, followed by a review of the focus group and 

interview protocol.  

 One week prior to the scheduled group, each participant received a copy of the 

informed consent form, the focus group protocol, and primary questions. Each participant 

received at least one phone call, an email and meeting invitation the week before the 



70 

 

 

 

group. Each participant received a reminder email and phone call the evening before the 

scheduled meeting. All study participants, were assigned a pseudonym to maintain 

anonymity and confidentiality. 

 To accurately record data, and get a sense of the teachers’ experiences and views 

an interview guide was shared with the participants prior to the meetings as well as 

during the session. The researcher utilized the interview guide to ask relevant questions, 

attentively listen to responses and prompt participants to further explain their thoughts, 

and responses to obtain detailed information and opinions. Personal illustrations were 

solicited and clarifying points were requested as needed to obtain detailed data. 

 Merriam (2001) identifies this as seeking to obtain a “rich, thick description by 

obtaining enough description so that readers will be able to determine how closely their 

situations match the research situation, and whether findings can be transferred” (p. 211). 

Immediately following the focus group and individual interviews the researcher listened 

to the audio-recording, and wrote personal reflections and insights about the interviews 

noting behavior, verbal and nonverbal communication, and thoughts.  

Archival Document Collection 

 This study includes an analysis of archived documents from the introductory year 

of the program, and subsequent years, until 2015. By analyzing archived new teacher 

induction program mentor handbooks, professional development schedules, handouts, 

and professional development site locations the researcher will was able to provide a rich 

description of how the program has evolved over time (Merriam, 2001; Creswell et al., 

2007). The archived documents provided insight into the original induction program as 

well as the current induction program components, characteristics, trends, and changes.  
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 Archived documents include pages and supporting documents for a 2006-2007 

New Teacher Induction Lead Mentor Proposal, and lead mentor stipend adjustment 

proposal documents. Additional documents containing graphs of teaching experience of 

teachers new to Rapidly Changing ISD between 2005-2009, and teacher attrition rates 

over a three-year period starting in 2005-2006 to 2007-2008, including documentation 

outlining the cost of new teacher attrition for the 2005-2006 school year.  

 Additional documents from a Beginning Teacher Induction and Mentoring 

Program (BTIM) Grant proposal, and a document listing New Teacher Induction Steering 

committee members were also analyzed. Archived documents listing dates, times, and 

locations for elementary and secondary new staff orientation, training materials, agendas, 

presenter notes and presentations were reviewed from the 2009-2010 school year through 

the 2015-2016 school year. The Mentoring Handbooks from 2009-2015 were reviewed 

and compared. The Rapidly Changing ISD New Teacher Induction Program mission 

statement and model were also reviewed and compared for differences, changes, and 

consistency. Professional development opportunities and training schedules were also 

reviewed. 

 A Microsoft Excel document containing demographic data (age, race, gender), 

position, assignment, hire/on-duty date, board date, certification, experience, program, 

type of teaching permit, permit information, resignation, termination, and years of service 

for teachers hired during the 2015-2016 school year was analyzed. This document aided 

the researcher with identifying campuses with first-year new teacher hires. It was also 

utilized to identify and confirm hire dates, certification, and participation eligibility. 
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Additionally, demographic data was utilized to identify certification routes to align with 

literature related to teacher training.  

Data Analysis 

 A research design based on a social exchange theoretical framework requires 

immersion as participants share their experiences. The researcher used an emergent 

qualitative design for data analysis to collect data. Electronic audio-recordings allowed 

the researcher unlimited access to information and data gathered from the interviews 

including nonverbal behavior such as short or extended in speech (Merriam, 2009).  

 Participant responses from the recorded focus group interview and two one-on-

one interviews were transcribed verbatim. Observational notes were written during the 

interviews noting specific behaviors, tone, and other pertinent details. Informal member 

checking was conducted during the interview process by asking for clarification from 

each of the participants as needed. Informal member checking was conducted a second 

time by sending an email to two of the participants during the transcription and data 

review processes to ensure that the researcher accurately interpreted their individual 

statements. Additional notes were written before, during, and after the transcription 

process to capture the researcher’s thoughts during the data analysis process. 

 Significant characteristics of analyzing the data in qualitative research are 

organizing pertinent information and reducing data. In qualitative research “a code is 

identified as a word or short phrase that symbolically assigns a summative, salient, 

essence-capturing, and/or evocative attribute for a portion of language-based or visual 

data” (Saldaña, 2009). The instrument that the researcher used to organize and categorize 

the data is described to as coding.  
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 The researcher utilized First Cycle Coding to identify concepts, and emerging 

themes from the interview transcripts. During First Cycle Coding the researcher 

identified key words, sentences and phrases from each interview transcript related to each 

study participants’ experiences with the components of the new teacher induction 

program during the initial coding process. Following Saldaña’s (2009) coding method the 

researcher divided the coded data into subcategories using elemental methods. The 

elemental methods included structural, descriptive, In Vivo, process and initial coding. 

 Following the First Cycle Coding methods structural coding and descriptive 

coding were utilized to identify, label and categorize documents, transcripts, and field 

notes. In Vivo coding, initial coding and values coding were utilized for the interview 

transcripts as a method to acclimate the researcher to participants’ experiences, 

perspectives, and views, then using their words to generate codes. The researcher 

highlighted significant statements derived from participants’ responses, words, and 

stories, then organized the statements into categories.  

 Thorough data analysis included a level of immersion in the data through 

interview transcription, coding board activities, document analysis, review of interview 

notes, jottings, and field notes to help organize responses to answer the research 

questions presented in this study (Saldaña, 2009). When reading the transcript data, the 

researcher captured notes using a separate notebook and Microsoft Word document, 

coding boards, highlighters, and color index cards to capture thoughts, reflections, 

tentative themes or categories, ideas, premonitions, and gut feelings (Merriam, 2009; 

Saldaña, 2009). The data were categorized into themes to generate theoretical constructs 

to answer the research questions.  



74 

 

 

 

 The theoretical framework for this case study is based on the interactions among 

district and campus level educational leaders and novice teachers, mentors and novice 

teachers, novice teachers and others, as well as novice teachers’ perceptions about their 

experiences participating in various components of the new teacher induction program. 

The two emerging themes of support and collaboration were categorized into themes 

utilizing the induction program components. The researcher generated the following 

theoretical constructs, (a) support is social, (b) support is belonging, and (c) collaboration 

is social.  

 The theoretical constructs were organized into supporting themes. Support is 

social is representative of the following supporting themes: (1) support from a specific 

person or persons, (2) support by means of receiving resources or materials, (3) support 

by receiving a service or skills via training. Support is belonging is represented as (1) 

support by being a part of a grade level and/or content area team, (2) support by 

participation and active engagement in professional learning communities and academic 

share sessions. Collaboration is social is representative of the following supporting 

themes: (1) collaboration with team members or mentors, (2) collaboration with teams, 

informal mentors, and key district personnel, (3) collaboration with via feedback from 

appraiser, mentor, or other staff members. 

 The results were written by answering the study research questions. The 

constructs and how they integrate or relate with each other, the themes and their related 

data were integrated with the induction program components (Saldaña, 2009) and the 

Mutual Benefits Model (Zey, 1984) based on the Social Exchange Theory (Homans, 

1958), were utilized to organize Chapter IV. Using inductive reasoning the researcher 
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transitioned between concrete data from archived documents, and the abstract concepts of 

study participant’s perceptions and opinions (Merriam, 2009) to answer the following 

research questions: 

1. What are the perceptions among elementary and secondary first-year novice 

teachers of Rapidly Changing Independent School District’s new teacher 

induction program?  

2. In what ways has participation in the district’s new teacher induction program 

influenced teachers’ decision to remain in the profession? 

Interview Protocol 

 The interview questions were open-ended and allowed participants to share their 

experiences. The study participants in the focus group interview and two one-on-one 

interviews were given the same questions to provide direction and consistency. This 

method guaranteed that the same general information was collected from all participants 

in the study and provided data that was more readily evaluated, analyzed, and compared. 

 The interview questions were designed to determine what factors contributed to 

the first-year teachers’ perceptions of the components of the new teacher induction 

program, and to understand if their experiences with the components influenced their 

decision to remain in the district. Each question was designed to provide participants with 

an opportunity to share, in their own words, their experiences, perceptions, and 

knowledge of the phenomena of new teacher induction in developing and retaining 

teachers beyond the first year of service. 
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 This investigation guided participant responses to the interview questions which 

fell into the following question types: engagement, exploratory, and exit. The first three 

questions were engagement questions: 

1. What was your motivation to become a teacher? 

2. Why did you choose to work in RCISD? Explain your reasons for remaining 

employed in RCISD. 

