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Abstract 

This phenomenological study was to explore perceptions of teachers in a 

Midwestern, urban school district about their induction and mentoring experience and to 

examine what aspects, if any, of their induction program affected their desire to continue 

a career in education into and beyond their fifth year of teaching. The researcher 

conducted 10 semi-structured interviews with teachers employed by a single, urban 

school district in a Midwestern city. Participants were between their fourth and sixth 

years of teaching, placing them in a late-novice/early-experienced stage of their career. 

Participants were asked to identify and describe induction and mentoring experiences 

which they perceived to have buffered against an intent to leave the profession as well as 

those which they perceived to have had a lasting or purposeful effect on their professional 

development and efficacy as professional educators. 

Through qualitative coding and analysis of transcribed interviews and notes, the 

researcher determined which aspects of participant induction and mentoring experiences 

were perceived to have had positive, negative, or neutral effects on a desire to leave the 

profession as well as their professional efficacy. The researcher developed a series of 

induction and mentoring components which could be variably implemented at the district 

and/or school level, depending on holistic or building-level staffing strengths and needs.  
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CHAPTER ONE: INTRODUCTION 

The process of developing and retaining teachers at the school and district level in 

the first and/or early years of a teacher’s career, defined as induction, takes myriad forms 

across the United States, varying in length, personnel commitment, focus, or mandate. 

While principally implemented as a means to expedite novice teacher development, 

socialization, and acclimatization (Ingersoll, 2012), induction programs are also 

predominately relied upon as a means to keep teachers from leaving the profession 

entirely (Brock & Grady, 2006). Induction programs, along with new teacher mentoring 

systems, have proliferated substantially in the past twenty years in public school systems 

across the United States (Ingersoll, 2012) to mitigate attrition in school districts. A 

continuing concern in the field of education has been improving the retention of new 

teachers, and professional development programs designed for novice teachers are 

intended to not only improve instructional practice, but also to increase the sustainability 

of teaching careers which often end soon after they begin. 

Data from the national Schools and Staffing Survey (SASS) and the Teacher 

Follow-up Survey (TFS) between the years of 1987-2001 reported that novice teacher 

attrition rates cumulatively reach 46% by teachers’ fifth year in the profession (Ingersoll, 

2002). Data from the Beginning Teacher Longitudinal Study (BTLS), conducted through 

the U.S. Department of Education and Census Bureau from each school year (Kaiser, 

2011) indicates that rates of teachers’ early-career attrition diminished slightly through 

the years surveyed in this study, but still at a significant cost to the national teacher 

workforce. Among all beginning teachers in 2007-08, 10% did not teach in 2008-09, 12% 
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did not teach in 2009-10, 15% did not teach in 2010-11, and 17% did not teach in 2011-

12 (Gray & Taie, 2015). 

Rates of attrition reported in this data indicate teachers who left the profession, 

yet the data does not account for teacher mobility. Teachers who do not leave the 

profession but move to other schools affect the attrition levels of their respective (former) 

buildings—these schools experience turnover regardless of whether teachers relocate or 

leave teaching. Data from the most recent SASS in 2013 indicate that both attrition and 

mobility rates among new teachers is a substantial problem for affected schools, with 

eight percent of teachers with one to three years of experience leaving the profession 

entirely, and 13% having transferred to another school (Haynes, 2014). It is important to 

note here that this issue is not exclusive to novice teachers in the first five years of their 

career; seven percent of teachers with four to nine years of experience left the profession, 

with 12% having transferred to another school (Goldring, Taie, & Riddles, 2014).  

School demographics and socio-economic conditions are also significant 

contributing factors to novice teacher attrition and mobility. An analysis on teacher 

attrition and mobility of the 2013 SASS by Darling-Hammond and Carver-Thomas 

(2017) reveals rates of attrition and mobility markedly higher among U.S. schools and 

districts with low socio-economic levels and high student needs. Yearly teacher turnover 

(attrition and mobility) rates are 50% higher than the national average among novice 

teachers in Title I schools which serve primarily low-income students. Math and science 

positions in these schools have 70% higher turnover than the national average.   

In the current era of high-stakes academic testing and teacher accountability, 

novice teacher induction programs have become required, systemic components of 
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teacher professional development in order to improve teacher retention (Ingersoll & 

Kralik, 2004). The purpose of such programs are not limited exclusively to mitigating 

novice teacher attrition and mobility, however, the lack of teacher induction and early-

profession support are direct, and often significant, contributors to this phenomenon 

(Darling-Hammond, Wei, Andree, Richardson, & Orphanos, 2009; Littrell, Billingsly, & 

Cross, 1994; Glazerman, Dolfin, Bleeker, Johnson, Isenberg, Lugo-Gil, Grider, & 

Britton, 2008; Ingersoll, 2012; Gujarati, 2012).   

Novice teacher professional development is not limited to post-hire experiences or 

induction programming (Ingersoll, 2012), and what novice teachers learn in their pre-

service training is just as essential as their on-the-job experiences. Teacher training 

primarily occurs through standardized processes of post-secondary preparation programs, 

multiple practicum experiences, peer observation, and state and/or national certification 

(Borman, Mueninghoff, Cotner, & Frederick, 2009). Novice teacher induction programs 

cannot holistically replace teacher preparation programs nor the value those experiences 

provide pre-service teachers; however, the substantial formation of professional teaching 

skills takes place post-hire (Ingersoll, 2012). This places greater emphasis on the need for 

school districts to plan and implement quality teacher induction programming to support 

novice teacher development through their initial phase of learning to teach (Feiman-

Nemser, 2010). Additionally, these programs are most effective when districts implement 

them at a systemic level (Gujarati, 2012), and comprehensive induction programs achieve 

higher retention levels among novice teachers (Ingersoll, 2012). 

If teacher induction programs are implemented with the intent to improve novice 

teacher retention rates, it is purposeful to examine which, if any, program components are 
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designed to keep teachers in their first five years of teaching, and which may contribute 

to a teacher retention through and beyond the novice years of his or her career. It is 

therefore both relevant and purposeful to contextualize the importance of teacher 

induction in relation to teacher retention as a mitigating factor of novice teacher attrition. 

Statement of the Problem 

Induction programs are varied in their structure, duration, and implementation. 

Comprehensive, quality programs include: mentoring by carefully selected, veteran 

educators; support from a network of highly skilled and enthusiastic peers; reflective 

inquiry and teaching processes, systemic and structured observations; formative teacher 

assessment; administrator involvement; school culture supports; positive socialization; 

and collaborative opportunities with peers (Brock & Grady, 2006; Strong, 2009; 

Löfström & Eisenschmidt, 2009; Wood & Stanulis 2009, Ingersoll, 2012; Darling-

Hammond & Carver-Thomas, 2017). Substantial professional growth of new teachers—

ideally—occurs throughout the process of managing classroom behavior, developing 

purposeful lessons and assessments aligned with standards, and building professional 

relationships with colleagues, administrators, and parents as stakeholders. Each of these 

processes and relationships are essential in a novice teacher’s cycle of professional 

development (Strong, 2009), and regardless of its form or implementation, teacher 

induction programs exist to both improve and accelerate the professional development of 

novice teachers and to improve teacher retention beyond the first- and second-years of 

teaching (Glazerman et. al., 2008; Moir, 2009; Long, McKenzie-Robblee, Schaefer, 

Steeves, Wnuk, Pinnegar,  & Clandinin, 2012).  
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A primary goal, then, of teacher induction programs, is to mitigate the factors 

which contribute to teacher attrition, especially among novice teachers (Ingersoll & 

Smith, 2004). In this study, analyzing which induction components are most effective in 

new teacher retention may reveal what teachers have valued most from their respective 

induction programs in their decision to remain in their specific teaching assignments 

and/or in a career in education. A practical question is how novice teachers internalize 

and apply their induction experience as a means and/or method to mitigate any intent to 

leave teaching through their fifth year of teaching. Statistically, by this point in their 

career, nearly half of their novice colleagues will have left either their teaching positions 

through migration, or the profession entirely (Goldring, Taie, & Riddles, 2014). The 

skills and practices that are carried forth beyond the initial, difficult years as a novice 

teacher by way of teacher induction and mentoring are among the most crucial aspects of 

personal growth (Strong, 2009), and proficiency in these skills are often indicators of a 

teacher’s commitment to a continuing career in teaching (Haynes, 2014).  

The shared experience of new teachers in induction programs describes what 

becomes foundational in practice, planning, and assessment, well into their tenured years 

in the profession (Goldring, Taie, & Riddles, 2014). However, as recent data has shown, 

novice teachers are likely to leave in these early years, even after many have completed a 

comprehensive, if not intensive, induction program specifically designed for their 

retention. What occurs in the time between a teacher’s first-year induction experience and 

the decision to leave—or stay—is varied, of course, but as ubiquitous as new teacher 

induction programs have become (Brannon, Fiene, Burke, & Wehman, 2009; Clark & 

Byrnes, 2012; Ingersoll, 2012), commonalities in these programs, such as formal mentor 
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pairings and new teacher professional development programming, are purposed to 

improve career retention and/or mitigate attrition.  

Efforts to mitigate teacher attrition through early years are not themselves new, 

and researchers in the field have long characterized novice-year experiences as “survival” 

in nature (Huberman, 1989; Little, 1993; DePaul, 2000; Osgood & Self, 2002; 

McCormack & Thomas, 2003).  It is important to contextualize induction programs as a 

remedy to the challenges of novice year teachers during the difficult, beginning years of 

teaching. Induction programs are implemented as a mechanism to retain new teachers in 

the immediate sense, to prevent (or forestall) a novice teacher’s decision to leave the 

profession within their first two or three years of teaching. The reflections shared by 

novice teachers who have most recently been guided through such survival-like 

conditions are undoubtedly useful to inform and improve induction programs; however, 

such reflections may potentially change those teachers at the end of their novice years. A 

second-year teacher may perceive their induction experience in terms of its practical 

effect (i.e. surviving the initial years in a classroom environment), while a fourth- or 

fifth-year teacher may instead reflect upon their induction experience more deliberatively 

in terms of its value to their long-term or even career-length commitment to teaching, 

having reached a level of expertise and competence from more consistent and efficient 

performance (Feiman-Nemser, 2010). Therefore, it is worth examining not just the 

perceptions of a first-year teacher’s induction experiences, but to also examine such 

reflections and evaluations by novice teachers who, despite their additional years of 

experience, may yet consider departing from a career in teaching.  
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Purpose of the Study 

The purpose of this phenomenological study was to explore perceptions of 

teachers in a Midwestern, urban school district of their induction and mentoring 

experience and to examine what aspects, if any, of their induction program affected their 

desire to continue a career in education into and beyond their fifth year of teaching. In 

this study, participants were asked to identify and describe induction and mentoring 

experiences which they perceived to have buffered against an intent to leave the 

profession as well as those which they perceived to have had a lasting or purposeful 

effect on their professional development and efficacy as professional educators.  

Research Questions 

The maturation of a professional educator occurs through hours of deliberate 

practice and reflection, beginning the moment a teacher enters the classroom. If a 

systemic priority of teacher induction is to mitigate new teacher attrition, the qualities of 

such teacher induction—those of which are most purposeful to the practical, long-term 

development of an educator—may be difficult to explicitly delineate in terms of value to 

an individual teacher; for example, some teachers may point to quality professional 

relationships developed in their early years, while others may point to administrative 

support as a determining factor in their decision to continue teaching. These explicit 

value judgements are essential in exploring the following research questions: 

 What aspects of teacher induction programs are perceived by attrition-window 

teachers to have promoted or contributed to a lasting, formative, and/or 

purposeful effect on a continued career in education? 
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 What aspects of teacher induction programs are perceived by attrition-window 

teachers to be unhelpful, superfluous, or even debilitative to their initial years in 

the classroom? 

 What, if any, aspects of teacher induction programs are perceived by attrition-

window teachers to have promoted or contributed to a desire to seek migration (a 

change in teaching positions) or to leave the profession entirely? 

Aim of the Study 

The personal aspect of such reflections is studied for two purposes: first, to better 

understand which, if any, induction practices were perceived to buffer against an intent to 

leave the profession; and second, to better understand which, if any, specific induction 

practices and/or components were perceived to have a lasting, formative, and/or 

purposeful effect on a continued career in education. This information would have 

practical applications as it would inform and improve existing induction practices in 

school settings in order to encourage teacher retention well past the novice teacher 

attrition-window, and that such retention would improve career commitments among 

novice teachers who eclipsed the years in which they would have been most likely to 

have left the profession. 

Methodology Overview 

This phenomenological study used a semi-structured, narrative design to explore 

the common experiences of novice teachers during their early-career induction and 

mentoring program. Participants were asked to identify and describe individual 

experiences in relation to feelings of attrition through a narrative process. Narrative 

research, as noted by Creswell (2014), is the design of inquiry in which the researcher 
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studies individual experiences as related by participants. A narrative chronology offers 

insight into the experiences as themes and patterns emerge from the analysis. Therefore, 

this research utilized a one-on-one, semi-structured interviewing framework with a series 

of sequential, open-ended questions provided by the researcher to facilitate descriptive, 

earnest narratives from each participant. This design approach was appropriate in 

examining early career teacher attrition as described by those experiencing this 

phenomenon (Creswell, 2014). The inherent flexibility of the semi-structured format 

allowed for the researcher-as-interviewer to adapt to emergent, even tangential, topics 

during the interview (Merriam & Tisdell, 2016). The researcher noted recurring and 

emerging themes, and thematic patterns provided the basis for (principally) inductive 

analysis to establish and curate a set of themes salient to the purpose of the research study 

(Creswell, 2014). While the researcher’s primary interest was participants’ induction and 

mentoring experiences and their perceived influence on feelings of staying in the 

profession, the semi-structured research design allowed for numerous tangential, though 

relevant, themes to emerge throughout interviews.  

 Participants were limited to teachers who have been employed beyond their third 

year of teaching, but less than their sixth year. This particular “attrition-window” is not an 

arbitrary requirement, as such teachers in this phase are those who have surpassed their 

initial, “survival” years in the profession (Huberman, 1989; Little, 1993; DePaul, 2000; 

Osgood & Self, 2002; McCormack & Thomas, 2003) and at the mean attrition mark 

nationally for new teachers. In addition, teachers in this participant group were perceived 

by the researcher to be more likely to recollect in detail their experiences in district- 

and/or building-level teacher induction and mentoring through their first and second 
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years as opposed to their veteran (eight or more years) colleagues. Participants were 

contacted with assistance of the collaborating school district in order to establish a 

participant group within the experience parameters. All teachers who were interviewed 

participated voluntarily, and all personal information has been kept anonymous and 

secure by the researcher. 

Interviews were conducted either at participant schools or off-campus sites at the 

participants’ discretion, and all interviews were conducted outside of the participants’ 

professional/contractual hours in a one-to-one setting. Each interview consisted of 

approximately 10 initial, open-ended questions with appropriate follow-ups as guided by 

an established interview protocol, and the duration of interviews ranged from 30 minutes 

to 50 minutes. Each interview was recorded digitally via digital voice recorder and 

transcribed by the researcher or transcription service. Both digital recording and 

transcription files were stored on a private, secure hard disk in accordance to university 

research protocols. 

Definition of Relevant Terms 

 Due to the relative transferability of terminology outside of educational settings, 

the following terms are used operationally within this study: 

Novice (Teacher/Educator): Individual with fewer than five service years in the 

teaching profession.  

Attrition-window (Teacher/Educator): Individual whose career length is at or near 

the statistical mean for professional attrition as measured by recent national data. 
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Induction: A program of orientation, support, guidance, peer mentoring, and 

socialization provided to novice by school and/or district administration for the 

purposes of improving teacher practice and mitigating teacher attrition.  

Migration: The process by which a novice teacher seeks a different educational 

setting in which to work. 

Mentoring: An intentional pairing of a novice teacher and a veteran teacher to 

promote and expedite professional growth during the early years/apprenticeship 

of the former. 

Behavior Program: A system of procedures and interventions applied by 

educators in order to redirect negative student behaviors and habits.  

Urban: A large, metropolitan area with a population over 250,000 

Elementary school: An educational institution housing students in grades K-4 

Middle school: An educational institution housing students in grades 5-8 

High school: An educational institution housing students in grades 9-12 

As school induction and mentoring programs have numerous, distinct qualities in design 

and implementation, additional specification of these terms will provide context in order 

to avoid ambiguity, as appropriate in this study.  

Assumptions 

 In this study, the researcher assumed that all participants participated in good 

faith, willingly, and responded earnestly and honestly during the interview process.  

Given that this study was constructed to contact teachers currently employed by their 

respective school district—as opposed to former teachers who had, in fact, already left 

the profession—the researcher assumed that participation of this study would be less 
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affected by an intent to characterize their induction and/or mentoring experiences 

negatively, or worse, spitefully.  The researcher also assumed that participants may or 

may not describe their induction and/or mentoring experiences with precision or fidelity 

given the three- to five-year distance from said experiences, but that the interview 

protocol would allow for some reflection to improve the participants’ abilities to recollect 

and describe their respective induction experiences, emotional responses, and overall 

perspectives about their first and/or second years of teaching. 

Delimitations and Limitations 

It is important to recognize that this qualitative study by is significantly 

diminished in its generalizability to other sites and situations, and is limited to the 

Midwestern, urban school district participating in this study. The reflections shared by 

participants about their induction and mentoring experiences do not reflect the 

experiences of novice teachers in other, even adjacent, school districts. As a result, the 

findings in this study are explicitly relevant and applicable to the participating school 

district itself. Generalizability is also limited due to sample size (n=10); while some 

themes may be generalized as being relatively common in public school systems, this 

study cannot generalize beyond the scope of those interviewed. As such, there is limited 

transferability to school districts of similar size, demographics, and support systems. 

However, outcomes may be confirmed by identifying thematic similarities in participant 

experiences, and potentially, this study may be replicated by other researchers in other 

school districts.  

 The nature of the study potentially affected the participant responses due to 

anonymity concerns, since participants were asked to discuss and potentially criticize 
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programs implemented by their employer. Therefore, an off-site location was preferable 

in which to conduct all interviews, although the researcher deferred to the participant’s 

preference based on his/her convenience and comfort level. Interviews were scheduled 

outside of teacher contract hours, as specified by the participating school district, and all 

data collection was conducted without threat to privacy regarding participant employment 

position, years of instruction, and/or otherwise potentially identifying information. All 

data and transcriptions were kept anonymous and will be secured for a period of three 

years from the completion and publication of this study.  

 The researcher is an 18-year educator with nine years of experience in leading 

teacher induction, mentoring, and mentor training programs at the building and district 

level. The researcher is also an educational administrator familiar with current 

educational best practices in curriculum, instruction, and assessment, and who has 

conducted formal and informal observations as well as performance reviews for novice 

and experienced educators. 

The researcher’s personal values for both tangible and intangible qualities of 

teacher induction programs and effects informed the interview process; however, all 

questions were reviewed for clarity and specificity by educational administrative 

professionals, education professors, and committee members. The interview protocol was 

strictly adhered to through the duration of each interview to the best of the researcher’s 

ability, avoiding sharing of personal experiences or information in his professional 

experience as an educator and educational administrator. Finally, the researcher used 

journaling to bracket his biases throughout the research process, and to surface any other 

preconceptions which may undermine the research process (Creswell, 2014). 
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Leader’s Role and Responsibility in Relation to the Problem 

The primary disposition of this study is that by examining teacher induction and 

mentoring experiences, the data may reveal aspects of such programs which are most 

important in influencing a teacher’s decision to remain in the profession beyond their first 

five years of their career. This study is designed with a leadership lens in mind, more 

practical than theoretical, but nonetheless connected to principles present in 

contemporary transformative, sustainability, and servant leadership theory. 

Teacher induction, and by extension, mentor teaching, is a process of 

transformational leadership by which veteran educators directly and deliberately act to 

improve their novice colleagues’ early career leadership. A mentored teacher is not 

merely an instrument of the mentor, but instead, a recipient of knowledge and skills 

intended to improve the capacity of the mentee (Haslam, Reicher, and Platow, 2011). 

There is a shared, agreed-upon understanding that the mentee teacher will grow to lead 

his/her own classroom with skilled pedagogy, and thus impact his/her students in a 

similar, transformative manner, and perhaps even mentoring another teacher later in 

his/her career. 

Teacher induction and mentoring is also a process of sustainability, as every 

novice teacher entering the profession receiving induction requires an investment in that 

educator’s career growth, the success and sustainability of his/her school, district, and 

holistically, the profession. Education is an investment in human capital, and thus, the 

capacity of individuals to contribute purposefully to the growth and advancement of 

society. This is a systemic, strategic investment which works to address long-term 

organizational needs (Senge, Smith, Kruschwitz, Laur, & Schley, 2008), and therefore, 
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the principles of sustainability—the literal investment in an organization’s future 

health—are at the heart of teacher induction and mentoring.  

In practice, teacher induction and mentoring are each (though related) natural 

extensions of servant leadership, where veteran teachers serve novice teachers so that 

they may grow professionally to serve their students, parents, and other school 

stakeholders. Induction programs are fundamental mechanisms through which servant 

leaders model professional qualities, collaboration, and planning (Sipe & Frick, 2015). In 

an educational context, servant leadership is veteran teachers leading by doing, right 

alongside the inexperienced educators, aiding them through their struggling, initial years 

in the classroom not just as mentors, but as partners.  

Significance of the Study 

Principally, this study aimed to inform educational leaders, particularly district- 

and building-level administrators, which, if any, induction practices were perceived by 

teachers to have had a lasting, formative, and/or purposeful effect on their continuing 

careers in education. Induction and mentoring policies are costly: systemic induction and 

mentoring requires a considerable financial and personnel investment to provide novice 

teacher professional development seminars and resources, to provide training for 

mentorship among veteran teachers, and to maintain (and sustain) the fidelity and 

effectiveness for all novice teachers. It is crucial that educational leaders are vigilant in 

examining what works, what does not, and what is missing with regard to induction and 

mentoring, in order to provide cost-effective, early-career professional development that 

supports teacher growth, competency, and of course, retention in the teaching profession. 

The outcomes of this study have some transferability potential as well, as data may 
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support retention, removal, or transposition of existing mentoring strategies as they are 

applied systemically at the district level or locally on school sites.  

This study provided an opportunity to add to scholarly research in the fields of 

teacher induction, retention, and attrition. Specifically, this study complements the 

existing literature in the field by examining induction effects and outcomes as perceived 

by teachers beyond their initial “survival” (Huberman, 1989; Little, 1993; DePaul, 2000; 

Osgood & Self, 2002; McCormack & Thomas, 2003) years, but within the novice teacher 

attrition window as established by surveyed data. This window is important, as research 

has shown that nearly 50% of all novice teachers leave their teaching positions or the 

profession entirely by their fifth year of teaching (Ingersoll, 2002).  

Second, this study provides an opportunity to examine what professional, 

recently-tenured educators believe to be the most purposeful, salient, and effective 

components of mentoring with regard to their continued professional practice. If teacher 

induction and mentoring programs are primarily designed and implemented to mitigate 

teacher attrition, then it is logical to inquire what persisting effects such programs have 

had on teachers who remain in the profession beyond their novice years and into a 

potentially long-term career in education. Additionally, this study may encourage the 

reflective practice of attrition-window teachers with regard to their formative years to 

reinforce best practices in teaching and/or to dispense with poor pedagogy, respectively. 

Summary 

 In Chapter One, the researcher introduced the concept and application of teacher 

induction and mentoring programs as applied in educational environments. Teacher 

induction, as a program to support the development, socialization, orientation, and 



NOVICE TEACHER REFLECTIONS ON AN INDUCTION 17

guidance of new teachers, is principally (though not exclusively) implemented in schools 

and districts to mitigate teacher attrition. Teacher attrition continues to be a problem in 

U.S. schools, with nearly 50% of new teachers leaving the profession within the first five 

years of their career, and many others moving schools.  

The purpose of this phenomenological study was to explore perceptions of 

teachers in a Midwestern, urban school district of their induction and mentoring 

experience and to examine what aspects, if any, of their induction program affected their 

desire to continue a career in education into and beyond their fifth year of teaching. The 

researcher used a narrative approach to conduct semi-structured interviews with teachers 

(n=10) between four and six years of service, and who had each participated in an 

induction and mentoring program provided by their district and schools, respectively. An 

interview protocol was adhered to with the opportunity for the interviewer to follow-up 

with questions to clarify and/or to contextualize responses salient to stated research goals. 

The researcher defined terms relevant to this study, specific to the educational 

field and to the processes of induction and mentoring. The researcher then described 

issues of reliability and validity of data to be resolved through corroboration with 

experienced educational administrators in teacher professional development programs. 

The researcher himself is a 17-year educator with eight years of experience in induction 

and mentoring design, implementation, training, and program facilitation, and recognizes 

the potential for personal and professional bias to influence the interview process; 

however, the researcher developed an interview protocol which was appropriate to the 

research goals while mitigating potential bias to the best of his ability. 
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The researcher outlined how transformative leadership principles, sustainability 

leadership theory, and servant leadership qualities are all relevant and necessary 

components of the research topic, goals, and anticipated outcomes. The researcher 

acknowledged that each of these leadership themes are prevalent not just in the practice 

of teaching but in the systemic improvement of education itself. 

Finally, the researcher described the professional relevance in the field of teacher 

induction, mentoring, and retention by examining perspectives of attrition-range teachers 

(four to six years of service) who are most at risk to leave the profession. These 

participants were also likely to have formed a more comprehensive opinion on the value 

of their induction experiences relative to their decision to remain in the profession, as 

opposed to first- or second-year teachers who have more immediately, or recently, 

completed their induction programs, and perhaps have not (yet) considered a long-term 

career in education. The study provided an opportunity for teachers to reflect upon the 

quality and effectiveness of their own instructional practice relative to their value of 

induction and mentoring components. Finally, districts and schools may potentially 

benefit from research outcomes from this study that inform which areas of induction and 

mentoring are most/least valuable, thereby promoting policy change at the school and/or 

district level to reflect benefits and/or concerns reported by participants in this study. 
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CHAPTER TWO: LITERATURE REVIEW 

Introduction 

The need for consistent, quality professional practice among teachers is at the 

heart of continuing professional development in education, and for novice teachers 

entering the profession, this professional development is an intensive, accelerated 

process. The difficulties experienced by first- and second-year teachers have been 

researched extensively with regard to effects on teacher turnover and early-career 

attrition (Odell, 1990; Smith & Ingersoll, 2004; Mee & Haverback, 2014). Teachers who 

enter the profession are rightly expected to perform with competence on their first day in 

the classroom, but many are unreasonably expected to have perfected the skills and 

abilities one might normally develop over their first five years of teaching (Gilles, Davis, 

& McGlamery, 2009).  

First-Year Learning and “Survival” 

The history of first-year teacher difficulties is well-established in educational 

research.  The complexities of teaching and learning how to teach are marked by daily 

uncertainties and problems (Ryan, 1970), compounded by a teacher’s struggle to manage 

the expectations of demonstrating mastery of instruction along with the emotional highs 

and lows of the classroom (Huberman, 1989). Additional factors such as student socio-

economic disparity, special-needs services, availability and quality of resources, 

inconsistent administrative support (Billingsley & Cross, 1992; Billingsley, 2003), and 

English-language needs (DeAngelis & Presley, 2011) contribute to high attrition rates 

among novice teachers. These factors, as well as managing the emotional and mental 

pressures a new teacher faces, contribute to what many researchers characterize as the 
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“survival” years of teaching Huberman, 1989; Little, 1993; DePaul, 2000; Osgood & 

Self, 2002; McCormack & Thomas, 2003), where teachers are most at risk to leave the 

profession due to professional and personal stress.  

 Early-career teachers may not find themselves adequately prepared for these 

experiences in the classroom, even with excellent pre-service teaching experience and 

training (Little, 1993). The urgency with which modern educational leaders and 

administrators demand proficiency, if not mastery, from novice teachers undoubtedly 

contributes to not just feelings of professional and personal inadequacy among those who 

have just begun a career in teaching, but their subsequent adoption of temporary, often 

ineffective teaching strategies (Le Maistre & Paré, 2009).  

 Mastery of teaching, as expected in most professions, requires thousands of hours 

or experience and reflection (Berliner, 1986). Fieman-Nemser (2010) describes 

proficiency as achievable by the fifth year of teaching, with competence at year three or 

four. Few teachers are expected to achieve fluidity and efficiency even with five years in 

the classroom without considerable practice and commitment. While it is not 

objectionable to expect high performance from a novice educator, the learning curve in 

the classroom is demanding even through natural experience; the management of 

classroom behaviors, procedures, and routines (Thompson, 2012), is compounded by the 

pressures of raising academic achievement in an environment with growing, diverse 

student needs (Grossman & Loeb, 2008).  

Numerous factors contribute to novice teacher attrition and are well documented 

in literature. Novice teachers struggle with classroom management and student behavior 

(Busch, Pederson, Espin, & Weissenberger, 2001; Smith & Ingersoll, 2004), have 
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insufficient time to cover curriculum, manage paperwork and student records (Mee & 

Haverback, 2014), are concerned about early-career salary (Feng, 2009), and struggle to 

adapt when organizational and/or workplace climate issues are present (Boyd, Lankford, 

Loeb, & Wyckoff, 2005). Novice teachers also have difficulty with excessive paperwork 

and record-keeping responsibilities (Gersten, Keating, Yovanoff, & Harniss, 2001) along 

with balancing lesson planning and activity preparation required to consistently deliver 

quality instruction.  

Attrition among novice teachers is also tied to emotional need for regular 

socialization with colleagues. Novice teachers report that support and guidance from 

multiple sources is significant in preventing feelings of burnout (Schlichte, Yssel, & 

Merbler, 2005), and this social/emotional need extends to establishing and cultivating 

positive relationships with students (Harfitt, 2015). Collegiality within and among new 

teacher cohort groups is also shown to be a significant factor in preventing feelings of 

isolation and burnout (Miller, Brownell, & Smith, 1999; Fantilli & McDougall 2009; 

Sharplin, O’Neill, Marnie, & Chapman, 2011).  

Teacher Attrition among Early Career Teachers 

Survey data from four cycles of the national Schools and Staffing Survey (SASS) 

and the Teacher Follow-up Survey (TFS) between the years of 1987-2001 have reported 

that novice teacher attrition rates cumulatively reach 46% by a teachers’ fifth year in the 

profession (Ingersoll, 2002), with attrition higher over the past decade in math and 

science positions (Ingersoll, 2010). In terms of attrition rates among teachers as a 

profession, 13% of public school teachers report moving or leaving the profession yearly 

(Haynes, 2014). These data indicate a trend of significant attrition with 8% of public 
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school teachers with one to three years of experience leaving the profession entirely and 

13% migrating to another school or district. Additionally, 7% of public school teachers 

with four to nine years of experience leave the profession with an additional 12% moving 

to another school (Goldring, Taie, & Riddles, 2014). It is important to note that teacher 

mobility rates compound the issue of teacher attrition; teachers who do not leave the 

profession but elect to move to other schools and/or teaching contribute to attrition rates 

within a school building and/or district, even if a teacher elects to remain in the 

profession.  

Additionally, a recent review of the Beginning Teacher Longitudinal Study 

(BTLS), conducted through the U.S. Department of Education and Census Bureau for 

each school year 2007-08 through 2011-12 (Kaiser, 2011), revealed high attrition and 

mobility rates among novice teachers. Approximately 1,990 first-year public school 

teachers who completed the 2007-08 SASS composed the cohort followed by the BTLS. 

Bivariate data were weighted to reflect sample design and to account for nonresponse 

from survey participants, and selected findings (Gray & Taie, 2015) included the 

following:  

 Among all beginning teachers in 2007-08, 10% did not teach in 2008-09, 12% 

did not teach in 2009-10, 15% did not teach in 2010-11, and 17% did not 

teach in 2011-12. 