3. After the district hired you, describe the orientation programs or activities offered 

to you prior to the first day of school during your initial employment year? At 

what level were the opportunities offered to you? At the district level, campus 

level or both. 

 The purpose for these questions was to introduce the participants to the discussion 

and allow them time to share general information about themselves, the new teacher 

induction program, and the district while helping them achieve a comfortable stress level. 

The next set of seven questions were exploratory in nature: 

4. Which specific component or components of the new teacher induction program 

were most beneficial to you? 

5. Which component of the new teacher induction program impacted your decision 

to remain in the profession? 

6. In what ways has participation in the district’s new teacher induction program 

influenced your decision to stay in the profession as a classroom teacher? 

7. Describe your internal network of support (may include mentor, administrators, 

teachers, instructional specialists, etc.). 
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8. How often did you actively participate in professional learning community (PLC) 

sessions/meetings? 

9. Did you have access to intensive and ongoing professional development? If so, 

how often? What type, face-to-face, online, or blended? 

10. What type of feedback have you received? How often? From whom? 

 These questions attempted to gather specific data from the participants about their 

experiences and participation in the new teacher induction program components in 

Rapidly Changing ISD. The last three questions served a dual purpose: to close out the 

discussion on a positive celebratory note, and as exit questions. 

11. What were your greatest challenges as a first-year teacher? Explain. 

12. What were your greatest accomplishments? Explain. 

13. How long do you plan to remain a teacher in the district? On your campus? Or, in 

another district? Explain your intentions to remain in the field of education. 

 These questions provided the participants with an opportunity to provide the 

researcher with additional information not shared during the engagement and exploratory 

questions. 

Validity and Reliability 

 Validity and reliability are essential and important in qualitative research as much 

as it is in quantitative research. While validity and reliability in quantitative research are 

obtained through procedures, variables, statistics, measurement, and experiment, in 

qualitative research, reliability is obtained through accurate and credible data, collection 

of the data, and reporting of the data (Merriam, 2009). Validity is obtained when 

evidence or data is maintained between the investigation and testing, and the procedures, 
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when there is cohesiveness between the intent of the research and what was actually 

studied (Merriam, 2009). 

 By rigorously conducting research through good listening skills, accurate 

collection, interpretation, and analyzation of data, reporting of all data in the final report, 

being candid about personal biases, reactions, and feelings, and writing accurately all 

contribute to the validity of a case study (Merriam, 2009). Member checks are conducted 

in qualitative research to solicit feedback on the emerging findings from the study’s 

participants (Merriam, 2009). The process involves taking preliminary analysis back to 

some of the participants and asking whether the researcher’s interpretations are accurate, 

the interview participants should be able to verify the data’s accuracy (Merriam, 2009). 

 Systematic member checking was not conducted in this case study; informal 

member checks were conducted. The extent to which research findings can be replicated 

is reflective of reliability in qualitative research through data triangulation, the use of 

multiple data sources and data collection methods (Merriam, 2009). Data triangulation 

(Figure 5) was accomplished by gathering and analyzing data that resulted in similar 

findings from the focus group interview, one-on-one interviews, archived documents, 

informal member checks, researcher reflexivity and field notes. 
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Figure 5. Data Triangulation Model. Adapted from “Strategies for Promoting Validity 

and Reliability” table by S. B. Merriam, 2009, Qualitative Research: A Guide to Design 

and Implementation, p. 229. Copyright 2009 John Wiley & Sons, Inc.  

Summary 

 The case study focused on the perceptions of novice teachers in Rapidly Changing 

ISD and their experiencing participating in the new teacher induction program during 
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their first year as a classroom teacher. In this chapter, the research questions, the 

participants, setting, and the theoretical framework for the study were presented. The 

research design and research instruments for collecting information and experiences from 

the study’s participants were explored, as well as those that were used to analyze the 

information.  

 A focus group interview, two one-on-one interviews, archival document 

collection, and researcher reflexivity were some of the tools discussed in this chapter that 

were used to gain an insight and understating to the underlying reasons, attitudes, 

perceptions, opinions, and motivations that led to the retention and development of first-

year teachers in Rapidly Changing ISD. 

 In Chapter I, background of the problem, the theoretical perspective, the research 

questions, the significance of the study, the research design and limitations and 

assumptions were presented. Chapter II provided a literature review relating to teacher 

development, and retention relating to new teacher induction. The analysis of the results 

is presented in Chapter IV, and the conclusion and discussion of this research dissertation 

thesis, along with implications and recommendations is provided in Chapter V.  

  

 



 

 

 

 

Chapter IV 

Results 

 The purpose of this qualitative case study was to explore first-year teachers’ 

perceptions about one district’s new teacher induction program. In particular, this study 

examined specific components of the district-wide new teacher induction program from 

the perspective of first-year teachers to understand the extent to which the program 

addressed their needs in the classroom and to remain in the district.  

 Developed within the context of the Mutual Benefits Model and Social Exchange 

Theoretical framework, this study provided a glimpse into the experiences of novice 

teachers as they navigated through their initial teaching year. This chapter reports on the 

data collected through a focus group interview and two individual one-on-one interviews, 

as well as the utilization and analysis of archived documents.   

Findings 

 The findings gleaned through the focus group interview, two individual one-on-

one interviews, and the review of documents were utilized to answer the following 

research questions:  

1. What are the perceptions among elementary and secondary first-year novice 

teachers of Rapidly Changing Independent School District’s new teacher 

induction program? 

2. In what ways has participation in the district’s new teacher induction program 

influenced teachers’ decision to remain in the profession? 

After repeatedly coding the data themes emerged from the codes supporting the Mutual 

Benefits Model and Social Exchange Theory.  
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Constructing Links to the Research Questions 

 The following sections present the theoretical themes that emerged from the focus 

group interview and two one-on-one interviews and their connections to the research 

questions. The themes that emerged from the codes aligned with the theoretical 

framework of the Mutual Benefits Model and Social Exchange Theory, which suggests 

that the induction program may have some influence on the retention of first-year 

teachers.  

 The emerging themes included the need for significant adult relationships through 

support via collaboration and strong mentoring. The two emerging themes of support and 

collaboration were categorized into theoretical constructs by utilizing the induction 

program components. The researcher generated the following theoretical constructs, (a) 

support is social, (b) support is belonging, and (c) collaboration is social.  

 The theoretical constructs were organized into supporting themes. Support is 

social is representative of the following supporting themes: (1) support from a specific 

person or persons, (2) support by means of receiving resources or materials, (3) support 

by receiving a service or skills via training. Support is belonging is represented as (1) 

support by being a part of a grade level and/or content area team, (2) support by 

participation and active engagement in professional learning communities and academic 

share sessions. Collaboration is social is representative of the following supporting 

themes: (1) collaboration with team members or mentors, (2) collaboration with teams, 

informal mentors, and key district personnel, (3) collaboration with via feedback from 

appraiser, mentor, or other staff members.  



83 

 

 

 

Participant Experiences with the Induction Components 

 The findings gleaned through the focus group interview, the two individual one-

on-one interviews, and the review of documents were utilized to answer the following 

research questions: What are the perceptions among elementary and secondary first-

year novice teachers of Rapidly Changing Independent School District’s new teacher 

induction program? The study participants found the components to be beneficial to his 

or her development as first-year teachers. All study participants shared his or her 

experiences with the new teacher induction program components which include: 

orientation, professional development, professional learning communities, feedback, and 

mentoring. 

 Hakeem, Cindy, and Karen engaged in the orientation component at the district 

and campus levels. One study participant, Karen, did not experience this component due 

to her late hiring date. Hakeem, Cindy, and Beckie found the orientation to be somewhat 

helpful with introducing them to the preliminary training opportunities, and providing 

them with exposure to the curriculum during their half-day district pre-service 

orientation. Hakeem stated, 

 we had two inductions… one for my content, art, I had to go through training for 

my art program, I had to go to one for my art program so for art they went over 

the curriculum. I had another one for my campus …that was really helpful so we 

went through policies and procedures.  

 Cindy stated, “I remember that I was offered one at the campus wide new teacher 

induction, and then I started getting emails from my school like updating us on what was 

about to happen.” Beckie stated,  
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Susie (pseudonym) (the building principal) said ‘why don’t you come to a 

training’…. So, that was my very, very first anything. After that we went directly 

to the new teacher training … for all new teachers in the district, and it was kinda 

like a crash course on Rapidly Changing. What to expect from Rapidly Changing, 

…., different systems they have in place, where you could go for insurance, they 

had folks from the different unions, things that you could do in the classroom, and 

then kinda basic how to set up your classroom, who to contact if you had 

questions about curriculum. How to do your lesson plans, who to turn them in to. 

Kinda like freshman orientation is what it was like. And that was one day. And 

then after that we had campus training with the whole staff, I think that was 

maybe three or four days after I had done the new teacher orientation. We then 

went back, as I recall and had another 5 days of training with all staff, that wasn’t 

necessarily for the new teachers, that was for everybody, for all the teachers at our 

school, not just the newbies. Ahh, and that went over everything, suicide 

prevention. Oh gosh…. the…I can’t even think… 

 Karen’s experiences were not as favorable as Beckie’s experiences with the 

orientation component. Karen was not hired in the district until the spring, in January the 

district did not offer pre-service orientation to mid-year hires. Karen stated,  

so, being hired in mid-year there wasn’t any… like we’re going to gather as these 

people together and train them. The only training, I received was an online 

training, it was like an introduction for any job you would have, it was like legal 

stuff mainly like sexual harassment and like ethics and things like that. So, in the 
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fall I think they offer a little more, but as far as coming in mid-year, it was just 

kinda like, it’s like they throw you in and say good luck. And that’s kind of it. 

 Hakeem, Cindy, and Beckie shared his or her individual campus experiences 

describing events such as attending meet and greets, meeting his or her mentor, with one 

person, Beckie, participating in a staff development training with a consultant. The study 

participants felt as though the orientation component was useful with helping to acquaint 

the participants with key district and campus personnel. However, the orientation 

component did very little to prepare him or her adequately for receiving students and 

managing student behavior, or teaching the curriculum, two themes that emerged from 

the data. 

 Beckie, Karen, and Hakeem all talked about creating their classroom management 

plans to circumvent problems with managing student behavior. Hakeem summed it up 

this way, 

I was really afraid about classroom management… I would sit at home and read 

books and watch videos…so I wrote out a game plan. I was like absorbing all of 

this information, and I put together a plan and then went for it. So, it actually 

worked out really well at first, at least in the beginning. 

 Karen shared her perspective on student behavior before seeking out assistance 

from the behavior interventionist, 

even like on the first week it was just like a shock coming in. I had like all the 

things that I had been taught in college, they did a really good job trying to 

prepare you so you’ll know what to expect coming in. It’s kinda like somebody 

telling you how to ride a bike without training wheels, you kinda just gotta do it. 
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It’s not something that someone can teach you, even with student teaching, until 

you’re like in charge it’s like completely different. Like the very first week that I 

was there, I remember thinking man I got this! Until, having this boy do 

something, he kinda like threw his work on the ground and wouldn’t do it. And I 

was like, hey you can do this with us in class right now, or you can do it at recess. 

He looked at me and says …. F-you. I looked around the room like where is the 

grown up that’s going to handle this? And then I realized that was me! And then I 

realized that no one was going to hold my hand through this. I’ve gotta figure out 

what to do with all these things and I gotta handle it. 

 Beckie shared her perceptions about managing student behavior, then seeking out 

assistance for others,  

I thought that I would bust into the classroom and be like Mary Poppins and they 

would think that I’m the greatest thing ever! And on the first week of school when 

I had a chair and scissors thrown at me I was like HUH...that didn’t happen to 

Mary (laughing)! Holy crap! And so, I was ready for my first week, I had 

everything done I knew what was gonna happen…, and on the second day, I 

grabbed Victoria (pseudonym) (the behavior interventionist), and said I don’t 

know what I’m doing! The kids are out of control, I need help! 

 Hakeem, Karen, and Beckie are assigned to campuses with Title I or high 

economically disadvantaged student populations. Cindy is assigned to a campus with 

non-educationally disadvantaged student populations. Karen and Beckie work on 

elementary campuses with a behavior interventionist whose primary responsibility is to 
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support and collaborate with teachers, to assist them with classroom management and 

student behavior.  

 Managing student behavior connects the organizational responsibilities of pre-

service institutions, specifically colleges and alternative certification programs, to 

adequately prepare teachers to implement classroom management strategies, and to help 

teachers manage the substantial amount of curriculum and instructional strategies they 

are expected to access and comprehend.  

 As Beckie previously shared, during the half-day district orientation the new 

teachers were introduced to some classroom management strategies on the district level. 

Beckie and Karen were fortunate enough to have campus and district level support to 

assist them with managing student behavior. Beckie and Hakeem sought out campus 

level support, as well as district training to support their efforts. Hakeem and Beckie 

attended classroom management sessions on building better relationships with students. 

 Hakeem attributed a two-session behavior management professional development 

course on building relationships with students as one of the major contributors to 

improving his first teaching assignment. Hakeem stated that the course “radically helped 

me to change my classroom management” by teaching him how to correctly interact with 

students. Additionally, he shared this thought,  

I had some challenging students too…because I’m working with high school 

students…then I am young…and as a first-year teacher you’re kind of timid. I’ll 

say for the first semester it worked pretty well, and then I start receiving…. like 

more retaliation and rebelliousness from the students and it just got harder and 

harder… So, I would say that they were not bad (his students)…they just had 
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problems outside of school, and so handling that as a first-year teacher was not 

easy (chuckle), and so I had my… (cleared his throat) team leader, she would 

come in and help me out a lot with that, that group…so …so ahh…and then the 

BBR (Building Better Relationships professional development courses offered on 

the district level), that radically helped me to change my classroom management, 

because it’s about relationships with students, and there’s a correct way to redirect 

students that’s non-confrontational….That’s kind of what it focused on, instead of 

focusing on students that’s doing something negative….it focused on the positive 

...redirect them in a different way. 

 Beckie shared her thoughts about another district level behavior management 

class, 

I took that in the beginning of October, so pretty early in the year. I took that, and 

in the first hour I was like I’m gonna leave at lunch, this is bologna. And about an 

hour and a half into it I went, ohhhh…okay…. And how, not necessarily ignoring 

the child that’s misbehaving, but not giving the squeaky wheel all the oil. And 

from that I was like okay, okay I can do this. And that the kids, that they want to 

behave, and they are being good, are learning, still get to learn, and not let the 

chair throwers, you know, take all the sunshine away. And so…. I went to three of 

her (district behavior coach) professional development behavior management 

classes over the course of the year and I loved every one. 

 The overarching theme was that the orientation component was not useful with 

providing the participants with relevant tools for classroom management or “the art of 

teaching” strategies. However, the participants were afforded opportunities to collaborate 
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with others, participate in professional development trainings that were content specific, 

receive coaching support from campus and district level personnel, as well as feedback 

all designed to improve their craft, while assisting with development and retention. The 

themes of support and collaboration are aligned with the social exchange theoretical 

framework for this case study. 

 Each participant spoke about the support he or she received from his or her 

content area teammates during their common planning times, as well as the content 

support teammates offered beyond the designated planning opportunity. Hakeem shared, 

as far as our whole team we meet about twice a month to make sure that we’re all 

on the same page. My team was always there to support, and each one of them 

had a different asset that I would go to, to find, to receive help with. Like um my 

first two lessons I borrowed it from what the team had already done so that helped 

me out so that saved me a lot of time on that part. 

 Cindy completed her student teaching in Rapidly Changing ISD, therefore she felt 

as though she was familiar with the curriculum, Cindy shared the following thoughts 

about the support and collaboration she received from her content area teammates,  

I felt like since I did my student teacher in second grade in RCISD, school district 

I kinda felt like I knew what was going on with the curriculum and the pacing 

guides and everything like that, so I kinda knew how to follow a mini lesson to 

begin with. So, I felt like a had somewhat of a backbone, but I didn’t know how 

Prairie (pseudonym) third grade, how they did certain things. So, I felt like my 

team was really there to support that. Because of two new teachers being on the 
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team of course they had to fill us in on how they did things, and how it works, but 

we gave our two cents, and we changed things up a little bit. 

 Beckie previously stated that she did not get much from PLCs, however, 

 I liked, the one thing that I did like about PLCs, is that it did give me a little more 

insight on to how much planning goes into a teacher’s day. I got more when we 

would all stay after school, or we would be doing paper work and someone would 

say hey what do you think if we would do this…almost, well not almost it was 

very informal planning and we could kind of brainstorm, whereas when we had 

that one hour of designated planning time, that whatever day of the week there’s 

so much other stuff going on. 

  Karen’s team met twice a week, with one day set aside to plan for math, and one 

day to plan for science. Karen shared the following, 

I feel like most of that team of science and math were experienced and had a lot to 

share and bring to the table. I mean, one of them is like the craft Queen, she 

would make stuff and share with the team, things that I could never even dream of 

making. That was always when people are collaborative, helpful to us, helpful to 

the kids. 

 In addition to receiving support from her teammates, Karen also spent time 

planning and collaborating with a colleague informally after hours.  