 No differences were detected between percentage of current teachers who 

began teaching with a bachelor’s degree and those who started with a master’s 

degree. 
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 In each follow-up year, the percentage of beginning teachers still currently 

teaching was larger among those who were assigned a first-year mentor than 

those who were not assigned a first-year mentor. 

 During their second year, 74% of beginning teachers taught in the same 

school as the previous year, 16% taught in a different school, and 10 percent 

were not teaching.  

 During their fifth year, 70% of beginning teachers taught in the same school 

as the previous year, 10% taught in a different school, and 17% were not 

teaching. 

These data seem to suggest that novice teacher attrition and mobility have been 

mitigated since the SASS cycles between 1989 and 2007, but a more recent analysis on 

teacher attrition and mobility of the 2013 SASS by Darling-Hammond and Carver-

Thomas (2017) reveals a broader spectrum of teacher turnover outcomes in the U.S. 

among schools and districts with low socio-economic levels and high student needs: 

 Turnover rates are highest in the South (16.7%) and lowest in the Northeast 

(10.3%). 

 Teachers of mathematics, science, special education, English language 

development, and foreign languages are more likely to leave their school or 

the profession than those in other fields, with shortages in most states across 

the country. 

 Turnover rates are 50% higher for teachers in Title I schools which serve 

primarily low-income students. Mathematics and science teacher turnover 

rates are nearly 70% higher in Title I schools. 
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 Turnover rates are 70% higher for teachers in schools serving the largest 

concentrations of students of color, and most often, these schools are staffed 

by teachers with fewer years of experience and training overall. Additionally, 

teacher turnover rates are 90% higher in the top quartile of schools serving 

students of color than in the bottom quartile for mathematics and science 

teachers, 80% higher for special education teachers, and 150% higher for 

alternatively certified teachers. 

 Teachers of color disproportionately teach in high-minority, low-income 

schools and are significantly more likely to enter teaching without having 

completed pre-service training. 

These data suggest that novice teacher attrition continues to be a significant 

concern in education not only to develop new teachers within the first years of the 

profession, but to recruit and sustain a qualified, experienced workforce of professional 

educators overall. 

Induction Programs as a Response to Teacher Attrition and Mobility Rates 

Concerns about teacher turnover, mobility, and ultimately, retention have 

prompted a proliferation of formal, structured teacher induction programs (Ingersoll & 

Smith, 2004; Ingersoll & Merrill, 2010, Ingersoll & Strong, 2011) to mitigate these 

issues. Attempts to retain novice teachers through induction and mentoring programs are 

prevalent in many countries (Long, McKenzie-Robblee, Schaefer, Steeves, Wnuk, 

Pinnegar, & Clandinin, 2012) as a response to economic, social, and 

systemic/institutional factors which contribute to novice teacher attrition (Ingersoll & 

Merrill, 2010).  
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Teacher induction programs are designed and implemented with an intent on 

buffering novice teachers from the painful, “survival” years of teaching and promoting a 

lasting intent among such teachers to continue their careers in education (Ingersoll & 

Strong, 2011). 

Cost of Teacher Attrition 

 Developing, implementing, and maintaining teacher induction and mentoring 

programs comes at a significant cost; however, the cost of recruiting, training, and 

subsequently retaining teachers is itself considerable. While it is possible to audit the 

specific budgets of school districts for human resource expenditures relating to teacher 

recruitment and training, it is difficult to quantify more intangible aspects such as teacher 

skill and/or productivity (Watlington, Shockley, Guglielmino, & Felsher, 2010). In 2005, 

the U.S. Department of Labor estimated the fiscal cost of replacing teachers who have 

left the profession has been estimated at $2.2 billion per year, with an increase to nearly 

$5 billion when accounting for teacher transfers and migration (Alliance for Excellent 

Education, 2005).  

 The cost of replacing an individual teacher varies by district and skillset, but a 

study by Barnes, Crowe, and Schaefer (2007) indicated that the cost of replacing a 

teacher began at $10,000 in suburban districts and increased to over $20,000 in large, 

urban districts (Darling-Hammond & Carver-Thomas, 2017). School districts with 

significant at-risk population sizes face difficult economic decisions as they weigh 

teacher replacement costs against infrastructure, instructional materials, safety measures, 

and technology. 
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Purposes of Teacher Induction Programs 

Feiman-Nemser (2010) describes teacher induction and mentoring as part of three 

developmental aspects useful for examination: a phase in learning to teach, as a 

socialization process, and as a formal program implemented to holistically support novice 

teachers. These aspects are by no means mutually exclusive, and it is logical to assume 

that pedagogy training and socialization would be components in a holistic program of 

support; however, induction programs vary their focus of support of novice teachers 

according to a district’s or school’s specific financial and personnel needs (Feiman-

Nemser, 2010) and therefore may not provide supports commensurate to the needs of 

their novice teacher cohort group. While this type of flexibility and scaling may provide 

for a more individualized type of novice teacher support, school district (or school) 

induction and mentoring programs are more likely to be structured in their framework 

and rigid in their implementation due to financial and human resource limitations. 

Therefore, scalability of induction and mentoring programs, while ideal, is limited in its 

effectiveness in meeting each of these developmental aspects equitably from year to year.  

 Teacher induction as a phase of learning to teach requires the novice teacher to 

learn from his/her experiences, positive or negative, through the daily practice of being a 

classroom teacher. As part of a professional learning continuum (Feiman-Nemser, 2010), 

novice teacher time is an intentional process of preparation, experience, and reflection 

(Wang & Odell, 2002) in order to embed instructional (if not professional) best practices 

which fit not only their respective strengths as an educator, but also the needs of their 

students and school stakeholders. If these best practices are not embedded and practiced 

with fidelity, teachers are apt to abandon them in lieu of more survival-based behaviors 
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when first- and second-year struggles emerge in the classroom (Clift & Brady, 2005; Le 

Maistre & Paré, 2010). The connection between pre-service preparation and first-year 

instructional practice is tenuous, and novice teachers under duress are more likely to 

forego complex activities in favor of safer, less demanding ones. For example, a novice 

teacher, harried by managing the varied supports and needs of students, may opt against 

developing a multi-stage, scaffolded unit of instruction (which requires careful planning, 

differentiation, and assessment creation), and instead lean on simpler sets of worksheets 

and lectures (which requires relatively little preparation and student interaction).   

 Second, induction programs are valuable as a socialization process (Feiman-

Nemser, 2010) where novice teachers are “induced to take on the dominant language, 

values, norms, and knowledge in their field” (p. 19). Similar to pedagogical tendencies, 

teachers are often likely to abandon both personal ideals and high expectations in order to 

adjust, and ultimately conform, to the realities of teaching in a particular building or 

school district (Richardson & Placier, 2001). This suggests that informal induction is not 

always an ideal socialization process, especially if the existing climate and culture of the 

school promotes counterproductive, if not maladaptive, professional practice among staff 

members. However, this aspect reinforces the need for intentional, deliberate 

socialization as part of teacher induction in order to reaffirm effective professional 

practice among novice teachers, particularly through the everyday experience of positive 

work and healthy colleague interaction (Feiman-Nemser, 2010). 

 The process of induction is more than a series of mechanistic checkpoints and 

benchmarks (Strong, 2009), but is instead, a more comprehensive approach to 

professional growth where their daily planning, instruction, and assessment is regularly 
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discussed and reflected upon with veteran peers. In this approach, teacher induction as a 

formal program manifests in buildings and districts. Teacher induction programs are 

more successful when they provide a comprehensive, holistic approach to professional 

development instead of focusing exclusively on improving on the mechanics of teaching 

such as classroom management, lesson planning, and assessment (Strong, 2009).  

According to Wood and Stanulis (2009), a comprehensive, quality induction 

program should include: educated mentors; reflective inquiry and teaching processes; 

systemic and structured observations; formative teacher assessment; administrator 

involvement; and school culture supports. The effectiveness of these programs is relative 

to the commitment to implementation at the systemic level (Gujarati, 2012) with more 

comprehensive programs achieving higher retention levels among novice teachers 

(Ingersoll, 2012).  

Qualities of Comprehensive Induction Programs 

 According to the Alliance for Excellent Education (2005), a comprehensive 

teacher induction program is a “package of supports, development and standards-based 

assessments during at least [a teacher’s] first two years of full-time professional teaching” 

(p. 11). This package includes: 

 Structured mentoring from a carefully-selected and trained mentor 

 Common planning time for collegial collaboration 

 Ongoing professional development 

 Participation in an external network of teachers 

 Standards-based assessment and evaluation 
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Additionally, conditions such as strong principal leadership, high-quality support 

(including informal mentorship through regular, collegial interactions) for new teachers 

as needed, participation incentives (for mentors and mentees), and alignment between 

induction, classroom needs, and professional standards are all factors which contribute to 

the success of a teacher induction program (Alliance for Excellent Education, 2005). 

Mentoring as An Essential Component in Induction 

An important component of this holistic approach in modern teacher induction 

programs is the mentoring of the novice teacher by a skilled educator within the school. 

For novice teachers, belonging to a school community is as important as becoming 

proficient in pedagogy. Research has demonstrated that positive relationships are not only 

perceived by novice teachers with a mentor pairing (Hobson, 2002), but that new teachers 

appreciate the process of socialization that occurs when mentors take time to welcome 

them into the profession (Löfström & Eisenschmidt, 2009).  

According to Moir (2009), quality teacher induction programs require a system-

wide commitment to a mentoring process, which include building principals fostering a 

culture of teacher learning and growth, not just for new teachers, but for the staff 

members tasked with mentoring responsibilities. Administrators who implement and 

maintain quality induction programs should understand the value of maintaining physical 

conditions for support and retention of new teachers, and such administrators appreciate 

the importance of developing teacher leadership among veteran staff members through 

systemic mentoring opportunities (Gujarati, 2012).  

More importantly, quality induction is accountable to teacher and mentor growth 

at a personal level, not just compliant with district or school expectations (Feiman-



NOVICE TEACHER REFLECTIONS ON AN INDUCTION 30

Nemser, 2010). There is a very real commitment shared between experienced and novice 

teachers during the first year of mentorship, and it requires both parties to establish a 

relationship that fosters personal growth and professional competence, especially for 

novice teachers who struggle with performance issues, including immaturity, lack of 

teaching experience, inadequate preparation, and socialization to school culture (Brock & 

Grady, 2006). A quality and committed mentor, then, may make all the difference to a 

novice teacher in his/her first year of teaching, and have considerable and lasting effects 

on their professional efficacy as a whole (Feiman-Nemser, 2010). 

Comprehensive induction programs often establish mentoring as the principle 

means by which pedagogy and socialization is disseminated to novice teachers, with the 

terms “mentoring” and “induction” interchanged and/or used synonymously (Ingersoll & 

Smith, 2004). Mentoring, however, requires an earnest commitment to a systematic 

process of selecting experienced, trained, and most of all, willing, teachers to assume 

mentorship of every novice teacher (Long, et. al., 2012). An induction program that fails 

to adequately pair qualified mentors with novice teachers will potentially produce poor 

induction experiences for both veteran and novice teachers alike (Brock & Grady, 2006). 

Mentoring Practices 

Mentoring, while an essential practice for induction of novice teachers, is by no 

means standardized in implementation. A review of mentoring practices by Brannon, 

Fiene, Burke, Wehman (2009) found that regular, more formalized meetings based on 

specific, planned, and purposeful topics relevant to the novice teacher’s immediate 

classroom needs (classroom management, lesson planning, assessment practices, etc.) 

proved to be more helpful than informal, drop-in interactions. In a formal setting, even 
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general, though universal, topics promoted discussions that were purposeful and less 

likely to be redundant in content. Regularly-scheduled mentor conferencing improved the 

frequency and duration of mentor-mentee interactions, although lapses in mentor/mentee 

communication were more frequent if mentors were not attentive to issues that were 

present, but not shared, by their mentee him/herself (Brannon, et. al., 2009).  

The frequency of mentorship may well promote the acceleration of novice teacher 

skills, but the quality of mentor pairing cannot be overlooked. Beyond the experience and 

wisdom of the mentor, there must exist a simple, yet sincere support from a teacher who 

is willing to share and/or listen to the new teacher’s experience as part of an authentic, 

rather than a mechanistic (or mandated) relationship (Gilles, Davis, & McGlamery, 

2009).  Additionally, support for collaboration and collegiality is a component of mentor 

pairing that has shown positive growth among new teachers. Mentors who share content 

and/or grade-level connections are much more responsive to the instructional needs of 

their mentee when direct collaboration is an option (Gilles, Davis, & McGlamery, 2009). 

Mentor teachers who work outside of their mentee’s content area or grade level may 

provide an objective perspective; however, there is a much more substantive connection 

made through mentoring when collaborative planning and problem-solving occurs.  

Collegiality may also be limited by the experience and skill of the experienced 

teacher as mentor. The attempts to pair novice teachers with veterans within a particular 

grade-level or content area may still be insufficient if the mentor teacher has had limited 

training as a teacher-leader (Gujarati, 2012). Those mentors who are selected purely on 

the basis of their skill in their own classrooms may lack the skills to lead another teacher 

(Harrison, Dymoke, & Pell, 2006). Subsequently, mentor programs that do not provide 
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training to new mentors and/or do not provide appropriate oversight in mentor 

preparation are not as effective (Pogodzinski, 2012). 

Professional Setting Perceptions and Practices 

Teacher induction and mentoring programs are as varied in structure and focus as 

the school districts that implement them (Feiman-Nemser, 2010), but some perspectives 

and partnerships within professional settings are common across school districts. 

Typically, districts conduct teacher induction as an introduction to career professional 

development (Darling-Hammond, et. al., 2009), with many similar professional 

perceptions and practices. High-quality mentoring and induction programs are perceived 

to be those which help teachers learn to become effective educators in their respective 

teaching environments, but those which reduce attrition include mentors who regularly 

observe and provide feedback to mentees, allow for collaborative planning with 

colleagues, reduce the teaching load (and complexity) for new teachers, and focus on 

high-yield developmental strategies (Darling-Hammond & Carver-Thomas, 2017). 

Perceptions of Mentoring by Novice Teachers  

It is important to consider how induction programs prioritize the reflective aspect 

of mentorship (via guided- and self-analysis) in order to ensure quality discussions are 

occurring often enough to spur growth in areas of teaching. Frequently scheduled 

meetings with mentors is essential to new teachers, according to Harrison, et. al. (2006), 

as new teachers reported more frequent meetings with their mentor as more valuable and 

more effective. The frequency of mentor/mentee reflection has a positive correlation with 

novice teacher satisfaction (Ingersoll & Kralik, 2004), with a measurable reduction in 
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teacher attrition (Smith & Ingersoll, 2004) with increased in-field mentoring, support 

networking, and direct aid of novice teachers by their mentors.  

A study by Clark and Byrnes (2012) examined the perceptions of novice teachers 

regarding the mentoring support they received through their first year of teaching. Novice 

teachers responded to questions focusing on forms of mentoring support they received, 

which forms they found most helpful, and whether or not administrative support for 

common planning time and/or release time was helpful in their professional development 

year-one; conversely, those who reported fewer instances of direct mentor support 

indicated that their reflection was less meaningful to their perceptions of professional 

efficacy. The frequency with which self-reflection was facilitated made a difference in 

how these experiences were perceived (Byrnes, 2012), with an increase in frequency 

correlated with the novice teacher’s feelings of self-efficacy. 