I feel like we were both always there, literally it would be like seven o’clock and 

we would still be there…planning. But just having some like just sit in a room and 

do things with you is like really encouraging, and really helpful and we could 

collaborate and talk things out. 
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 Beckie and Karen, discussed receiving academic content support from district 

level curriculum coaches, and campus level instructional specialists. Receiving support 

and collaboration opportunities from district and campus level coaches and specialists is 

in alignment with the social exchange theoretical framework of promoting the 

transference of organizational core values to increase productivity. Karen received 

assistance with delivering instruction from a district math curriculum coach,  

and so, she (the math curriculum coach) was in my room a lot and that was kinda 

helpful. She kinda rotated around, but she was in my room a lot. So, she was 

helpful as far as how instruction goes, and stuff like that. There were so many 

things that happened within this four-step process (math problem solving strategy 

implemented by the district), that one day she was like your unit bar, you drew the 

unit bar wrong, she would go and draw it right, then she would give me this paper 

and say now tomorrow you will do it correct. Then she would give me a paper 

and say like tomorrow this is how you’re going to set the problem up… 

 Beckie explained in detail about her experiences with the primary reading 

curriculum coach from the district. Beckie readily accepted the coaching and support 

offered to her. Some of Beckie’s comments are captured here, 

she came in after our beginning of the year IRL’s (chuckling) another acronym, I 

was like my who? I’m doing my what? I had no clue how to do a running record, 

I had known idea how to do an IRL, or what a reading level was… She started 

pushing in, or coming once a week for about an hour during reading.  I knew that 

I didn’t know what I was doing but I knew that I could do it. Anybody can play 

golf and swing a club, but I just needed Tiger Woods to teach me. So, Faye 
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(pseudonym), came in and watched my first Readers Workshop, and sweet as she 

was (chuckling) she went Ms. Poppins (pseudonym)…yes, they’re not actually 

reading. (laughing) Hahaha…what are they doing…? They’re reading…ish…, she 

said, no not even ish… Okay, so she said this is what we’re gonna do…It just so 

happened when she came in I had large group/planning right after. So, I took the 

kids to large group, we sat down, and she said this is what you’re going to do. 

They come in in the morning, I didn’t have routines or procedures, I thought I did, 

but I didn’t. She said, okay they come in the morning, they get their book bag out, 

they put one book on top of that, then they go immediately to the carpet for your 

mini lesson. I said okay, what about announcements? They do it on the floor, 

okay, I can do that. She gave me four things, start doing it tomorrow, and I’ll be 

back next week and we’ll go work on something else. I thought okay cool we can 

do that. So, I told the kids that were, that the district was sending someone to 

watch because they were so smart. And the kids ate it up, they didn’t know that 

they were there because the district was freaking out because half of them were 

flunking (laughing). 

 Each study participant had available to them several types of professional 

development or training opportunities. Professional development sessions were available 

in the form of face-to-face meetings, online sessions, blended sessions, sessions with 

consultants, in-district, or out-of-district, on campus or off campus. Each study 

participant sought out and attended at least one professional development or training 

opportunity which coincides with the first-year teacher’s responsibility to learn about his 
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or her job as outlined in the Mutual Benefits Model and Social Exchange theoretical 

framework. 

 Beckie’s professional development experiences were previously shared, however, 

she provided us with her insight on learning, developing, and perfecting the “art of 

teaching.” Beckie shared this thought, “The art of teaching is not something you can 

learn. I think it’s something you have and you can hone in on, or it’s not something that 

you can kind of stumble through.”  

 Cindy attended a session with a well-known reading consultant at the district 

level, “I didn’t do the BBR classes…., but this Multi-Sensory Grammar thing was 

amazing.” Hakeem attended an out-of-district conference, “it was the Texas Art 

Education Association annual conference in Galveston, and I absorbed a lot of lesson 

plan ideas from that one from that conference.” Karen participated in new teacher share 

sessions, 

I would say were the most beneficial, it’s for new teachers or teachers new to a 

grade level or content. They go over about nine weeks’ worth of stuff, the lessons 

were printed out for you, and a lot of times they would have things made for you. 

Teach you how to do them, they would have materials right there and have you 

work the problem out so that way you’re not like new when the kids show up. It’s 

like you’ve already seen it, it’s not the first time, you have already sat in their 

seats, they would have people coaching you on how to do it. That was helpful 

actually seeing it before planning. 

 Study participants engaged in professional learning as well as opportunities to 

collaborate with peers and curriculum coaches. As each first-year teacher participated in 
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various components they expressed their views on the support and feedback they 

received. Initially, each participant related their feedback experiences to the Rapidly 

Changing Professional Development Appraisal System (RCPDAS), evaluative feedback 

received by all first-year teachers, as well as veteran teachers.  

 RCISD adopted a locally developed system for teacher appraisal as outlined in 

Texas Education Code (TEC), §21.352. Hakeem, Cindy, Beckie, and Karen, received the 

standard RCPDAS observations, one formal and two informal with written feedback 

provided to the teachers. 

 Cindy shared, “my only observation was by my principal, just the formal and the 

informal.” Hakeem stated, “My appraiser would come in for the walk throughs.” Karen 

revealed, “last year I had the normal process I would say, where you had two informal 

and a formal.”  

  However, two participants, Hakeem and Beckie, received feedback from other 

people. Beckie, received feedback from a variety of sources, and stated her thoughts on 

feedback by saying,  

the second component that I like the most would be feedback. Because …I have 

kinda tough skin, I would prefer to hear, what the hell are you doing? Stop! Than 

stop, oh sweet heart that’s so nice… you have a purple marker, and you did you 

know purple breeds hate and anger, and that child’s now going to be a serial 

killer… (with sarcasm). I don’t want to know that, I want to hear…stop doing 

that, it’s stupid, do this! Don’t tip toe around it, nope, just stop and you know… I 

want feedback…. that is not so harsh that you just want to throw up. But 

(pause)… what you were doing won’t develop, won’t give you these results… 
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 In addition to her appraiser, Beckie welcomed feedback from the districts’ 

curriculum coach, the campus and district behavior coaches, administrators, and her 

mentor. Beckie shared her experiences with receiving support and feedback, 

I bet I had eight. Because I had, Nedra Blue (pseudonym) come in three or four 

times. My mentor was there like every day like clockwork, she found something 

that I could have done better, or something that I did really well. But every single 

day she had something about the craft, the art of teaching. The BI would leave me 

notes, Nedra would leave me notes, I loved it, I loved having other people in the 

room. 

 Hakeem described his experiences with his mentor in detail, and shared that is 

mentor provided him with invaluable feedback, “the most relevant feedback that I 

received as a first-year teacher after my mentor my most difficult class.”  

 Study participants wanted to receive more feedback. The participants wanted to 

receive feedback from not only his or her appraisers, but from their peers as well. Cindy 

shared this thought on receiving feedback from a peer versus an appraiser,  

 I feel like with the informal and the formal and then another informal, yes, 

they do see us the three times. But, I feel like the people who could really give me 

the best feedback are the other teachers on my team. Because they’re teaching the 

same, they might have a different group of kids, but their teaching the same thing 

that I’m teaching. I might look over there and they’re doing it a certain way, and I 

like that way and I think that my kids are going to grasps it that way, that’s where 

I can really learn from.  
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 Hakeem responded to Cindy’s statement, “Yeah, and they know the terms and the 

content and they can push you further with how you present it.” Hakeem shared that he 

also wanted more feedback,  

 I actually wanted more feedback then what he actually gave me. 

Because… I knew that there were some things, some things that I could improve 

on. I just didn’t feel like it was enough, I wanted more. But one thing he did give 

me some constructive feedback on was…to use more higher order questions, 

higher order questioning type of… 

 The predominant theme for the feedback component was not just to receive 

feedback, but to obtain frequent, honest, relevant feedback. Hakeem and Beckie received 

feedback and support from their mentors. Hakeem vividly recalled one of those moments, 

I feel like one of the best critiques I got was from my mentor. It was like (pause) 

so crude. It was one of those critiques where like, it was tough love. I mean, I 

really felt it, and I had that paper, and I took it and put it by my computer at home 

and it sat there for a little bit, and I was like (sort of whistled/exhaled) man, I 

really don’t want to read this right now. But I read it, reviewed, agreed with some 

stuff, like he was right about this, he was right about that, okay let’s go, yeah, he’s 

right, he’s right on that too, okay let’s change some stuff. It was real, he was 

honest about it, it was like really constructive… 

 Every study participant was assigned a mentor. For two participants, Hakeem and 

Cindy, the mentors were not content specific as suggested by researchers. Cindy’s mentor 

was on her grade level, but she taught a different content. Hakeem’s mentor was another 

elective teacher, and was not part of Hakeem’s team, a fact that Hakeem embraced, “he 
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was an economics teacher, an economics teacher which worked out better because there 

were things on the team that you didn’t want to discuss with the team members.”  