Professional Collaboration with Universities 

Teacher induction requires a significant commitment on the part of school district 

administrators and staff. From a human resource perspective, such a commitment to 

building a viable and sustainable system of mentor teachers is often logistically 

impossible due to the limited number of experienced educators and content specialists 

within a school district. Buildings that are limited in such staff understand that mentors 

themselves are full-time teachers who may not be available (or willing) to provide 

intensive support for first-year teachers (Gilles, Davis, & McGlamery, 2009). In these 

circumstances, external support may be required for school districts to support and 

develop their novice teachers without compromising their own staff resources to do so.  
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The commitment to induction via external support may prove to be substantial for 

not just novice teachers, but to mentors as well. In 27 measures of teacher skill, teacher 

cohorts continued to improve over their non-teaching counterparts by 30%, and 63% of 

the non-fellow teachers had left the profession by the fifth year of teaching (Gilles, Davis, 

& McGlamery, 2009). Additionally, former teaching fellows were more often part of 

leadership roles on committees and present at state and national conferences within their 

first five years (Gilles, Davis, & McGlamery, 2009). 

Professional Concerns of Novice Special Education Teachers 

Arguably the most difficult area for novice teachers to begin their careers is 

within special education services, and for good reason. Special educators are at a high 

risk for burnout due to demanding working conditions, role ambiguity, and difficulty of 

managing students with varied disabilities (Brunsting, Sreckovic, & Lane, 2014). Novice 

teachers who work in special education often bear greater professional burdens than their 

colleagues teaching regular or mainstreamed students (Brunsting, Sreckovic, & Lane, 

2014). Special education teachers are charged with building relationships with students 

who have had very little academic success in their lives and who may struggle with 

significant, if not numerous verified (and perhaps unverified) disabilities. Special 

educators must balance a difficult teaching schedule of co-taught and pullout classroom 

environments, collaborating with numerous teachers on a daily basis, and managing a 

caseload of a dozen (or more) individualized education plans, each of which must be 

maintained, monitored, updated, and verified yearly under the law.  

Special educators are subject to professional burnout (and thus attrition) due to the 

often-overwhelming responsibilities required to keep students with special needs 
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successful in the least restrictive environment (Madigan & Scroth-Cavataio, 2012). 

Therefore, mentor/mentee pairing in special education is perhaps the most difficult, not 

just due to the increased professional responsibility special educators have to provide 

specific services to students with special needs, but also because any adequate 

partnership requires both teachers to have the time and the means to collaborate in order 

for the novice teacher to adequately grow. Due to the demands placed upon novice 

special educators, the quality of this type of mentor relationship is crucial. Whether 

through the practice of self-reflection of the novice special educator and/or the analysis of 

the mentor, this pairing must foster reflective problem-solving that considers pedagogy 

and sociopolitical contexts of teaching as well (Madigan & Scroth-Cavataio, 2012). 

Teacher Retention Versus Teacher Quality 

 An important aspect of teacher attrition (and the development and implementation 

of programs to mitigate such attrition) is how to determine the threshold of 

retention/turnover among novice teachers. Beyond what is required to sustain a qualified 

educational workforce, educational administrators must determine how best to attract 

quality educators while allowing other, less-qualified or skilled teachers, to pursue other 

endeavors (Feiman-Nemser, 2010). As Strong (2009) points out, increased rates of 

retention within a school district do not describe (or guarantee) the quality of new teacher 

practice nor the student learning in their classrooms, and therefore, linking induction 

programs to academic performance outcomes is a challenge for modern educational 

research. It is just as important to analyze these outcomes in determining the 

effectiveness of a teacher induction program as it is to pursue high retention percentages 

among novice teachers. 
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Leadership Themes in Teacher Induction and Mentoring 

 Education, at its core, is a transformational practice. It requires an experienced, 

learned leader to invest in the development of a novice, inexperienced follower. The 

former leads with the purpose of transferring skills and ideas in order that the latter may 

grow to a similar state of expertise and/or maximize his/her potential. In teacher 

induction and mentoring, veteran educators directly and deliberately act to improve their 

novice colleagues’ early career leadership; mentors are relied upon to demonstrate their 

respective capacity in order to develop and promote shared organizational values, and to 

improve the professional capacities of their followers (Haslam, Reicher, & Platow, 2011). 

A mentored teacher is not merely an instrument of the mentor; instead, the shared 

expectation is that the former will grow to lead his/her own classroom with skilled 

pedagogy and a resolute commitment to the profession. 

Intangible qualities to teacher induction which exist outside of prescribed 

programs—determination, commitment, resiliency, focus—often reveal themselves 

through interpersonal relationships, and carry great influence on one’s longevity and 

success as an educator. The relationship between novice teacher and mentor is one such 

relationship, and the quality of mentorship has both immediate and lasting effects on the 

novice teacher’s professional and personal growth (Feiman-Nemser, 2010; DeAngelis & 

Presley, 2011). It is by virtue of this relationship that transformational leadership is 

conducted through teacher induction and mentoring experiences. The success of this 

transformational effect is relative to the quality of mentoring and professional capacities 

of both mentor and mentored teacher, but it does not diminish the importance of a 

mentor’s personal and professional investment in a novice teacher’s career. The 
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instructional practice and knowledge being passed down from mentor to mentee is not 

just a process of imbuing novice teachers with the skills to be successful educators, but it 

is also the means by which a novice teacher may one day become a teacher-leader, and 

perhaps themselves mentor many more novice teachers to realize their leadership 

potential in education.   

 Teacher induction and mentoring is also a process of sustainability, as every 

novice teacher entering the profession receiving induction requires an investment in that 

educator’s career growth, the success and sustainability of his/her school, district, and 

holistically, the profession. While sustainability theory is typically applied to 

environmentalism, biodiversity, and similar ecological concerns, the principles of 

sustainability—the literal investment in an organization’s future health—are at the heart 

of teacher induction and mentoring. Sustainability relies upon the ability of people to be 

willing to seek and recognize potentially serious problems ahead of their peers, to think 

differently about the problems and how they may relate to one another, and to focus 

strategically on larger, systemic problems instead of addressing short-term, isolated 

problems (Senge, Smith, Kruschwitz, Laur, & Schley, 2008). As applied to education, the 

investment in new teachers through induction and mentoring is a specific and deliberate 

response to the systemic problem of teacher attrition, and therefore very much a large-

scale application of sustainability principles and practices. 

Finally, teacher induction and mentoring are natural applications of servant 

leadership, where the process of mentoring by veteran teachers is a service to novice 

teachers. Quality leadership is leading by doing, alongside the inexperienced, 

shepherding them through difficult apprenticeship years in the classroom. Mentor 
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teachers are trustees of educational practice in their service to new teachers as they 

initiate, rather than react (Greenleaf & Spears, 2002) with regard to addressing the 

various needs of new teachers. Servant leaders demonstrate capable professionalism, 

regular communication and collaboration, foresight, and strategic/systemic planning 

(Sipe & Frick, 2015), and mentors are tasked to serve novice teachers with the practice of 

such values. Induction programs, particularly mentoring, are servant-oriented in their 

design, transformative in their practice, and sustainable in their outcomes. 

Summary 

In Chapter Two, relevant literature and scholarly research in teacher induction and 

mentoring were reviewed. First-year difficulties in the teaching profession were 

described and outlined, particularly the demands of mastery on those just entering the 

classroom. The demands on modern educators to raise academic achievement among 

students with an ever-growing, diverse set of needs and required supports (Grossman & 

Loeb, 2008) has made it difficult for novice educators to remain in the profession past 

their introductory, “survival” years of teaching.  

Novice teacher mobility and attrition in the U.S. as measured by national studies 

and surveys conducted in the past three decades indicate that nearly 50% of novice 

teachers report leaving within their first five years of the profession (Ingersoll, 2002). 

Novice teacher attrition continues to be a significant concern in education as school 

districts struggle to recruit and sustain a qualified, experienced workforce nationally, and 

teacher induction programs have proliferated nationally in school districts in order to 

mitigate teacher turnover.  
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 The purposes and features of teacher induction programs designed and 

implemented nationally and internationally to mitigate teacher attrition were described. 

Induction can be described as part of three early-career, developmental aspects. Induction 

program types were reviewed, and components considered in research as prerequisites for 

successful, comprehensive, and quality programs were described; successful induction 

programs include a type of mentoring between a skilled educator paired with a novice 

teacher, and this includes the practice of frequent observation, reflection, oversight, and 

collaboration between mentor pairs. Practices and perceptions in the professional setting 

were reviewed, including how mentoring and induction practices are perceived by novice 

teachers with respect to personal value and practicality. Lastly, the question of teacher 

retention versus teacher quality was discussed, as the public (or educational researchers) 

should avoid conflating high retention rates and quality of instruction and student 

learning; discerning between what teachers are good fits for the profession and those who 

are not is a crucial aspect in determining the effectiveness of teacher induction programs. 

Relevant leadership literature was reviewed with respect to transformative 

leadership principles, sustainability principles, and servant leadership practices, each 

applied to the education profession. The process of inducting and mentoring teachers is 

essentially a transformative process for the purposes of sustainability of educational 

systems (and of human capital, both for realizing the potential of teachers and students, 

respectively), and is practiced as a professional service to all school community 

stakeholders. The sustainability of an organization is fundamentally a question of 

managing resources effectively, not just for growth, but for diverse application. The 
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teaching profession is unsustainable without a continuous provision of new teachers who 

both enter and remain in the profession beyond their first years.  

There is continuing research in the field which examines the cause and cost of 

teacher attrition and the effects of induction and mentoring as mitigating processes. 

Qualitative studies of this phenomenon are almost exclusively focused on immediate 

impressions or effect of induction on teacher attrition as opposed to reflections on long-

term impact on professional growth. The reasons for teacher turnover as reported by 

literature are numerous and varied, although they provide a means to structure a study 

which may reveal specific, individualized experiences among novice teachers with regard 

to their induction and mentoring experiences. In particular, there is a specific need for 

research which qualitatively examines induction and mentoring experiences through the 

perspective of novice teachers who are just beyond their “survival” years as they reflect 

on whether their respective induction and mentoring experiences affected their decision 

to remain in the teaching profession. 
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CHAPTER THREE: METHODOLOGY 
 

Introduction 

The development and retention of teachers through the introductory, or novice, 

years of their career has become a focus of schools and school districts due to significant 

rates of attrition within the first five years of entering the profession (Ingersoll & Merrill, 

2010; Goldring, Taie, & Riddles, 2014; Haynes, 2014; Gray & Taie, 2015). These rates 

of attrition and teacher mobility are debilitating to schools and districts in terms of 

turnover cost and subsequent recruitment (Alliance for Excellent Education, 2005; 

Barnes, Crowe, & Shaefer, 2007; Darling-Hammond & Carver-Thomas, 2017). In 

response to high attrition and mobility rates among novice teachers, teacher induction 

programs have proliferated in schools and districts (Ingersoll & Strong, 2011; Long, et al. 

2012), and these programs are implemented to address social and systemic/institutional 

factors which have contributed to novice teacher attrition rates (Ingersoll, 2001).  

Formal and structured induction programs for novice teachers typically end after a 

teacher’s first or second year in the profession, and novice teachers continue to leave the 

profession well into the five-year mark of their careers (Carver-Thomas & Darling 

Hammond, 2017). While research has been conducted to investigate the immediate and 

quantitative effectiveness of induction programs on teacher attrition, particularly rates of 

attrition and mobility among novice teachers who have participated in formal and 

structured teacher induction programs (Fieman-Nemser, 2010), the effectiveness of such 

programs beyond the second or third year on novice teachers’ intent on leaving the 

profession has yet to be researched comprehensively. The lasting impact of induction and 
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mentor programming, specifically to mitigate attrition and mobility among novice 

teachers in the early part of their careers requires additional investigation.  

The purpose of this phenomenological study was to explore perceptions of 

teachers in a Midwestern school district of their induction and mentoring experience and 

to examine what aspects, if any, of their induction program affected their desire to 

continue a career in education into and beyond their fifth year of teaching. In this study, 

participants were asked to identify and describe induction and mentoring experiences 

which they perceived to have buffered against an intent to leave the profession as well as 

those which they perceived to have had a lasting or purposeful effect on their professional 

development and efficacy as professional educators.  

Methodology 

This study used a qualitative research design. Primary data were collected from a 

series of semi-structured interviews with teachers employed by a Midwestern, urban 

public school district, and were within one year of their five-year mark in the profession. 

All participants were briefed by the researcher as to the purpose and intent of this study 

prior to the interview date so as to provide an opportunity for participants to retrieve and 

review salient artifacts from their induction and mentoring experiences. Each participant 

interviewed had participated in a formal, structured induction and mentoring program 

provided by their school and the district. Interview questions focused on the participant’s 

value of their induction and mentoring (by a veteran teacher) with regard to their feelings 

of attrition within their first five years of their career (Appendix A).  

Additional questions focused on the participant’s values and dispositions during 

their first year of teaching relative to their current values as a professional educator. The 
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researcher also took field notes, collected artifacts, and bracketed for pre-conceived 

attitudes and opinions on induction and mentoring process and efficacy.  

Research Questions 

The maturation of a professional educator occurs through hours of deliberate 

practice and reflection, beginning the moment a teacher enters the classroom. If a 

systemic priority of teacher induction is to mitigate new teacher attrition, the qualities of 

such teacher induction—those of which are most purposeful to the practical, long-term 

development of an educator—may be difficult to explicitly delineate in terms of value to 

an individual teacher. For example, some teachers may point to quality professional 

relationships developed in their early years, while others may point to administrative 

support as a determining factor in their decision to continue teaching. These explicit 

value judgements are essential in exploring the following research questions: 

1. What aspects of teacher induction programs are perceived by attrition-window 

teachers to have promoted or contributed to a lasting, formative, and/or 

purposeful effect on a continued career in education? 

2. What aspects of teacher induction programs are perceived by attrition-window 

teachers to be unhelpful, superfluous, or even debilitative to their initial years in 

the classroom? 

3. What, if any, aspects of teacher induction programs are perceived by attrition-

window teachers to have promoted or contributed to a desire to seek migration (a 

change in teaching positions) or to leave the profession entirely? 
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Research Design 

This phenomenological study used a semi-structured, narrative design to explore 

the common experiences of novice teachers during their early-career induction and 

mentoring program. Participants were asked to identify and describe individual 

experiences in relation to feelings of attrition through a narrative process. Narrative 

research, as noted by Creswell (2014), is the design of inquiry in which the researcher 

studies individual experiences as related by participants. A narrative chronology offers 

insight into the experiences as themes and patterns emerge from the analysis. Therefore, 

this research utilized a one-on-one, semi-structured interviewing framework with a series 

of sequential, open-ended questions provided by the researcher to facilitate descriptive, 

earnest narratives from each participant.  

This design approach was appropriate in examining early career teacher attrition 

because participant experiences were described to the researcher by those experiencing 

this phenomenon themselves (Creswell, 2014). The inherent flexibility of the semi-

structured format allowed for the researcher-as-interviewer to adapt to emergent, even 

tangential, topics during the interview (Merriam & Tisdell, 2016). The researcher noted 

recurring and emerging themes, and thematic patterns provided the basis for (principally) 

inductive analysis to establish and curate a set of themes salient to the purpose of the 

research study (Creswell, 2014). While the researcher’s primary interest was participants’ 

induction and mentoring experiences and their perceived influence on feelings of staying 

in the profession, the semi-structured research design allowed for numerous tangential, 

though relevant, themes to emerge throughout interviews.  
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Participants/Data Sources 

This study sampled participants (n=10) or until saturation had been achieved. 

Participants were currently employed teachers who had surpassed their tenured year 

(fourth year) in the profession but had not yet met their sixth year. This period of time 

was defined by the researcher as the “attrition-window" in that teachers within this set 

had surpassed the first and/or second “survival” years as classroom teachers, but whose 

limited professional tenure kept them at risk for early career attrition, as established by 

national data. Additionally, all participants were employed by the same Midwestern, 

urban district, and participated in their school district’s teacher induction and mentoring 

program during their first year of teaching.  

The researcher secured permission from the Midwestern school district in order to 

facilitate contact of their employees to voluntarily discuss and disclose their experiences 

during their first-year professional development programs. The researcher requested the 

cooperating school district to identify potential participants meeting the study’s criteria. 

85 potential participants were identified by the district. After the initial correspondence 

with the school district administrator, all contact, recruitment, and correspondence with 

potential and/or established participants was conducted exclusively by the researcher to 

maintain anonymity of those who agreed to participate in the study. As participation in 

this study was voluntary and would require anonymity from school and district 

administration, a random sample was neither available nor appropriate. Therefore, a 

convenience sample (Creswell, 2014) was used to generate an appropriate participant 

group.  
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Out of 85 potential participants contacted (Figure 1), 25 responded to the initial 

email, 10 declined to participate outright, and 15 expressed interest in participating. 

However, three members of the interested participant group did not substantively meet 

the criteria for participation, either because they were hired mid-year and thus did not 

participate fully in their respective first-year induction program or were not formally 

assigned a mentor during that time. Four participants communicated that they were 

unavailable to participate in the researcher’s interview window for personal reasons 

(maternity leave, medical leave of absence, family vacation), and two of these 

participants did not respond to the researcher’s further attempts to schedule an interview. 

Two additional participants were contacted through informal snowballing with early-

study participants who agreed to connect with members of their cohort group who a) 

were on the original list of potential participants provided by the district administrator, 

and b) who were part of the same building faculty as the early-study participant. 

 

Figure 1. Participant recruitment sources.  
Proportion of teacher response to recruitment efforts by researcher. 
 

All participants in this study were over the age of 19, and the interview questions 

were consistent with values and dispositions a novice teacher might expect to have 
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related to experiences in their profession. This study was therefore determined to be 

exempt from the Federal Policy for Protection of Human Subjects by the Institutional 

Review Board (IRB) at Creighton University (Appendix B). Prior to each interview, 

participants received a Letter of Participation (Appendix C) explaining their roles as 

participants in the study, acknowledging that the interview would be recorded 

electronically, and that any and all identifiable data would be kept confidential. Each 

participant received a Bill of Rights for Research Participants (Appendix D) explaining 

the voluntary nature of their participation as well as their right to withdrawal from the 

research study at any time. 

A total of 10 participants were interviewed as part of the study over the course of 

two months. Out of the 10 participants in this study, nine were female and one was male. 

All 10 participants identified as Caucasian as their racial background. The researcher 

notes that while this participant group was not demographically diverse, public school 

teacher demographic data at the national level is commensurately homogenous in terms 

of gender and race: The National Center for Education Statistics reports that 76 percent of 

public school teachers are female (U.S. Department of Education, 2018), and that 82 

percent of public school teachers are Caucasian (U.S. Department of Education, 2016). 

The researcher nonetheless aimed to recruit participants from a variety of teaching 

assignments and content areas to facilitate a diversity of responses and experiences that 

might represent a small, but diverse, cross-section across respective novice teacher 

cohorts. In total, one kindergarten teacher, five elementary teachers, one middle school 

teacher, and three high school teachers were interviewed in this study reflecting a variety 

of teacher assignments and responsibilities (Figure 2).  
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Participants not only reflected a variety of teacher assignments and 

responsibilities, but their respective schools varied in terms of student mobility rate (7% 

to 16%), free/reduced lunch population (26% - 62%), English Language Learner 

population (1% to 8%), and racial demographics. Certificated staff sizes vary according 

to school level and age group, and participants came from buildings with typical 

distribution of staff commensurate with student population size (approximately 25 for 

elementary schools, 40 for middle schools, and 100 for high schools). The variation in 

teaching levels and areas, while assuredly a limiting factor in transferability of this study, 

nonetheless offered multiple perspectives on induction and mentoring program 

experiences within the participating school district.  

Kindergarten Behavior 
Specialist , 1

Elementary General 
Education, 4

Elementary Physical 
Education, 1

Middle 
Math/Instructional 

Coach, 1

High School Special 
Education, 2

High School Math , 1

 

Figure 2. Participant group teacher assignments.  
Proportion of grade level and content assignments/specialist positions. 
  
 The first interview was conducted on January 30, 2018 at 4:30 P.M. The 

researcher achieved saturation of data by the eighth interview on March 5, 2018, although 

two additional interviews were conducted afterward as they had been scheduled and 
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confirmed by the researcher and respective participant. Data collection ended after the 

final interview was conducted on March 22, 2018.  

Data Collection Tools 

The primary data collection tool was the semi-structured interview with each 

participant. Interviews consisted of 8-10 primary, open-ended questions with appropriate 

and relevant follow-up questions as guided by an established interview protocol 

(Appendix E). During each interview, participants described their experiences in their 

district’s novice teacher induction program. Some program variation was expected to 

allow for grade-level and content-area differentiation, building-specific modifications, 

and relevant building-level adjustments to induction programming, and these variations 

were noted by the researcher during interviews. Participants also identified and described 

experiences including mentoring frequency and support, administrative professional and 

personal support, district-level professional and personal support, and perceived impact 

of experiences on current professional practice. The semi-structured design of these 

interviews allowed for the discussion of tangential experiences (Creswell, 2014) as long 

as such experiences coincided with teacher induction, mentoring, teacher preparation, and 

novice teacher professional development experiences. For example, if a participant 

identified and described a non-specific aspect of being mentored—perhaps reporting a 

feeling of strong, personal investment from his/her mentor—the researcher would ask the 

participant to clarify and specifically connect the relevance of that feeling to actions and 

outcomes relevant to the study’s research questions. All questions were reviewed for 

clarity and specificity by educational administrative professionals, education professors, 

and committee members. The interview protocol was strictly adhered to through the 
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duration of each interview to the best of the researcher’s ability, avoiding sharing of 

personal experiences or information in his professional experience as an educator and 

educational administrator. Finally, the researcher used journaling to bracket his biases 

throughout the research process, and to surface any other preconceptions which may have 

undermined the research process (Creswell, 2014). 

Participants were asked to complete a short data sheet (Appendix E) to verify the 

number of years in their current school, the number of years in the profession, their 

participation in a building- and/or district-level induction program, and their participation 

in a building-level mentorship program as a mentee. Participants were given an 

alphanumeric code that corresponded with the alphanumeric code in the digitally-

recorded file in lieu of their names to protect anonymity. To conclude the data sheet, 

participants were asked to indicate their interest in continuing in their teaching 

assignment beyond the end of the school year, or whether they would seek a change in 

grade level, content area, specialization, schools, or school district. The information 

provided by participants informed the researcher in terms of relevant follow-up questions 

to complement the interview protocol. 

Throughout the interview process, the researcher collected data using field notes 

as they became salient to the interview content and process. Field notes included the 

researcher’s perceptions of participant comfort, confidence, certainty, enthusiasm, and 

positivity/negativity to interview topics as they arose. The researcher also noted certain 

topics which seemed to promote more descriptive responses to questions on the interview 

protocol, and the continuity of such topics across each interview informed the types of 

follow-up questions throughout the research study. The researcher also noted the 
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participant’s preference to be interviewed on-site at school as opposed to off-site, and this 

component was considered in relation to the participant’s perceived comfort level, 

confidence, and overall emotional state. On-site notes included condition of classroom 

and school facilities, although since most interviews were conducted off-site, the salience 

of these particular field notes is limited in the context of the overall study. 

The researcher also collected artifacts on the new teacher induction and mentoring 

program if they were preserved by participants. These artifacts were limited as few 

teachers had kept materials from a program in which they participated five or six years 

prior, and any current program materials provided by the cooperating school district were 

current, and thus not consistent with participant experiences from four to six years prior. 

The researcher requested relevant artifacts from the cooperating district administrator, but 

the request was declined due to district policy restricting out-of-district individuals 

accessing materials.  

Data Collection Procedures 

The researcher obtained IRB approval for this research study on January 5, 2018. 

To facilitate organization and scheduling of interviews among participants, the researcher 

divided the initial contact group into four groups of approximately 22 participants, 

alphabetically sorted. Each group was sequentially contacted through an initial email 

from an administrator from the cooperating school district which included the study’s 

Letter of Participation (Appendix C). The researcher then reiterated the opportunity to 

participate, and suggested correspondence according to the participant’s preferred method 

of communication (phone, instant messaging service, a separate email address, Skype, or 

another method) in order to facilitate interest and secure participation in the research 
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study. The researcher made two additional follow-up contacts via email to non-

respondents in an effort to secure interest, in approximately four-day intervals. Once 

interviews had been scheduled from that group’s participants, the researcher contacted 

the next group and reiterated the above process.   

After teachers were contacted by the researcher to confirm their interest in 

participating in the study, each interview was scheduled to ensure that no conflict with 

the participant’s professional/contractual hours would occur. The researcher deferred to 

participant’s preference as to location, first for participant comfort and convenience, and 

then for facilitation and clarity of recording. For each of the interviews, four were 

conducted on-site in the participant’s school (outside of contractual hours), five were 

conducted off-site at a public library most convenient for participants to travel, and one 

was conducted via Skype over the researcher’s computer and the participant’s 

smartphone. One interview initially began at an eating establishment at the participant’s 

request, but it was eventually moved to a nearby public library due to noise level and 

recording concerns. The researcher met each participant’s requests for location and time, 

driving to each interview location as appropriate. 

Prior to the actual research process, the researcher conducted a practice interview 

with a colleague in a separate school district who met the prerequisite requirements to 

participate in the study (as a novice, “attrition-window” teacher who had participated in a 

formal, structured teacher induction and mentoring program). The volunteer interviewee 

was briefed according to the research procedure protocols, and the researcher tested 

questions and follow-up areas as they were relevant to the study. At the conclusion of the 

practice interview, the researcher noted the duration of the interview as well as time spent 
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on each section of questions. The researcher then discussed what the practice participant 

felt about the interview protocol and process. The researcher made minor, but appropriate 

revisions to questions to improve and inform item relevance, detail, and clarity.  

Most interviews were conducted one-on-one with individuals alone in a room, and 

those that were not were conducted with minimal disruptions from environmental noise 

and/or nearby people (with the exception of the interview that was relocated from the 

eating establishment). Public library study rooms provided the best recording 

environment, then classrooms, and then school libraries. One interview was conducted 

over Skype with the researcher at a computer and the participant in a park; while that did 

not afford the best audio quality in recording, minimal problems occurred during the 

interview which interfered with questions and responses. 

Prior to each interview, the researcher provided participants a printed copy of the 

Letter of Participation (Appendix C) they received via email, the Bill of Rights for 

Research Participants (Appendix B), and the Participant Data Sheet for the participant to 

complete in writing (Appendix E). The researcher clarified any aspects of the interview 

process, the nature of the study, and defined any terms relevant to the interview if 

requested by the participant. The researcher also discussed confidentiality practices and 

fielded any questions or concerns from the participant regarding recording, transcription, 

and safeguarding of collected data. Finally, the researcher indicated to the participant the 

approximate length of the interview process but would provide notification to the 

participant if the interview might be running longer than the approximate duration. 

Each recording began with the researcher stating the alphanumeric code used for 

data collation and anonymity and requested that the participant confirm the information 



NOVICE TEACHER REFLECTIONS ON AN INDUCTION 54

provided on the Participant Data Sheet (Appendix E).  The researcher then asked the 

participant to briefly discuss his/her background in education, pre-teaching experiences 

and preparation programs (including collegiate, paraprofessional, or related volunteering 

in school buildings). The researcher reiterated terms to be used in the interview as they 

were defined in the introduction letter, namely induction and mentoring as formal 

programs provided by district and/or building administration and asked if the participant 

required clarification about any other terminology used in the Participant Letter 

(Appendix C). The researcher conducted each interview according to the established 

protocol (Appendix A), with minor digressions occurring to allow for a participant’s 

descriptive process, researcher clarification, and tangents which arose in discussion 

naturally during the interview. In three interviews, the researcher concluded the interview 

to thank participants for their time and candor, and this post-interview discussion inspired 

the participant to further describe feelings about their mentoring or induction experience. 

On these three occasions, the researcher asked the participant if the informal post-

interview discussion could be recorded as it was relevant to the research topic. All three 

participants agreed to restart the recording as an addendum to the formal portion of the 

interview. These addendums were coded consistent with the primary recordings. 

Interviews varied between 35 minutes and 65 minutes in length, with the three 

addendum portions lasting no longer than five minutes each. There were no technical 

issues with the recording process, and the researcher verified the integrity of all voice 

files prior to formally ending each interview. The researcher followed up with each 

participant via email within 48 hours to thank them for their participation in the study and 

to provide availability if the participant had any post-interview questions or concerns. 
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The researcher constructed typewritten transcriptions for each digitally recorded 

interview. Interviews were transcribed by a combination of researcher (three interviews) 

and the Rev.com transcription service (seven interviews), creating a total of 138 pages of 

verbatim transcription. Where appropriate, the researcher manually redacted any 

personally identifiable information (names of participants, schools, district, and other 

geographic information) from the interview transcripts. Both digital recording and 

transcriptions were stored on a private, secure hard disk, and will be kept secure for a 

period of three years after the end of the study. The researcher collected and stored all 

field notes taken during the interviews, collated data by participant and alphanumeric 

codes. The researcher printed three copies of each interview transcript: one copy kept as-

is without markup for readability, one for reflective processing, and a third for thematic 

coding. School demographic data collected by the researcher was also collected and 

collated according to participant, saved digitally, and printed for analysis. 

The researcher acknowledged personal biases in conducting this study, and these 

biases were bracketed prior to the interview, during each interview, and as part of a 

reflective process immediately after each interview. The researcher brought to the 

research sixteen years of educational service, including instructional, leadership, and 

administrative roles. In particular, the researcher had worked in mentoring and mentor 

training programs in another Midwestern district for the past five years. The researcher 

was familiar with mentor and induction programs as planned, implemented, and practiced 

by area public school systems, but did not make comparisons between schools, school 

districts, or related programs in any interview. The researcher disclosed his years of 
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experience as an educator but did not ever disclose experiences in or familiarity with 

induction or mentoring programs of any sort. 

In addition, the researcher allowed for participants to engage with the questions 

naturally, honestly, and as descriptively as possible by providing time to process and 

reflect prior to responding. The researcher avoided offering suggestions and guidance of 

terms unless the participant did not understand a term and asked for clarification, or 

unless the participant asked a direct question to the researcher. All other informal, 

transitional dialogue was noted by the researcher in notes, and any topics which arose 

during this type of conversation noted as relevant to the study was recursively addressed 

by the researcher as a follow-up question. While these experiences were uncommon, the 

informal, transitional dialogue (prompted by either the researcher or the participant) often 

promoted a more engaged, descriptive response by the participant. 

Finally, participants were not provided any form of financial compensation for 

their participation, and this was clearly stated in writing in the Letter of Participation 

(Appendix C) and restated verbally to the participant prior to each interview. Each 

participant stated acknowledgement that there were to be no in-kind services, travel 

reimbursement, or any other type of payment resulting from participation in this research 

study. 

Research Methods 

All relevant participant data was reported by theme, frequency, and/or identifiable 

patterns identified during analysis. Participant responses, quoted verbatim, were analyzed 

to support these areas as applicable. Data was first organized heuristically by research 

question and then by subsequent, related themes identified by thematic coding and 
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analysis. This was completed to answer each of the research questions, with multiple or 

overlapping themes identified according to their relevance and relationship(s) to the 

research questions (Creswell, 2014).  

The researcher used a combination of hand-coding and DedooseTM (2016), a 

software program to assist in the collating and analysis of data. The researcher sought 

software training with program cohorts and colleagues familiar with its particular 

functionality in qualitative data organization, its coding, and inductive and deductive 

analysis, as well as participating in appropriate interactive tutorials for this purpose. This 

software platform was selected due to its usability and popularity among qualitative 

researchers, as well as its data security features. 

This study utilized inductive and deductive data analysis in order to identify and 

establish a comprehensive set of themes from interviews conducted in person by the 

researcher. The researcher analyzed frequency of language and terminology both within 

and across interviews not only to identify specific themes present in the narratives, but 

also to create additional categories beyond the researcher’s anticipated thematic 

relationships as they were deemed responsive to the research, exhaustive, mutually 

exclusive, sensitizing, and/or conceptually congruent (Merriam & Tisdell, 2016). 