 Karen and Beckie’s mentors were content and grade level compatible. The 

relationships between the mentors and novice teachers were extremely different for two 

case study participants. Karen stated that she “did not realize that one of her colleagues 

was indeed her mentor.”  

 Karen went on to discuss how her assigned mentor was “nice and would 

encourage her, she did so instinctively by being a member of her team.” Beckie shared 

this about her mentor who taught the same content on her grade level,  

 she did all my lesson plans for me, went over them with me, she marked read-a-

louds for me…. I watched her do a lesson, actually, I did a lesson and she did the 

same lesson. So, she saw me do it, and I went and watched her to see what I 

should have done. (Chuckle). Which was interesting because when she came in, I 

thought that I was on my game and I was like (bsss—gestured with waved hand) 

she’s gonna be so excited! Then I went to see her teach the same lesson.... after I 

was done watching she was like, so that was terrible, I wasn’t on my game. I said, 

Oh my God! Really! Cause I don’t do this, or this, or this, and you did! So, it was 

interesting to see the exact same lesson, I followed her lesson plan and I thought 

that I was gonna do exactly what she was gonna do, I thought that I would see the 

exact same thing, but I didn’t. But it was interesting to see kinda …her …her way 

of … (pauses to think of just the right words) …spinning her craft…her way. So, 

you know, to get her different kids involved. As opposed to just being able to get 
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up, look at a lesson plan, and be able to tell the kids what we’re doing. So, that 

was very interesting.  

 Cindy shared that although her mentor was on her grade level, “they taught 

different content areas.” Thus, Cindy adopted an informal mentor buddy who “taught the 

same content and was on her grade level team.” Cindy stated that her mentor, “would 

provide some support to both teachers because they were new to the building and grade 

level.” Cindy’s mentor support was in the form of reassurance and accountability. 

Cindy’s mentor ensured that, “they were aware of school deadlines and happening, had 

access to materials and she would periodically check-in with them.” 

 Karen and Cindy did not spend any quality time with their mentors, they did not 

receive feedback from their mentors, and they did not have any observation opportunities 

or specific accountability with or from their individual mentors. The researcher 

specifically asked Cindy if she ever met with her mentor. Cindy’s response was, “no, we 

didn’t meet.”  

 As previously discussed, Hakeem and Beckie’s mentor experiences were quite 

different from Cindy and Karen’s. Both Hakeem and Beckie spent a significant amount 

of time with his or her mentor throughout the school year. Hakeem and Beckie’s mentors 

provided them with support, encouragement, resources, observation opportunities, and 

feedback. Hakeem and Beckie spoke of their mentors with tremendous respect, 

appreciation, and adoration. Hakeem and Beckie spoke about bonding with his or her 

mentor, as well as having informal planning sessions, and receiving a lot of 

encouragement and feedback from the mentors.  
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 The mentoring experiences described by Hakeem and Beckie throughout this 

section is in alignment with the Mutual Benefits Model and theoretical framework which 

suggest that the mentor-mentee relationship has a positive effect, increases commitment, 

and promotes support. 

The Significance of Adult Relationships and New Teacher Induction  

 The participants identified the components of the new teacher induction program 

in terms of their personal experiences related to each component, with professional 

learning community (PLC) and mentor identified as the two most beneficial components, 

both requiring mutually agreed upon interactions as well as social exchange between the 

first-year teachers as they interacted with from district and campus personnel.  

 Study participants discussed significant relationships as the primary source of 

support in their role as novice teachers. During data analysis, this theme was 

distinguished as support from mentors, team members, campus and district behavior 

interventionists, campus and district curriculum coaches, and administrators. Team 

members, along with campus and district curriculum coaches were in attendance during 

planning and PLC meetings. In most cases mentors and administrators were also 

available to support novice teachers during these meetings.  

 Indeed, mentoring is the foundation of the new teacher induction program. As 

each participant described the interactions with their mentors, personal and organizational 

roles became evident. There was a give and take between what was offered by district 

and campus leaders to novice teachers and their level of participation during their 

induction year. As the participants elaborated about their interactions with their mentors, 
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an understanding of relationships within the social context of Mutual Benefits Model, 

through the Social Exchange theoretical perspective, became evident.  

 Each teacher revealed the need to have assistance from other significant adult 

relationships to help them alleviate the stressors and challenges of teaching during their 

induction year. Support during planning and PLC meetings met primary needs of two of 

the study participants. 

 Karen expressed her preference for collaborating with her colleagues during their 

campus PLC meetings as the most beneficial to her, “I’ll say planning’s was more 

helpful, just because it’s your team, your school.” Karen’s primary reason for selecting 

this component was because her discussions and collaboration with her colleagues during 

planning and PLC meetings were “specific to the needs of their students.”  

 Meanwhile, another member, Cindy, shared the same thoughts about the PLC 

component,  

we got to talk about, I felt like my team were doing we were all doing the same 

thing in third grade. I felt like they had third grade reading students too, and I was 

teaching thirds grade and I felt like those were the people that I was learning from 

the most. At the time because …. you know…we were in the exact same 

situation. 

 Collaborating with her team members during PLCs meetings, Cindy expressed 

her thoughts about how “being able to see her colleagues teach a lesson on her campus” 

were more beneficial “than attending district professional development sessions. Hakeem 

described PLC meetings as “helpful and necessary.” Sharing a different perspective, 

Beckie, disclosed that she found PLCs, 
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to be overwhelming. I feel like for a brand-new teacher it’s very overwhelming. 

Because people are spitting out LLI, guided reading, SSI, blah blah blah…. ELAR 

I’m going huh …. Holy crap I just barely made through the first thirty minutes of 

my class and now all these acronyms, they need a class just on the acronyms…I 

didn’t understand what they were saying. The other more seasoned teachers 

wanted to get in, get it done, and move on. And I would sit down and go okay so 

we’re talking about reading got it, guided reading, ya know, and they were ready 

to move on to writing and I was like wait! Wait! I don’t know what the meat of 

guided reading means. And while I got to know my teammates that way, I didn’t 

actually get any real benefit from the hour spent doing that in our planning time. 

 Following the Mutual Benefits Model and Social Exchange theoretical framework 

the mentors were servant leaders and supportive colleagues. The mentors in this study 

had the ability to effectively impact career choices, first experiences, and potential 

outcomes. The value of mentoring for two novice teachers in this study was significant, 

they connected with their mentors for advice and support. 

 Beckie, shared that without her mentor, she possibly “may not have returned to 

the profession.” Beckie and her mentor were on the same team, taught the same content, 

and they met daily. Beckie spoke about her mentor throughout her entire interview. 

Beckie credited her mentor with assisting her with curriculum, offering support with 

classroom management, keeping her up to date on meetings, deadlines, campus events, 

and lesson plans. Beckie shared this about her mentor, 

my campus mentor … (with a smile) if I didn’t have her I probably wouldn’t be 

here. Because she rode me constantly, and would come in and make sure that I 
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was doing the things that I was supposed to do. When things were due she would 

come in two days before something was due – did you do this? – which I almost 

never had, to make sure that I turned it in on time. Or, have you done 

your…whatever we were supposed to do online? Or, the night before she would 

call me, we have a meeting in the morning, I’ll meet you there ten minutes early. 

She did all my lesson plans for me, went over them with me … she marked read-

a-louds for me, and modeled lessons for me. 

 While novice teachers generally feel isolated, and overwhelmed in their work, the 

added support that Beckie and Hakeem received from their mentors positioned them to 

become successful. Hakeem stated, “I honestly never, I never felt isolated. I got to praise 

my mentor, because he helped me to get through my first year.” Additionally, Hakeem 

spoke of his mentor with respect and adoration, giving him credit for reminding him to 

live a balanced life,  

so, like just when we would meet he would be like so what are you doing this 

weekend…how’s your family….so that I would focus on things other than just 

school/work. So, that’s all….it could be really overwhelming, and consuming…. 

Well he helped me to focus on my personal life, as well to help me kind of 

balance things out. 

 Cindy’s mentor was on her grade level, but taught a different content. Cindy 

shared the following thoughts about her mentor,  

my mentor, I mean she was awesome. She helped me out with anything. She 

would come into my room and be like are you okay, are you alright... be like are 

you okay (voice inflection)? Are you okay, is there anything that I can do for you, 
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anything that I can get for you? I mean she was always there to check in on me, 

and making sure that everything was good with me, and I always knew that I 

could go to her with anything, and she was always open and willing and there. 

 In a contrasting view, Karen, shared that she did not have knowledge about her 

mentor until near the end of her school year. Karen stated,  

as far as like the mentor program, my mentor and I actually never like sat down 

together to plan, I didn’t even know about it until I sat down and looked at my 

professional development and saw like all these hours there (on her professional 

development transcript). 

 Hakeem and Beckie’s mentors provided them with support, encouragement, 

resources, observation opportunities, and feedback. Cindy’s mentor support was in the 

form of reassurance and accountability. Cindy’s mentor ensured that, “they were aware of 

school deadlines and happening, had access to materials and she would periodically 

check-in with them.” Karen and Cindy did not spend any quality time with their mentors, 

did not receive feedback, did not have any observation opportunities or specific 

accountability with or from their individual mentors. 

 For each participant, regardless to whether they selected PLC or mentor 

 as the most beneficial component to them, each participant maintained that having 

support from a significant adult, either their mentor or team members, was the primary 

reason for choosing their specific component as the most beneficial to them. 

Accountability overlaps into a personal capacity for new teachers making the line 

between personal responsibility and organizational responsibility indistinguishable in 

terms of developing and retaining quality teachers to educate students. 
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Distinguishing Between Personal and Organizational Responsibility 

 The organizational responsibilities of providing novice teachers with professional 

learning opportunities and providing them with mentors were difficult to separate from 

the teachers’ personal responsibilities of collaboration with others and seeking out 

specialized support. The Mutual Benefits Model and Social Exchange Theory suggests 

that district and campus leaders have a responsibility to novice teachers by providing 

them with opportunities to participate in the components of the new teacher induction 

program and ensuring that the various components are available and accessible. 

Likewise, the novice teachers are responsible for actively seeking out opportunities for 

engagement, development, and collaboration.  

 The teachers’ descriptions of experiencing the induction components of 

professional development, PLC participation, seeking out feedback and actively engaging 

and interacting with mentors, were discussed by the study participants in such a way as to 

suggest that these organizational responsibilities were extremely important to each first-

year teacher on an individual level. Although the components were valuable to different 

teachers during different stages of development the components were necessary. 

 In fact, most of the teachers spoke of how their personal responsibilities were not 

only important to them as individuals, but were also critical in leading and managing 

their classrooms. There appeared to be some overlapping of responsibilities that would 

suggest personal responsibilities and organizational responsibilities may be initially 

outlined separately, but the meaning becomes obscured operationally. Particularly in the 

social context, their interactions should be taken as an interpretation of how teachers act 

based on meaning that things have for them. Specifically, in the manner to which they 
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understood and partook in the induction components as suggested by Mutual Benefits 

Model and the Social Exchange theoretical framework. 

 One participant, Hakeem, spoke of always striving to present a personal spirit of 

excellence in every endeavor. Phrases such as “I absorbed information to create a plan” 

or “I radically changed my classroom management” or “I tried to put my best foot 

forward” were indicators of the significance of deeply held personal participant values 

goals and ethics. Beckie shared, with an extreme amount of emotion, that “I had just 

decided that I’m going to make it,” regardless to the obstacles she faced her personal 

situation warranted that she did not give up. 

 It appeared that the case study participants were committed to abiding by 

organizational responsibilities through participating in the components on various levels 

as a necessary element of their professional success. However, their personal goals and 

values were thought of by each participant to be the most important part of their 

motivation to successfully complete their first year as a classroom teacher.   

Challenges as a Novice Teacher 

 The study participants shared their experiences with the components of the new 

teacher induction program as separate components and occasionally within multiple 

modalities. The social exchange theoretical framework suggests that an increase in the 

efforts of the district to provide first-year teachers with multiple opportunities for 

fulfillment and socialization may increase their optimism, increase their loyalty to those 

who supported them, and positively impact retention. 

 To understand the demanding and difficult situations first-year teachers face in 

maintaining their personal responsibilities and organizational expectations, the researcher 
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asked them to share stories of their greatest challenges during their induction year. The 

four case study participants described what it was like to have a momentary delay, or 

minding experiences, in their ability to recognize their next steps based on their 

individual experiences.  

 Cindy’s minding experience happened as she tried to adapt to her new teaching 

assignment. Cindy shared that it was difficult for her to navigate between “dealing with 

student behaviors, gathering, and completing grades, maintaining miscellaneous school 

events, and just teaching.” Cindy relied on her colleagues during planning or PLC 

meetings “to offer suggestions and brainstorm ideas.”  

 Karen’s minding experience occurred when she had to deal with “extreme student 

behavior.” Having to deal with a student who exhibited “seriously disrespectful behavior 

towards her”, then “having to figure out how to handle disciplining the student.” Karen 

came to realize that “every student is different, with different motivational needs, finally 

recognizing that teachers cannot hold grudges, but get over whatever the situation may 

have been and start over.” Karen sought out assistance from the campus behavior 

interventionist to coach her on classroom management. 

 Beckie’s moment happened when she came to the realization that she did not 

know “what to teach.” The curriculum was given to her, lesson plans were completed, 

Beckie understood the Texas Essential and Knowledge Skills (TEKS) or state standards 

for what students are expected to know how to do in terms of academics. But, “knowing 

how to create and implement an engaging, hands-on lesson, the how” surpassed her 

understanding. “I wanted to teach, and the thing that I thought would be fantastic were a 

hot mess, and things that weren’t gonna be great worked out.”  
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 The anguish Beckie felt spanned several weeks as she interacted with her 

colleagues, and attempted to teach her students, until a district curriculum coach 

“appeared in her classroom one day.” After being observed by the coach, then meeting 

with her privately Beckie ultimately “welcomed the coaches’ support despite negative 

comments from her colleagues and teammates.” Beckie had campus and district human 

resources available to coach her and offer personalized professional development 

opportunities. 

 Hakeem’s minding moment was shared with an overwhelming amount of 

conviction and emotion.  

When I’m in my classroom, this is all cool and I really enjoy being with the kids. 

But, then the bell rings, and then it’s like, okay. Well, you got to do this, check 

that email, do that and it’s all the things you got to do after school. My mind is, 

like I’m ready to like shut down, take a break and then rest. But, all these things 

are running through my mind of what I need to do, and of things that I haven’t 

done, and things that I don’t have time to do. And I also want to sleep too! It’s 

just like mentally exhausting, (there was an intense level of sincerity in his voice), 

I worked out, that was my de-stressor. It (teaching) was mentally exhausting …  

 Hakeem shared that he “felt mentally and physically exhausted, often 

unintentionally falling asleep early in the evenings without taking care of his basic needs 

like eating dinner.” Additionally, he felt as though it was “difficult for him to “put his 

best foot forward,” due to the demands of teaching. Hakeem utilized multiple 

components of the new teacher induction program to assist him throughout his induction 

year. Hakeem sought out the support of his mentor, collaborated with his team members, 
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and attended professional development sessions to assist him with managing student 

behavior and increasing his pedagogical knowledge. 

 The study participants shared their individual induction year challenges with 

passion and conviction. Each first-year teacher faced moments of uncertainty, moments 

of delay, when they were not sure of their next move personally and professionally. 

Through their trials, participants identified at least one component which had an impact 

on their decision to remain in the district. By sharing their induction year experiences, the 

participants answered the second case study research question.  

Insights from First-Year Teachers 

 The participant responses for choosing to work in the district varied in nature. 

Each participants’ response was personal to their situation at the time. Hakeem indicated 

that he was offered his “desired position.” Cindy spoke about the structure and 

curriculum offered to new teachers, she described the curriculum as “one of the best for 

new teachers.” Beckie shared that her own children attend schools in the district, she 

indicated that she “liked the tradition of excellence within the school district.” Karen 

completed her student teaching in the district and “liked the district’s efficiency.”  

 The most interesting responses were revealed when I asked the teachers the 

second research question: In what ways has participation in the district’s new teacher 

induction program influenced teachers’ decision to remain in the profession? After 

pondering the question for a few seconds Hakeem shared his thoughts, “I would say that 

they, (the district) always keep us current by providing us with lessons to keep students 

engaged.” Hakeem went on to share that he felt prepared during his initial year as a 

classroom because of the curriculum, and professional development opportunities. 
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I would say that they always keep us current, like on umm lesson planning, 

keeping students engaged, because they have all of those workshops. Because, I 

was like, during our first pre-service training, I felt like they were giving us really 

good information. Like, I felt really prepared for my first year because of all that. 

 Hakeem actively sought out professional development opportunities. His team 

members encouraged him to attend the new teacher share session which he found helpful. 

His campus principal provided financial resources for him to attend an out of district 

conference. He found the professional development courses related to classroom 

management and student behavior modification to be “life-changing.” 

 The data supported the use of professional learning communities, feedback, 

professional development, and mentoring as key components to developing the other 

teachers as well. Cindy credited the support that she received from her team as “the key 

thing that kept her going throughout the year.” However, Cindy did not specifically 

identify her true reason for remaining in the district. 