Ethical Considerations 

The validation of qualitative research is both a judgement of trustworthiness and 

an assessment of the accuracy of findings (Creswell, 2014). For purposes of verifying 

accuracy and trustworthiness, the researcher used peer reviewing to determine the 

validity of question items. The researcher also consulted with an educational 

administrator with mentoring and mentor training experience to review the interview 
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protocol to better focus the question items and reduce potentially misleading (or leading) 

syntax and/or topics. The researcher also conducted a practice interview with a 

participant who met the prerequisites of the participant group studied, and used the 

experience, discussion, and reflection to inform and improve the quality and clarity of 

question items. This pre-research analysis also improved the fluidity with which the 

researcher was able to conduct interviews and anticipate areas which might require 

further clarity and context. 

All participants in this study were volunteers over the age of 19, and at no point 

did this research study involve physically invasive procedures nor did it incur any risks to 

the health of the participant. This study was therefore determined to be exempt from the 

Federal Policy for Protection of Human Subjects by the Institutional Review Board 

(Appendix B). Prior to each interview, participants received a Letter of Participation 

(Appendix C) explaining their roles as participants in the study, acknowledging that the 

interview would be recorded electronically, and that any and all identifiable data would 

be kept confidential. Each participant received a Bill of Rights for Research Participants 

(Appendix B) explaining the voluntary nature of their participation as well as their right 

to withdrawal from the research study at any time. Since participants were asked to 

discuss and potentially critique programs implemented by their employer, the researcher 

suggested off-site locations in which to conduct interviews. All questions asked by the 

researcher were consistent with values and dispositions a novice teacher might expect to 

have related to experiences in their profession, and interviews were scheduled outside of 

the participant’s contractual hours or extra-curricular responsibilities. 
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The researcher worked to ensure the confidentiality of participants by protecting 

and securing contact information and interview data throughout the study. All 

participants were informed that sharing details of the research study would affect the 

confidentiality, but the researcher ensured that no identifying information in 

correspondence or collected and published in the study itself would be shared with the 

participant’s district employer. Although a district administrator from the cooperating 

school district provided an initial list of names who met this study’s participant 

requirements, no participant was required or influenced by their employer to participate 

in the study. This limitation in contact made it difficult at times for the researcher to 

verify his role as a university researcher to the participant group, as some participants 

were initially skeptical about a researcher obtaining their school contact information; 

however, beyond an initial email provided by district administrator verifying the 

legitimacy of the researcher and his study through Creighton University (Appendix B), 

no further correspondence was sent to potential participants from their district office. 

Additionally, any participant who agreed to connect with cohorts to aid the researcher in 

recruitment for the study did so willingly and without any coercion on the part of the 

researcher. 

The researcher ensured that all data collected, transcribed, and stored by the 

researcher did not include any personally identifying information (names of participants, 

schools, district, and other geographic information), and if present, were redacted from 

transcriptions. All other documents were organized and collated by alphanumeric code, 

and participant names, schools, and identifying geographic information in 

correspondence or in the researcher’s personal organizer was kept private. All research 
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data, files, tangential research, and related information to this study were kept stored on 

private, secured disks. Digital copies of transcripts which were analyzed through the 

DedooseTM (2016) software were saved in the researcher’s password-protected account.  

The researcher acknowledged any potential bias, to the best of his ability, through 

personal reflection and consultation with dissertation committee members in order to 

maintain quality and trustworthiness of data. The researcher’s personal values for both 

tangible and intangible qualities of teacher induction programs and their effects informed 

the interview process, and while such reflexivity (Creswell, 2014) could have interfered 

with the data collection, the interview protocol was reviewed by a professional colleague 

with mentoring and mentor training experience, education professors, and committee 

members. The researcher consciously avoided combining or conflating participant 

experiences with his personal experiences with teacher induction and mentoring, in 

service of prompting participant clarification and/or elaboration of responses. This 

included, though was not limited to, sharing any specific, personal experiences or 

information in his professional experience as an educator and educational administrator. 

To the best of the researcher’s ability, the interview protocol was strictly adhered 

to through the duration of each interview. Finally, the researcher used journaling and 

note-taking to bracket his biases throughout the research process, and to surface any other 

preconceptions which might have affected the data collection process and/or research 

analysis. 

Finally, participants were not provided any form of financial compensation for 

their participation, and this was clearly stated in writing in the Letter of Participation 

(Appendix C) and restated verbally to the participant prior to each interview. Each 
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participant stated acknowledgement that there were to be no in-kind services, travel 

reimbursement, or any other type of payment resulting from participation in this research 

study. 

Summary 

 In Chapter Three, the researcher defined the purpose of this study as an 

examination of novice teachers’ value of personal induction and mentoring experience 

for two purposes: first, to better understand which practices were perceived to buffer 

against an intent to leave the profession, and second, to determine if any such practices 

have had a lasting, formative, or purposeful effect on a continued career in teaching. 

 Three research questions were defined to be informed by participant responses: 

what aspects of teacher induction programs are perceived by attrition-window teachers to 

have promoted or contributed to a lasting, formative, and/or purposeful effect on a 

continued career in education; what aspects of teacher induction programs are perceived 

by attrition-window teachers to be unhelpful, superfluous, or even debilitative to their 

initial years in the classroom; and what, if any, aspects of teacher induction programs are 

perceived by attrition-window teachers to have promoted or contributed to a desire to 

seek migration (a change in teaching positions) or to leave the position entirely. 

 The research methodology was described as a qualitative, semi-structured 

interview process to explore the phenomenon of attrition among early-career teachers. 

The researcher used a consistent protocol vetted by experienced educational leaders as 

well as dissertation committee members, and this methodology was determined to be 

appropriate for examining the study’s research questions. Participants consisted of 

teachers between their fourth and sixth years of experience, beyond their novice years, 
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but within the mean range of teacher attrition, reported nationally by research. All 

participants had experienced a formal program of teacher induction and mentoring during 

their first two years in the profession. 

 The researcher described the method of participant identification with assistance 

from an administrator from the participating school district and detailed the process with 

which potential participants were contacted. All interviews were conducted at a location 

and time deferring to the respective participant’s comfort and preference, although all 

participants were given an opportunity to be interviewed at an off-site (non-school) 

location. All interviews were conducted outside of the participant’s contractual hours 

and/or extra-curricular responsibilities. 

Data collection tools, electronic transcription, secure handling of interview data, 

and analysis were described. Ethical considerations, including the researcher’s own bias 

as an educator and educational leader, were acknowledged and a reasonable process to 

validate qualitative research was established. 
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CHAPTER FOUR: FINDINGS 

Introduction 

The mitigation of novice teacher attrition and mobility has become a focus of 

schools and school districts, particularly during the first five years of entering the 

profession (Goldring, Taie, & Riddles, 2014; Gray & Taie, 2015; Haynes, 2014; Ingersoll 

& Merrill, 2010). These rates of attrition and teacher mobility are debilitating to schools 

and districts in terms of turnover cost and subsequent recruitment (Alliance for Excellent 

Education, 2005; Barnes, Crowe, & Shaefer, 2007; Darling-Hammond & Carver-

Thomas, 2017). School districts have developed and implemented programs of induction 

in order to mitigate the rate of attrition among teachers in their novice years (Ingersoll & 

Strong, 2011; Long, et al., 2012) and to respond proactively to the economic, social, and 

systemic/institutional factors which negatively affect a novice teacher’s desire to remain 

in the teaching profession (Ingersoll, 2001). Research has investigated the immediate and 

quantitative effectiveness of induction programs on teacher attrition, including rates of 

attrition and mobility among novice teachers who have participated in formal and 

structured teacher induction programs (Fieman-Nemser, 2010).  However, the 

effectiveness of such induction beyond the second- or third-year on novice teachers’ 

intent on leaving the profession is in question, and such induction efforts to mitigate 

attrition and mobility among novice teachers deserves additional investigation.  

The purpose of this phenomenological study was to explore and examine what 

aspects of an induction program are perceived by novice teachers in a Midwestern school 

district to have affected their desire to continue a career in education beyond their first 

five years in the profession. This study explored teacher perceptions to better understand 
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which, if any, induction practices were perceived to buffer against an intent to leave the 

profession within the first five years of teaching, and second, to better understand which, 

if any, induction practices were perceived to have a lasting, formative, and/or purposeful 

effect on a continued career in education. The following research questions guided this 

qualitative study:  

1. What aspects of teacher induction programs are perceived by attrition-window 

teachers to have promoted or contributed to a lasting, formative, and/or 

purposeful effect on a continued career in education? 

2. What aspects of teacher induction programs are perceived by attrition-window 

teachers to be unhelpful, superfluous, or even debilitative to their initial years 

in the classroom? 

3. What, if any, aspects of teacher induction programs are perceived by attrition-

window teachers to have promoted or contributed to a desire to seek migration 

(a change in teaching positions) or to leave the profession entirely? 

 This chapter provides an analysis of the data collected and collated for this study, 

organized thematically and by presence and frequency of codes created by the researcher. 

The principal source of data was a series of ten interviews with teachers in the fourth 

through sixth year of their careers in a Midwestern, urban school district. Each participant 

had participated in a novice teacher induction and mentoring program implemented by 

their school district during their first year of teaching and reflected upon their experiences 

and values of such experiences during their respective interviews. While each participant 

participated in their district’s induction and mentoring program in a systemic manner 

with professional development goals applicable to all novice teachers, programming was 
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differentiated to accommodate for specific content-area needs and practices appropriate 

for grade-level assignments. For example, a high school teacher and an elementary 

teacher both would be required by the district to regularly attend professional 

development meetings with their novice cohort group, but their professional development 

discussions and/or training seminars would align to the teacher needs, respectively. The 

researcher noted these variations in participant induction experiences as being 

appropriately differentiated for participants and within the induction framework 

developed and implemented by the district. Field notes generated by the researcher 

during and after interviews were conducted served as an additional data source.  

Presentation of the Findings 

Data Organization and Procedures 

Organizing content-oriented data for subsequent coding and analysis requires a 

specific framework in which the researcher operates with fidelity, either with a 

hierarchical or interactive process (Creswell, 2014). Field notes and interview materials 

were analyzed separately by the researcher at first, and then cross-referenced by 

participant data in order to test for material integrity. The researcher carefully interpreted 

interview ideas and values in order to develop valid, relevant codes for subsequent 

theming and analysis. For example, the researcher compared interview data according to 

participant years of experience (four, five, or six years in teaching), then by participant 

grade level/building assignment (elementary, middle, or high school), then by pre-service 

experience (collegiate-only preparation, education-related experiences, or non-school-

related experiences). These examinations revealed additional themes which were 

purposeful to the analysis described throughout this chapter. 
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All interviews conducted by the researcher were recorded digitally and 

transcribed verbatim. For each interview, the researcher first read through the printed 

transcript along with the audio recording, noting inflection, emphasis, and certainty of the 

participant’s responses. The researcher also noted more generalized comments about the 

flow, tempo, and ease of the interview, adding marginal notes and ideas as appropriate. 

During this preliminary review, the researcher noted frequency of ideas and phrases, and 

this hand-coding process improved the researcher’s immersion in the data. The researcher 

then used the DedooseTM (2016) software platform to organize the hand coding into more 

manageable themes, and this recursive process promoted generation of more salient, 

detailed qualitative codes suitable for detailed analysis. 

Five main themes emerged from the data: 1. Perception of Mentoring and 

Induction on Mitigating Attrition; 2. Values of Induction Materials and Content; 3. 

Values of Mentoring and Support; 4. Dispositions of Novice Teachers; and 5. Building 

and Sustaining Relationships. The researcher identified patterns in the coding, noted 

presence and frequency of codes by theme, and noted similarities and differences across 

codes by participant descriptors. Relevant subthemes in each area are presented as 

appropriate. 

Descriptions of program improvements or suggestions varied by participant. 

While these descriptions do not deviate much from the five main themes established 

above, the specific descriptions provided by participants warrant a discussion at the end 

of this chapter both as a synthesis of participant values and also to transition into Chapter 

Five: Conclusions and Recommendations.   
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Descriptions of Induction Content and/or Activities 

 Data in this area were coded to both identify and classify specific descriptions of 

induction content and/or activities so consistency of program components as experienced 

by participants could be examined. These descriptions served to anchor and contextualize 

subsequent participant responses during each interview and would allow the researcher to 

establish salient connections to each of the study’s three research questions.  

As part of the prerequisites for participation in this study, all interview 

participants indicated they received a year-long program of induction established by their 

school district. The researcher examined participant familiarity (and recollection) of 

various types of induction activities during their novice year of teaching. Activities, 

training, and content during induction were coded into seven distinct categories: 

acclimatization activities to the geographic area and school district; behavior-focused 

seminars and training; content-area-focused training; policy-focused training, including 

compensation and benefits information; specialist training during instruction, particularly 

special education training; technology-based training and instruction; and general 

pedagogy. Participant descriptions of these activities varied in terms of interview 

presence and code frequency (Figure 3). 



NOVICE TEACHER REFLECTIONS ON AN INDUCTION 68

 
 
Figure 3. Descriptions of Induction Content/Activities. Induction content organized by 
presence in participant interviews. 
   

 Technology-based training and instruction. The most frequent aspect of 

induction content and activities mentioned by participants was technology-based training 

and instruction, appearing 14 times in seven separate interviews. These experiences were 

often described as orientation to software and platforms proprietary to the district. One 

participant said, “I know that the first quarter that we met had some technology 

components built in [related to] being a Google district, so utilizing Google Drive and all 

the things you can implement [using the platform] in your classroom.” Other participants 

related their technology training seminars as practical for daily use, such as for grading, 

classroom websites, district email and communications, and collaborative/messaging 

systems. Participants employed in special education also identified software used for 

special education management and record-keeping during their novice induction. One 

participant said, “They had [student record keeping platform], which is our program that 

we write the [Individualized Education Plans] on. So, they went through step by step, like 
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what it should look like on each page and how to function through the program and 

where to go [to] find the things you need.”   

Research participants often viewed these technology training and seminar 

experiences as positive and/or practical in their novice year, and these values will be 

discussed in greater detail later in this chapter. 

Acclimatization activities to geographic area and/or school district. The 

second-most frequent induction topic mentioned was acclimatization activities to the 

geographic area and/or school district. Participants identified and described these 

preliminary induction experiences as orientative or acclimatizing in nature. These 

experiences were mentioned nine times in seven separate interviews, with participants 

describing participating in physical tours of the school district and geographic area. One 

participant said: 

When we started, we got a complete building orientation and orientation to the 

community. It was kind of mixed with the district because at some of the events, 

like the tour of the community, we had a luncheon at [historical venue]. 

Another participant shared a similar experience as having an effect on their 

familiarity with novice cohorts and new district personnel: 

We actually took a bus tour through [geographic area]. You know, guided bus 

tour, just explaining the area, showing you were different things were. Then we 

actually got to go to [historic venue] and have a luncheon with all the new 

teachers, all the new administration, and [this experience] helped you get 

acquainted with the area. 
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All participants who described acclimatization activities as part of their induction 

experience noted that these experiences occurred well ahead of their instructional duties 

at the beginning of the school year. 

Content-area-focused training during induction. Participants mentioned 

content-area-focused training and materials seven times in five separate interviews. 

Participants described training and materials as being relevant to their respective 

content/curriculum areas during their induction experience, and those who mentioned 

these experiences generally associated them with practicality and usefulness in their 

classroom practice. One participant said: 

The year that I stared, they were implementing new guided reading---that was 

helpful because I was using it right way. I felt like, and a lot of the other teachers 

talked about it being easier for you [because] you don’t have to unlearn anything 

later. 

Another participant appreciated the immediate practicality of curriculum content 

shared during their induction:  

The ones that were most useful were the ones where we had the hands-on stuff, 

where we actually had our curriculum book. We had [a] specific topic---they had 

us bring our teacher and student book [and] they showed us how you would teach 

it for each week. 

Some participants noted that this curriculum training was shared through the 

mentor relationship, rather than in formal professional development settings. One 

participant said, “[I] didn’t have any specific curriculum that we went to training for, but 

we did that with our mentor [and they] were able to give us some of that specific 
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curriculum information.” Some teachers noted their curriculum experiences as lacking in 

practicality, which will also be discussed later this chapter. 