 Beckie indicated that “not one of the components was a deciding factor as much 

as I needed to have a profession, and I needed one that I could care about and that made 

me feel good and that worked with my family life.” Beckie’s statement indicated that not 

one of the new teacher induction program components influenced her decision to remain 

in the district. Beckie went on to say, 

I wanted to go to work every day and feel like I was going to do something fun, 

and not oh my God, I gotta go sit in a cubicle, or I gotta stare at a computer screen 

for twelve hours! And, I’m not very good at sitting and note taking, or taking test, 

that kind of…in meetings all day, I like to be up and down, and jumping and 
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moving around. I truly don’t feel like I go to work every day, I feel like I just go, 

and it’s fun, and the kids will get excited when I’m there. If I had to pick one of 

the actual components I would say my mentor. 

 The data showed that Beckie acquired support, feedback, and professional 

development. Human resources provided to Beckie by the district played a part in 

enriching her craft commencing with the support and feedback she received from her 

mentor, both campus and district behavior interventionists, as well as campus and district 

level curriculum coaches. Beckie also attended and benefited from professional 

development sessions to improve her classroom and behavior management skills. 

 Karen shared that she remained in the district and profession because she was 

“fulfilling her dream.” She indicated that, “it was not necessarily the program, but the 

career, the students.” Karen provided this explanation, 

 watching the transition of… I had a boy who at the beginning of my time last 

year, he was like ..., he walks in and says, ‘I ain’t gotta listen to you Goldilocks.’ 

And, then he would come back at the end of the year…, cause he was like the I’m 

too cool for school kid…., then shows up like, ‘hey I have a birthday party, and 

you can come if you want.’ (smiling) I was like hey…...man…like yes (smiling). I 

mean like pep talks every morning! It’s like seeing the fruit of your labor, like 

really, I can’t imagine doing anything else. Even like the worst day when you’re 

sitting at your desk in tears, like there’s still nothing that I would want to leave 

for. 
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 While Karen did not intentionally interact with her mentor, the data showed that 

Karen purposefully participated in at least two components. Karen actively participated in 

new teacher content share sessions, and professional learning communities.  

 The influence of the study participants’ interactions with their colleagues, and 

various components of the new teacher induction program, particularly in the social 

context, should be taken as an interpretation of how teachers act based on meaning that 

things have for them. Specifically, in the manner to which they understood and 

experienced the induction components offered to them by the district. Individually, the 

study participants were forced to make the decision to stay in the classroom and move 

forward in their new teaching roles. Or, leave the profession completely. For now, they 

have chosen to remain in the teaching profession for at least another year.  

 The researcher’s interpretation of the study’s participants’ engagement with the 

various components of the new teacher induction program benefited them personally as 

well as professionally. Initially, Hakeem was the only study participant to credit the 

program with influencing his decision to remain in the district and profession. As a 

secondary thought, Beckie identified her mentor as being influential in her decision to 

remain in the profession for at least another year. Cindy did not specify her reason for 

remaining, and Karen unwaveringly stated that teaching is “her passion.” 

  Consequently, the data supports that fifty percent of the study participants 

identified two components, professional development, and mentoring, as influencing his 

or her decision to remain in the district. Fifty percent of the study’s participants did not 

identify any one component as influential to her decision to remain in the district and 

profession.   
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Summary 

 Experiencing the various components of the new teacher induction program by 

novice teachers played a role in identifying their personal responsibilities to develop their 

teaching skills. Conversations with the first-year teachers provide readers with an 

indication about the realities faced by novice teachers from different schools within one 

school district. From struggling to maintain classroom management to the emotional 

drain teaching can cause, by sharing personal stories about their induction year, the 

novice teachers’ stories and their journey enhanced educational literature, and provided 

district and campus leaders with a glimpse into the trials and triumphs of teaching.  

 This chapter was designed to present data related to the research questions in a 

manner that provides current and future first-year teachers, mentors, campus, and district 

leaders with an in-depth look at real-life conditions and situations of negotiating teaching. 

The results of this study can help readers to understand the participants’ experiences with 

the induction components and making the decision to remain in a district because of the 

support and services offered by the district. In Chapter V the researcher will make 

connections to existing literature as well as point out implications for further research. 

                                                                                                                                                                          



 

 

 

 

Chapter V  

Conclusion 

 The purpose of this case study was to examine the new teacher induction program 

in Rapidly Changing Independent School District (RCISD), and the extent to which first-

year teachers perceived that it met their needs as novice teachers. Specifically, the 

qualitative case study examined components of the district-wide new teacher induction 

program from the perspective of first-year teachers hired during the 2015-2016 school 

year, to understand the extent to which the program addressed their needs in the 

classroom, to consider how the district supported or influenced their decisions to remain 

in the district.  

 To gain insight into the phenomena of new teacher induction in RCISD the 

researcher conducted a focus group interview, and two one-on-one interviews. The 

researcher introduced data that emerged from developing a set of code to analyze data 

across participants. Integrating the data sources to highlight the unique and shared 

experiences of the study participants. The researcher coded all data and searched for 

themes that allowed the data to be grouped in a logical manner (Saldaña, 2009). 

 The findings of this study can contribute to the existing research on first-year 

teachers’ perceptions and to the improvement of the current new teacher induction 

program framework by clarifying the roles of new teachers, campus administrators, and 

mentors. The goal of this chapter is to discuss the findings connected to existing literature 

to illuminate similarities and differences in what educational researchers have found, and 

what evolved from this study. Further, limitations and implications for research, policy 

and practice are discussed.  



114 

 

 

 

Summary of Findings 

 The first research question asked what are the perceptions among elementary and 

secondary first-year novice teachers of Rapidly Changing Independent School District’s 

new teacher induction program. The findings gleaned from this case study indicate that 

the participants found the new teacher induction program to be beneficial to their 

development as a first-year teacher. Of the four study participants, two participants found 

participation in professional learning communities to be the most beneficial component, 

and two participants found the mentoring component to be the most beneficial.  

 The study participants elaborated on his or her experiences with receiving support 

from teammates, district curriculum coaches, and campus level personnel during 

professional learning communities (PLC) meetings. Professional learning communities 

(PLC) meetings provided study participants with a place to generate ideas, discuss 

students, ask for assistance, review curriculum, and feel like part of a team. All study 

participants felt as though his or her PLC experiences were enhanced by the support and 

collaboration received from teammates. Three study participants referred to the PLC’s as 

“helpful”, while one study participant, Beckie, referenced her PLC experience as 

“overwhelming.” While, Beckie recognized the benefit of having the opportunity to 

collaborate with teammates, her concern was the amount of information covered in PLC 

meeting for the allotted amount of time.  

 Additionally, the findings suggest that each participant received support from his 

or her teammates during informal PLC or planning meetings beyond of the instructional 

day. Some of the participants extended their collaboration beyond the boundaries of the 

school by seeking out support from the district level through new teacher content area 
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share sessions to increase his or her pedagogical awareness. The share sessions were an 

extension of PLC’s offered at the district level. Moreover, two study participants worked 

with curriculum coaches to improve their instructional practice. The findings suggest that 

the study participants found PLC meetings, share sessions, coaching sessions, and 

professional development sessions to be beneficial, collaborative, and supportive. 

 Two participants participated in professional development behavior management 

courses offered on the district level to improve classroom management by building 

relationships with students. Both participants found value in attending the sessions, with 

one participant, Hakeem, saying that his participation in the sessions “radically helped 

him to change his classroom management.” Additionally, each participant actively sought 

out professional development opportunities to improve their academic knowledge 

specific to his or her content area curriculum.  

 The study participants found support and collaboration to be beneficial in the 

form of feedback. Each study participant received feedback in the form of evaluative 

collaboration based on formal and informal classroom observations from his or her 

appraiser, two study participants received informal collaborative feedback from district 

and campus coaches, and two study participants received valuable feedback from their 

mentor. Study participants also wanted feedback from his or her colleagues. However, 

the predominant theme for the feedback component, was not just to receive feedback, but 

to obtain frequent, honest, and relevant feedback. 

 Each participant was assigned a grade level compatible mentor on his or her 

campus. Although one study participate was unaware of her mentor assignment, the other 

three participants were fully aware of his or her mentor. Furthermore, the findings 
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indicate that two participants did not routinely meet with his or her mentor, and did not 

receive feedback from the mentor. On the other hand, two participants received input, 

feedback, support, encouragement, and regular collaboration from their mentor.  

 The second research question was in what ways has participation in the district’s 

new teacher induction program influenced teachers’ decision to remain in the profession. 

Individually, the study participants were compelled to make the decision to stay in the 

classroom and move forward in their new teaching roles, or, leave the profession 

completely.  