Behavior-focused seminars and training. Five participants mentioned these 

behavior-focused seminars and training in their respective interviews, each of whom 

related their experiences to the specific student behavioral program utilized by the school 

district during their induction period. Participants identified specific topics related to 

behavior management, discipline, and interventions. One participant said, “At the time, 

we were big into [the district’s behavior program] and improving social skills, and we’d 

actually go over these social skills and we’d role play how to apply those to our 

classroom.”  

Another participant said, “[The district’s behavior program] was just different 

ways of supporting positive behavior in the classroom and handling various behaviors 

within our classrooms.” Participants who identified and described this particular set of 

experiences did not provide any evaluative statements (positive or negative) regarding 

effectiveness or practicality of these training seminars. 

Policy-focused training. Five participants mentioned experiences relating to 

district policy training and information. These included compensation and benefits 

information, insurance, and general human resource information. One participant said, 

“Some of it was just the paperwork logistic stuff that you have to go through whenever 

you start a job like benefits…” Another participant said, “It was all of the insurance 

information [during] part of the first day and then you would go into the housekeeping 

information they needed for the district.” Another participant found value in these 

materials, however, saying, “There was a lot—maybe too much at first—to take in, but 
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you understood right away that these materials were really important when you are 

starting your career, so I just organized it all and prioritized it for later.” 

General pedagogy. Generalized pedagogical experiences were mentioned briefly 

in a few interviews. Four participants described their induction programing as embedding 

time and practice for classroom organization, co-teaching strategies, and lesson planning. 

These experiences were usually shared with their paired mentor. One participant said, 

“[Our meetings] included work time at your school, just to make sure that you have a 

little bit of extra time to get ready what you needed to in your first year of teaching.” 

Another said, “We spent that whole first three days to get curriculum, work with our 

mentor, and start laying out lesson plans.” A third participant said, “[My mentor] helped 

me set up my classroom, get introduced to all the curriculum, and really helped me out 

with tips that a new teacher might not know.” 

Specialist-focused training. The three research participants who were employed 

as special education teachers during their novice year described specialist-focused 

training and seminars as part of their induction experiences. This type of training became 

the principal focus of their early induction experiences with a more intensive focus on 

record-keeping, developing IEPs, and computer-based use. These experiences were 

mentioned six times in the three interviews with special education teachers. One 

participant said, “I had to do different things to learn the forms and the system that’s used 

for all of the special education documents.” Another said, “Definitely, the special 

education training was necessary, just to hear from the district and what policies they 

were emphasizing---because that can vary from district to district.” 
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One participant employed as a high school special educator described a focus on 

transition steps for students receiving special education services who graduate or leave 

the school system: 

We did a transition training, which was focused on the special education students 

as well as for the high school teachers [themselves], and there was about two or 

three of us in that program that focused on transitioning the kids and talking about 

life after high school, what we would do in that process, and running some 

scenarios, etc.  

Perception of Induction and Mentoring on Mitigating Attrition 

Data coded in this area more specifically connect to Research Questions One and 

Three. Participants responded specifically to inquiry about their personal values of 

induction and mentoring experiences relating to a desire to leave the profession during 

their novice years. This inquiry was articulated by the researcher, not as an assessment of 

induction and mentoring effects isolated to a participant’s first year of employment, but 

rather, the participant’s assessment on a continued effect to remain in the teaching 

profession throughout their novice years. Participants often supplied value statements 

related to their description of their induction and mentoring experiences themselves, but 

the responses in this area of inquiry focused on whether or not the participant felt these 

induction and mentoring experiences had a lasting effect beyond their first year of 

teaching on mitigating feeling of attrition. 

 Participant responses were coded into three separate categories based on values 

expressed in their responses, separately for induction experiences and mentoring. First, 

participants identified and described experiences positively, as having a mitigating effect 
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on a desire to leave the profession; second, participants identified and described 

experiences negatively, as increasing a desire to leave the profession; and third, 

participants identified and described experiences neutrally, as having a negligible effect 

on a desire to leave the profession. These data appear in terms of interview presence and 

code frequency in Figure 4. It is important to note that there were no value statements 

coded to positive or negative effect under induction support/content, and there were no 

value statements coded to negative effect under mentoring support. 

 

Figure 4. Perceptions of Induction and Mentoring on Mitigating Feelings of Attrition. 
Participant Perception codes organized by presence and frequency of value statements in 
interviews. 
 

(Neutral) Induction support/content had negligible effect on desire to leave 

profession. In all 10 interviews, participants indicated that the content described as part 

of their induction experiences had a negligible effect on a desire to leave the profession. 

In these responses, the researcher asked participants to isolate experiences outside of 
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mentoring they received during their novice year, focusing only on their value of 

induction content they identified and described during their respective interviews. These 

experiences were mentioned 18 times across all participant interviews.  

In coding value statements as having neutral or negligible effect on participant 

feelings of attrition, the researcher noted comments indicating indifference. For example, 

verbatim analysis identified comments in this area such as “I don’t know,” “I’m not 

sure,” or, “Not really,” with more frequency. In four separate interviews, when the 

researcher asked, “What elements, if any of your induction experience do you feel have 

had a negative effect on your decision to continue your teaching career?” participants 

each responded with “I can’t think of anything.”  One participant articulated feelings of 

induction effect in a respective (if not representative) manner: 

I don’t really know if there was anything that was… I think everything was useful 

in its own way. I can’t say there was ever really any wasted time, because it was 

all pretty specific, and then if you weren’t working that specific thing with a 

whole group, you were back in your classroom and being able to get ready and 

prepared for your first year of teaching. Off the top of my head, I can’t really 

think of too much there. 

Another participant expressed indifference or ambivalence toward induction materials 

and content: 

It was never too much where [I felt] I’m not going to do this anymore---those 

weren’t really things that came into my mind with it.  I wouldn’t say that the 

actual professional development really put into my decision for being a teacher 

the second year. 
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In interviews where participant’s initial value statements were more ambiguous, 

the researcher repeated or restated the inquiry into whether induction experiences 

negatively affected the participant’s decision to continue his or her teaching career. One 

participant said, “It was kind of just part of the first year of teaching… I kind of expected 

some of that stuff [so] it never negatively affected me.” 

Another participant responded similarly, stating that a negative school climate had 

more of an effect on feelings of attrition than any induction programming did, saying, “I 

would say that the atmosphere in my first year of teaching—if that would have continued, 

I don’t think I would still be teaching. The atmosphere, yeah, the school climate [was 

negative].” 

Lastly, three participants did provide comments which initially skewed 

negatively, but in each of these instances, participants clarified responses indicating a 

more neutral assessment of their induction experience as mitigating feelings of attrition. 

Participant 1: [Induction] was for sure exhausting. I remember going home a lot 

and just passing out right away because it’s exhausting, but I don’t think I ever 

thought, “I can’t do this.” 

Participant 2: Right away, it overwhelmed me, like, “Is this what it’s going to be 

like, am I supposed to know everything right away?” And then once I got into it, 

that stuff didn’t feel as overwhelming, so it didn’t affect me negatively overall. 

Participant 3: At first, it was something I really didn’t want to do. [However,] in 

any profession, you’re going to have things that you have to do that you might not 

enjoy as much, so I can just put that on the list that maybe the trainings [were] 

somethings I didn’t particularly care for, I suppose. 
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(Positive) Mentor support mitigated desire to leave profession. Outside of 

interview responses which described a (then) immediate perception and value of their 

novice year’s mentoring experiences, participants expressed positive value statements in 

seven of 10 interviews, with one participant expressing both positive and neutral value 

statements in an additional interview—in this case, the participant worked with two 

different assigned mentors during the year due to circumstances outside of the 

participant’s control. Positive value statements regarding mentor support mitigating a 

desire to leave the profession were expressed by participants 16 times in eight interviews. 

Participants regularly expressed positive personal and professional feelings towards their 

mentor as they described the support they received their first year. One participant said: 

Definitely my first year of teaching, if it wouldn’t have been for my mentor, it 

would have been a lot more of a question if I was going to come back and teach 

my second year. It was very evident that I loved the kids, I love teaching, and so I 

continued. [My mentor] made it easier going into my second year of teaching.  

Another participant expressed a similarly high-value of the mentor relationship and 

support during their first year with high certainty statements: 

Positively, definitely—Especially the informal relationships that I made with my 

teachers, but then with my mentor himself, he was very knowledgeable, and 

again, I could ask him any question I had and he was there for me. I never felt 

isolated in any sense, in any part of my first year. 

One participant expressed high-value statements regarding the impact of mentoring on 

professional development relative to other induction programming: 
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The mentor and mentoring, absolutely, 100% [impacted a desire to stay in 

teaching]. I like learning new things, and I’ve liked meeting in that district level, 

but having that at the building level with my mentor was much more important. 

Participants also identified and described a significant personal investment from 

their mentors during their first year of teaching. One participant described the personal 

support as, “reassuring, because she just told me that it was going to be okay.” Another 

participant expressed appreciation for the personal support from their mentor: 

The relationship my mentor tried to form was at first professional, but then we 

became good friends after that. She knows because I tell her that all the time. 

Two participants mentioned the mentor’s impact on developing their own 

professional confidence in the classroom as a positive factor in their decision to remain in 

the profession: 

Participant 1: She really helped give me confidence in different strategies and 

skills to be a better teacher. And having her right there, I was able to observe her 

at times, and as well observe her interactions in teaching. I could pick different 

things from what she did. 

Participant 2: I think the most important was that she had just dug a little bit 

deeper to ensure that this is 200% what I wanted to do, because she’s really 

helped instill that confidence. 

(Neutral) Mentor support had negligible effect on desire to leave profession. 

Two participants indicated that their mentoring had a neutral or negligible effect on their 

decision to remain in the profession, with the additional participant (described above) 

sharing a positive perspective as well. These sentiments were identified and shared by 
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participants four times in three separate interviews; it is important to note that these 

participants also described their mentor pairings as poor and/or unsuccessful, described 

later in this chapter. One participant said, “I think my decision to continue teaching was 

very much in spite of some of the support, or the lack of support with my mentor that first 

year.” Another participant described their mentor relationship as secondary to the 

relationship they had with their students, at least in terms of an impact to remain in 

teaching: 

I think the relationship that I built with my students, it’s a huge part of teaching. 

So, I think for me, that relationship with my students was much more important 

than my relationship with my mentor [in deciding to remain in the profession]. 

Values of Induction Materials, Activities, and Content 

Participants expressed values of their induction programming materials, activities, 

and content in both positive and negative contexts, regardless of a more generalized, 

neutral perception of induction effect on mitigating feelings of attrition. Data coded in 

this area directly applied to Research Questions One and Two. Overall, the distribution of 

positive and negative codes and themes were disproportionate in presence and frequency 

(Figure 5). Participants expressed negative perceptions or frustration with creating 

substitute plans to accommodate for induction-programming-related absences from the 

classroom, timeliness of induction materials and content, and practicality of induction 

materials and content. Inversely, participants expressed more positive values toward 

induction material and content as well as a specific value of technology training. This is 

important because despite the discrepancy between positive and negative values coded in 
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this thematic area, the presence and frequency of negative elements did not compound or 

reduce a holistic desire to stay or leave teaching, discussed later in Chapter Five. 

 

Figure 5. Values of Induction Materials/Content. Positive and Negative Values of 
Induction Programming coded and organized by presence and frequency of value 
statements in interviews. 
 

 (Positive) Valued practicality of induction material/content. Participants 

expressed positive sentiments for or towards professional development materials shared 

through their induction programming in nine interviews, with 20 identified mentions. 

Participants indicated an overall appreciation for what was often the assumed, or 

potential, value of the induction programming content, if not its immediate application. 

This discrepancy of “valuable, but not that valuable right now” is described later in this 

section. Orientation programming, whether to district policies, curriculum, or 

instructional practices was identified and described by participants as being particularly 

valuable. One participant said: 

Actually, I was pretty impressed with how they did the orientation and how they 

had thought through what was needed by the majority of the teachers and how it 
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was structured. They did try to limit the number of days… so we knew what to 

come back to and it just didn’t get lost in the list of things as a new teacher that 

you make for yourself. 

Participants generally regarded curriculum-based induction programming to be 

most valuable if it were more practical or applicable in the first-year teacher’s classroom. 

One participant said, “The [induction materials] that were most useful were the ones 

where we had the hands-on stuff, where we actually had our curriculum book.” Another 

participant expressed a more neutral sentiment about curriculum-based induction 

programing, saying, “I don’t ever recall coming back and saying, ‘That was a waste of 

my time’ because I know that there are times where maybe I would have liked to be in 

the classroom; however, I don’t think that I was wasting my time overall by being in that 

training.” 

 (Positive) Valued technology training, content, or materials. Participants 

across the fourth, fifth, and sixth year cohort groups identified and described induction 

programming elements specific to technology seminars and training as being valuable to 

their first-year teacher needs in five of the 10 interviews. Technology-focused induction 

programming varied depending on teacher assignments and specialist positions, yet 

participants identified these experiences most positively outside of orientation-focused 

programing (policy or curriculum, etc.) One participant said, “[The district trainers] were 

pulling me up to teach good things… it was on technology and we used it with the 

writing program here [with] lots of good information.” Another participant identified the 

district’s technology initiatives as part of a commitment to educational technology, 

saying, “[The district] was starting to get to that technology here, [and] they were 
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wanting to implement it. A lot of the PD days had to do with the things you could 

implement into your classroom that were technology-based.” 

 Participants in special education also expressed positive values toward 

technology-focused programming during induction, as their training typically focused on 

improving their proficiency with the district’s information and management system for 

students in special education. One participant appreciated the practicality of training as 

she used it daily:  

They had [special education platform] training, which is our program that we 

write the IEPs on. So, they went through step by step, like what it should look like 

on each page and how to function through the program… where to go and find the 

things that a teacher might need. 

Another participant shared a similar experience, saying, “We needed to learn this 

system for our IEPs, and it was difficult at first to learn, so I am glad that we took the 

time at the beginning to learn and eventually master those things.” 

(Negative) Frustration with timeliness of induction content or materials. 

Participants related numerous frustrations with the practicality of induction programming 

due to it being perceived as asynchronous to their needs and/or novice teacher 

development. These experiences were mentioned 24 times in eight separate interviews. 

As noted earlier, many participants contextualized their comments with their 

understanding of potential usefulness and application, but most described their 

experiences as having limited application due to timeliness, particularly in the first weeks 

or months of the year when teaching is an overwhelming experience for new teachers.  
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Participant 1: You just can’t expect… the times that they were helpful, well, 

instead of this initial onslaught of information overflow, [I wanted] something 

that was a little more spread out, so that there is time to implement and use it. 

Participant 2: There were so many things that they were throwing at you, and it 

was… because there was so much, it would have been more beneficial to me if 

there was more time to just practice it, I guess. 

Participant 3: I was drowning so much, and there was literally no time to 

implement any of it; although there was really good information there, it was like, 

I’m drowning, and you’re throwing me a lead anchor. 

Participant 4: It seemed like such a blast of information, I don’t know, it’s been 

several years since I’ve gone through that but I don’t know how much I really 

retained because it’s your first day on your first job in your brand-new career. 

Participants also described their frustration with repetition of induction 

programming throughout their first year, either through redundant district-level 

experiences or building-level experiences which repeated district-level programming 

regarding curriculum objectives: 

This sounds really rude, but some of it felt like it was a waste of time, like things 

that were super repetitive… you had to go to it because you were a new teacher 

even though I was past that [material]… It’s really helpful to know the 

curriculum, of course, but I feel like to be successful and survive as a teacher, you 

need to know the day-to-day before you can be really successful. 



NOVICE TEACHER REFLECTIONS ON AN INDUCTION 84

Another participant said, “Just being able to hear some of the information was 

probably beneficial, although at the time it was frustrating because I was probably going 

to hear it again.” 

 (Negative) Frustration with practicality of induction content or materials. 