 The researcher’s interpretation of the study participants’ retrieval of information, 

resources, and support through their engagement with the various components of the new 

teacher induction program benefited them personally as well as professionally. Initially, 

only one participant credited the induction program with influencing his decision to 

remain in the district and profession. After reflecting on her original statement that “no 

component influenced” her decision to remain in the district, a second participant 

credited her experiences with her mentor as being a factor for her retention.  

 The answers indicate that two participants found that components influenced his 

or her decision to remain in the district. One participant did not specify a reason for her 

decision to remain in the district. The final participant revealed that it was not the 

components, but her “passion for teaching” that influenced her decision to remain in the 

district and profession. Nevertheless, this researcher deemed the experiences and 

participation in the components of the program may have influenced each study 

participant, and his or her individual decision to remain in the district and profession. 
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Implications and Recommendations for Future Practice 

 The four study participants articulated personal experiences related to their 

induction year through participating in the various components of the induction program. 

Conversations regarding personal responsibility and participation in the program brought 

about some emotional responses from the participants. They spoke of their experiences 

during their first teaching assignment as an important element of who they are as 

teachers. It appeared that the participants were committed to teaching and maintaining the 

organizational expectations of partaking in the various induction components a necessary 

part of their professional success and responsibility.  

 The results of this study indicated that Rapidly Changing Independent School 

District implemented research-based induction components as a part of their program. 

Key literature presented in Chapter II outlined the significance and importance of new 

teacher induction on developing and retaining quality teachers (Feiman-Nemser, 2001; 

Hanson & Moir, 2008; Strong, 2009; Kane & Francis, 2013), which has the long-term 

effect of raising student achievement (Feiman-Nemser, 2001; Strong, 2009; Ingersoll & 

Strong, 2011). 

 Participant responses in this study indicate that experiences with the new teacher 

induction program components created moments when decisions were made which may 

have a lasting impact on their individual career paths. As the district and state moves 

toward more standards-based assessments of students and teachers in education, 

induction becomes more prevalent and necessary. At the same time, the fact that all 

schools are required to implement and utilize the new teacher induction components on 



118 

 

 

 

their respective campuses shows the district’s commitment to hiring, developing, and 

retaining high quality teachers. 

 Moreover, it became evident to the researcher that participants were interacting 

and engaging with the components of the program because it was an expectation, their 

participation was not completely or specifically intentional. The professional 

development component of the new teacher induction program was the only component 

“intentionally” sought out by all participants. Therefore, possibly one of the most 

prevalent reflective moments from this study is understanding that emotions play a major 

role in navigating through the various components and intricate details of teaching.  

 The study participants engaged in the components as a part of their expected job 

related duties, except when after careful reflection, the realization that he or she needed 

support to develop their craft. This is consistent with research and literature that novice 

teachers learn, grow, and develop in collaborative schools and districts (Brill & 

McCartney, 2008; Archibald et al., 2011; Beavers, 2011; Darling-Hammond & 

McLaughlin, 2011). Additionally, novice teachers want information that they can learn 

from to increase his or her skillset (Hattie & Timperley, 2007; Hall, 2008; Ingersoll & 

Strong, 2011; Hattie, 2013). 

 One discussion point gleaned from this case study indicated that districts and 

campus leaders should confirm that first-year teachers have a rich understanding of new 

teacher induction. In addition to training campus level lead mentors, one recommendation 

is that novice teachers should be required maintain and share an electronic journal of 

specific experiences related to each component of the new teacher induction program. 

This action could possibly create a platform for collaboration between teachers, mentors, 
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lead mentors, campus, and district leaders about the specific purpose of new teacher 

induction, as well as the expectations, and requirements for teachers in all phases on the 

teaching continuum. 

 An additional discovery implied that districts should consider providing ways to 

specifically support first-year teachers who are new to the profession, not just to the 

district, for an extended period beyond one year. First-year teachers’ requirement for 

induction differ from veteran teachers. In addition to providing novice teachers with 

professional development opportunities which are specific to their individual needs, 

offering professional development hours to mentor teachers over a three-year period may 

be a cost-efficient way to continue supporting novice teachers. 

Still, another consideration for districts would be to explore ways to provide pre-

service orientation to mid-year new hires as a part of their new hire or induction process. 

Mid-year novice teachers are generally recent college graduates or alternative 

certification program recruits. Districts should consider establishing as a part of the new 

hire process, a minimum of two hours to share the district’s mission, values, and 

resources with mid-year teachers in a setting like the beginning of the year orientation 

process.  

Recommendations for Future Research 

 This study was developed to help future novice teachers and educational leaders 

understand the perceptions of new teachers about the services and opportunities that are 

in place to develop their “art of teaching.” Though the explicit factors of a qualitative 

study make it impractical to assume individual experiences can be generalized to all 

readers, there are lesson to be discovered from the stories of experiencing available 
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resources. Practical application of thoughts gleaned from the experiences of others is, in 

some ways, more useful than theories on teaching when it comes to understanding real-

life teaching issues.  

 What are the effects of new teacher induction for mid-year new hires? While there 

is a plethora of research on new teacher induction focused on teachers hired in the 

beginning of the school year, there is very little research specifically focused on the needs 

of mid-year novice teacher new hires. More research is needed to address the different 

needs of mid-year novice teachers specifically in districts whose induction process only 

spans across one academic school year. 

 Additionally, implications for more research for policy should consider the 

elements of alternative certification programs, specifically web-based models, on 

pedagogy. More research is needed to bring an awareness to districts and potential 

alternative certification program recruits on the outcomes of potential partnerships 

between school districts and alternative certification programs requiring voluntary 

student teaching within participating districts in addition to their web-based coursework 

as a strategy to increase pedagogy for non-traditional novice teachers.  

Limitations 

 While collection and analysis of data related to a controlled number of 

participants allows for an intensity of understanding not afforded by other methodologies, 

the unique experiences of the individual participants may not always be replicated by 

readers. Qualitative studies, such as this, explore participant experiences as they occurred 

in a particular environment at a specific moment (Patton, 2002). The insights offered by 
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these four participants are meant to expand the knowledge of future novice teachers, 

campus, and district leaders, and are not inflexible in nature. 

 Discussing personal experiences and relationships may create uncomfortable 

situations for teachers sharing stories involving their current work environments and 

careers. While the researcher has taken great care to conceal identities, it is reasonable to 

think participants in a study such as this would hesitate to reveal conflicts or negative 

encounters in their work environment. This study however, did not contain systematic 

member checking during the data collection and analysis processes. The researcher 

originally intended for the study to contain a minimum of six participants, however, the 

response rate for obtaining study participants was limited to four. 

 Finally, all participants in this study were teachers with one year of experience 

from four different schools in one district. While this population provided engaging and 

insightful stories related to their induction year and participation with the new teacher 

induction program components, teachers with more experience and/or from other districts 

may provide unique stores with differing degrees of experiences and emotions. 

Conclusion 

 The nation faces challenges in American education and in keeping high quality 

teachers in the classrooms. This study attempted to identify the factors that contribute to 

retaining and developing first-year teachers through new teacher induction. Any 

discussion about current efforts to improve education across the nation must start with 

ensuring that every student has a highly effective, quality teacher.  

 States and districts have a myriad of issues on many levels that must be addressed 

to effect change developing, recruiting, and retaining novice teachers beyond a few years. 
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Therefore, many states are implementing policies to increasing pre-service standards to 

improve teacher quality. Additionally, many states are changing teaching standards and 

the teacher evaluation process to address the quality of education that our nations’ 

children are receiving. New teacher induction programs will remain necessary to ensure 

that novice teachers are developed appropriately and retained for an extended timeframe 

beyond five years, by holding states, universities, district, and campus leaders 

accountable to providing relevant training despite mediating extenuating factors and 

circumstances. 
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Interview Protocol 

1. What was your motivation to become a teacher? 

2. Why did you choose to work in RCISD? Explain your reasons for remaining 

employed in RCISD. 

3. After the district hired you, describe the orientation programs or activities offered 

to you prior to the first day of school during your initial employment year? At 

what level were the opportunities offered to you? At the district level, campus 

level or both. 

4. Which specific component or components of the new teacher induction program 

were most beneficial to you? 

5. Which component of the new teacher induction program impacted your decision 

to remain in the profession? 

6. In what ways has participation in the district’s new teacher induction program 

influenced your decision to stay in the profession as a classroom teacher? 

7. Describe your internal network of support (may include mentor, administrators, 

teachers, instructional specialists, etc.). 

8. How often did you actively participate in professional learning community (PLC) 

sessions/meetings? 

9. Did you have access to intensive and ongoing professional development? If so, 

how often? What type, face to face, online, or blended? 

10. What type of feedback have you received? How often? From whom? 

11. What are/were your greatest challenges as a first-year teacher? Explain. 

12. What are/were your greatest accomplishments? Explain.



 

 

 

 

 