Participants identified and described experiences during their induction programming 

they perceived to be negative during their first year of teaching in eight interviews in 17 

instances. These experiences were often shared in conjunction with the earlier-mentioned 

positive sentiments towards such programming, but participants regularly identified them 

as applicable to their teaching, but without much opportunity to practice such application. 

One participant related the experience as frustrating, saying, “They kind of just talked to 

us the whole day about how to do it instead of showing us how to do it, [and it did not 

matter] what we were actually talking about.” Another participant said, “It was kind of, 

‘Here’s the manual, teach the writing from here.’ I love writing, but I just don’t think it’s 

quality and not helping develop the students’ writing ability.” One participant described 

the first week of school as problematic due to lack of curriculum training, saying, 

“[Administrators told me], ‘Here’s your book,” and I started off a week behind on day 

one because all this time, I thought I was going to have someone to lead me through the 

lessons [and] the pacing guide.” 

Another participant related frustration with having lack of training with the 

program of study, when a cooperating teacher had gone through the required training one 

year prior: 

One of the things that would have been really helpful is to have had some more 

guidance through the curriculum. For example, the math program was introduced 
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two years prior to when I started… my cooperating teacher [who] I was working 

with had all the training the year before… but the next year, nobody got any 

training including the new teachers [us] on that.  

 (Negative) Frustration with creation of substitute plans. Participants identified 

and described the creation of substitute plans required for them to attend induction 

programming during their instructional time as a significant frustration. Seven 

participants mentioned having to write substitute plans. These types of frustrations were 

identified as either compounding issues with induction programming timeliness, or being 

a separate frustration themselves: 

Participant 1: I’m like, I did all these sub plans, I should be back in my classroom 

getting work done, and that was the feeling [I had]. 

Participant 2: I thought there was useful information, but I was drowning so 

much, and then on top of drowning… and every teacher knows, sub plans are the 

worst thing in the world to do. 

Participant 3: Just not knowing exactly what would be beneficial to a sub, not 

knowing, just never writing [sub plans] before… I just wanted everything to be 

perfect, so I just sat there and did lesson plans. I walked out with our custodian at 

9:30 P.M. 

Participant 4: I think it was not necessarily the stress of me finding a sub, but 

being a first-year teacher and having to plan for a sub, planning to be gone from 

my students, all just being within the first year… it’s hard to be gone. 

Participant 5: I remember as a new teacher thinking, “How do I write a sub plan?” 

And that was, well, that happened right away. 
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Participant 6: It’s kind of one of those things where you’re going, “I could be 

doing so much more if I were back in the building rather than writing a sub plan 

and attend this,” but I tried to stay positive. 

Values of Mentoring and Support 

 Data coded in this area directly connect with Research Questions One and Two. 

Interview participants identified and described experiences of the mentoring relationships 

they had during their first year of teaching. Participants related their experiences, 

positive, negative, or otherwise, with the mentor they were assigned at the beginning of 

their first year of teaching. In addition, participants described any other collegial 

relationship which they identified as being mentor-like in practice, and these experiences 

were coded as “informal” mentor relationships as they occurred outside of the induction 

programming implemented by the district and building. In this study, two of the 10 

participants indicated having an overall negative experience with the mentor they were 

assigned at the beginning of the year, although one of these participants described 

changing the formal mentor midway through the year. The other eight participants 

viewed their mentor experience as overall being positive. Participants identified five 

types of mentoring experiences as valued positively by participants: Personal Support / 

Reflection Support; Support from Informal Mentors; Availability of / Proximity to 

Mentor; Same Grade Level / Content Area Assignment as Mentor; and Areas of Other 

Support Systems in Building or District. Participants negatively valued two types of 

mentoring experiences: Poor Mentor Pairing and Difficulty Working with Staff Members. 

(Figure 6).  
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Figure 6. Values of Mentoring and Support. Positive and Negative Values of Induction, 
Mentoring, and Support coded and organized by presence and frequency of value 
statements in interviews. 

 
(Positive) Valued personal support and reflection. Nine participants identified 

and described positive aspects of their mentoring relationship in terms of personal 

support and reflection 25 times. These descriptions focused primarily on the cultivation 

of not just a professional relationship, but a personal, supportive relationship which 

fostered regular periods of discussion and reflection. Participants identified their 

respective mentor’s personal support far more often than the professional 

supports/aspects described later in this section, and shared these experiences with 

enthusiasm and continued fondness and respect for their mentor: 

Participant 1: My mentor would drop everything to help me whenever I asked. 

I’ve heard of some terrible mentors who felt like they were competing [with their 

mentee] instead of working with them, but we worked so well together. 
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Participant 2: Absolutely, 100% [my mentor] was really just willing to give me 

anything I needed… she checked in with me, sometimes just randomly, “Hey, are 

you doing okay?” I just felt she really cared and she wanted to see me succeed. I 

was… more plugged into that school because I felt really supported. 

Participant 3: We would discuss things quite often. We’d usually stay after school 

for a good 45 minutes [or an] hour, and we would talk about how things were 

going. 

Participant 4: I had a fabulous mentor [who] was assigned to me. We were a 

similar age, and [it] was just really helpful, very calm, and anytime I had a 

question, she was always available. 

Participant 5: Just checking in and saying, “I’m just right here, you can come to 

my room and…” Knowing that I had help if I wasn’t sure what to do. 

Participant 6: It helped [us] build a relationship outside of work, too. My mentors 

became my friends. They invested in me personally. I do think that can be a 

difference sometimes if someone is mentoring to get the paycheck… [however] 

the people that I had bought into me and made me believe that “we’re a team and 

we’re going to be here for you.” 

Participants who identified and described having a personal, supportive 

relationship with their respective mentor often remarked that availability of and 

proximity to their mentor were positive factors in their relationship; however, these 

qualities were coded separately by the researcher to distinguish between a personal 

availability to one’s mentor and a professional availability/proximity which is described 

later in this chapter.   
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(Positive) Valued support from informal mentors. All participants identified 

and described creating and cultivating mentor-mentee relationships with colleagues who 

were not their assigned mentor. Informal mentor relationships were mentioned 24 times 

across all interviews, and these experiences were consistently described and valued 

positively, regardless of whether or not the participant described having a positive 

relationship with his or her assigned mentor. In fact, each participant in this study 

described having had a significant professional and/or personal relationship with a 

colleague who provided either professional support (instruction, curriculum, assessment, 

etc.), personal support (orientative and reflective), or both. One participant described 

having a system of support consisting of various informal and formal mentor 

relationships: 

[I received support] a little bit from everywhere. Teachers would say… don’t 

worry, it’s going to get easier, it’s going to get better. The fifth-grade teacher I 

worked with, she said that quite a bit. The speech pathologist that had started had 

a whole career in another state and then came here to teach—she was very 

positive for me in a different capacity, but with more “Hang in there, we’re in this 

together” type of thing. 

Another participant described a similar relationship with a grade-level teacher 

who provided mentorship in a more collegial manner: 

My other fellow fourth grade teacher, she’s been teaching for nine years [now]. 

She’s kind of the one I would lean on [if] I wasn’t sure 100% how to do this 

science lesson. I’d ask, “Can you show me a better way to make this engaging for 

the students?” I would use her help similar to the way I did my mentor—it was 
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different because my mentor had so much experience, but with [the fourth-grade 

teacher], it’s more like talking to a peer. More of a brainstorming type of thing. 

One participant valued the informal mentorships greatly, describing them as 

career-savers during the first year of teaching: “They are what kept me going and kept me 

alive with the encouragement… saying, “Okay, you can do this,” or popping in, “You’re 

doing good.”  

In the two cases where participants described having been paired poorly with their 

assigned mentor, both described seeking out and relying upon informal mentorship in lieu 

of their assigned, ineffective mentors: 

Participant 1: The most useful thing was [that] I sought out other mentors. I 

sought out other people who were not assigned to be my mentor who could help 

me along the way and could help me get through that really tough first year.  

Participant 2: We also had a group of three of us that were new teachers and we 

kind of formed this little Three Musketeers thing. We just had a lot of fun, we 

learned together, and taught each other. We just kind of collaborated and that 

worked well. 

(Positive) Valued availability and/or proximity to mentor. Positive values of 

availability and close proximity to mentor were mentioned 12 times in seven interviews. 

Participants who described having strong or positive relationships with their assigned 

mentor identified that being able to easily connect with their mentor for professional or 

personal assistance was a significant quality. This included either having direct access for 

communication, being nearby physically, or both. One participant said, “I felt very lucky 

to have my mentor right next door, where she was there if or when I needed to jump over 
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there before school, after school, during the middle of the day… she was always there. 

Another participant said, “Since we were in the same room, and he had the same 

materials, the kids knew where to go even if [the materials] weren’t necessarily mine—

sharing that, having that really helped.” A third participant discussed a similar 

appreciation for her mentor’s availability, saying, “I think just being able to give him a 

call, text, or email with any kind of questions that I had… that contact [and] availability 

of contact was the most beneficial to me.” 

 (Positive) Valued assigned mentor with same grade level or content area. 

Seven participants described having the same grade level or content area assignment as 

their mentors nine times. Participants typically identified having their mentor having 

mastery of their curriculum and/or familiar with student behaviors at a particular grade 

level as being important, positive influences on their early professional development. One 

participant said, “It was really helpful for me to have someone who taught exactly the 

same thing I was teaching and had materials to share, or advice to share when we met.” 

Another participant indicated how helpful it was to have her mentor not only model the 

lesson she was preparing to teach herself, but then provide peer observation support 

thereafter:  

I could observe him teaching [during] my plan period, so I was able to see kind of 

how he ran things, which helped a lot. When he was in the room when I was 

teaching, he could also give me suggestions on how I was handling things, so I 

got instant feedback. I think that really helped as well. 

 Another participant described her appreciation for her mentor’s willingness to 

share pacing ideas and instructional materials which facilitated such pacing: “My mentor 
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gave me all her guides that she had written or rewritten which said which lesson takes 

how many days, review sheets along with a ton of supplemental materials I used the 

whole time I taught.” 

(Positive) Valued support from other areas in building or district. Three 

participants identified having positive values of support from other on-site (school) or 

off-site (district) resources six times. These support areas were neither from their 

assigned mentor or from informal mentor relationships, but they were described as 

having a specific positive effect on the participant’s efficacy and/or confidence. One 

participant valued being connected to the district’s teacher’s union through staff 

representatives: “I had quite a bit of support through the [teacher union], the education 

association, and I met a lot more contacts and supports, and this year, I was on the 

executive board, [so] those were some pretty significant relationships that I have kept.” 

Another participant described a positive relationship with district office 

representatives during her first year of teaching: “They tried to be mindful of getting 

people from the district [office] in front of new teachers so they can get a better sense of 

what types of [support] the district can offer them… getting people like our phase team or 

human resource department in front of them so they can see who they are and what they 

do was more valuable than getting an email every once in a while.” A third participant 

shared having a similar, supportive relationship with the district’s human resource office 

which has continued throughout her early career: “Our HR director who hired me still 

comes in and askes how I’m doing personally; it wasn’t just, ‘Oh, you’re done with your 

first year, you’re off on your own,’ so it is great to feel supported that way.”  
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(Negative) Poor mentor pairing. Two participants described having a negative 

or unhelpful relationship with their assigned mentor nine times. These participants 

described a number of issues which detracted from having a positive relationship with 

their mentor and their professional growth during their first year. These issues included a 

lack of those identified as positives by other participants—inability to provide personal 

support and reflection, proximity and availability to mentor, or not sharing a grade level 

or content area assignment. One participant described having numerous frustrations 

working with her mentor due to lack of curriculum and instruction support:  

One of the things that I was going through in the curriculum was a science 

project, but it wasn’t written in the curriculum [clearly]. So I didn’t do the science 

project and then I got in trouble for [not following the curriculum]. It was one of 

many things that I was supposed to do but I didn’t know I was supposed to 

because I didn’t have [support from the mentor] and that was really frustrating… 

It was not a very healthy relationship [because] that person was not willing to 

share any information with me. 

A second participant described having a mentor assignment as negative as a result 

of so many new teachers being hired with limited mentor availability: 

We had 15 or so new teachers in the building that particular year, and when you 

divide them up in the math department, there were five. You have to have a 

certain number of years teaching before you can be a mentor, [but] the pool for 

who could be the mentor and the mentee… I mean, there were no options 

whatsoever, so I think some teachers got pulled into [mentoring] that just really 

wasn’t their thing. That was what happened to me. It would have been better if he 
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had taken advantage [of being a mentor] but any contact we had, I initiated. It 

wasn’t helpful. 

 (Negative) Difficulty working with staff members. Two participants described 

having difficulties with other staff members three times. These experiences were limited 

relative to both positive and negative experiences as a whole, but both participants 

described feeling personally or professionally disconnected from other staff members in 

the building due to the prevailing school climate. One participant said, “I was so very 

positive when I started teaching, but that first year was super negative… I did not want to 

go back to school the following year because all the intermediate teachers were very, for 

a lack of a better word, cliquey… I felt really out of place.”   

 Another participant shared a similar experience as she tried to build confidence in 

her professional practice: 

[Other teachers] wanted to steer you in another direction or tell you, ‘That’s not 

going to work,” or something like that. So, it would influence my thinking 

[negatively]. It wasn’t mentoring, it was just teachers telling me the choices or 

decisions I would make weren’t going to work or not supportive of the things I 

was trying to do. I didn’t get help the other way, just the negatives. 

Dispositions of Novice Teachers  

Data coded in this area indirectly connect with Research Questions One, Two, and 

Three, as they describe novice teachers’ perspectives, characteristics, attitudes, and 

motivations as they entered their profession to their present teaching assignment. Such 

characteristics contextualize the experiences (positive, negative, or neutral) of 

participants and are purposeful in evaluating whether or not their specific dispositions 
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affected participant values of induction and mentoring experiences. These novice teacher 

dispositions were coded as Confidence in Pre-Service Training/Preparation, Novice 

Teacher Imperative on Meeting Student Needs, Resilience Due to Tempered Expectations 

of First-Year Teaching Experience, and Feeling Overwhelmed/Disorganized During 

Novice Years (Figure 8). These themes often overlapped with established codes in other 

areas, although many participants described such dispositions as being essential to their 

desire to continue teaching beyond their novice years.  

 

Figure 7. Dispositions of Novice Teachers. Participants’ self-described perspectives, 
characteristics, attitudes, and motivations as they entered their profession, coded and 
organized by presence and frequency of value statements in interviews. 

 
Novice teacher confidence in pre-service preparation. Seven participants 

identified and described aspects of their pre-service preparation they felt gave them 

confidence in either ability or purpose during their novice year(s) of teaching 11 times. 

These mentions varied in terms of type of pre-service preparation; some identified having 

professional experience prior to their teaching career as building confidence to weather 

difficulties during their first year, and some valued what they believed to be a rigorous 
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college teacher training program. Participants who described valuing professional 

experience prior to teaching did so regardless of whether experience was related to 

education or not. One participant said: 

I knew I wanted to work with kids. I worked with kids in mental health and social 

work aspect. For several years I worked with a lot of foster kids, and then I said, 

you know what I think it's time to go back to school to be a teacher. It's what I 

really to do anyways. 

Another participant regarded her experience in banking prior to teaching as  

a pathway into a career in teaching math: 

I [worked] in the banking world [and] I was quite successful there. When my 

daughter was becoming a teenager, she needed more attention and time than 

working in a bank allowed. So, I became a para [professional] for a year. During 

that time, I discovered or rediscovered my love of math, and I was pretty darn 

good at teaching it. 

Another participant also described how working as a paraprofessional in her 

school was a positive way of connecting with kids and learning about what teacher duties 

entailed: 

I started working as a paraprofessional while I was going to school. I’m so glad I 

did because it gave me a real understanding of what their job [was], what they do, 

what they go through, how hard they work for very little pay, really… I did that 

for several years until I got my degree and then I just started applying what I had 

learned in the classroom. 
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Participants who considered their collegiate teacher training program as rigorous 

described feeling more empowered and prepared during their novice years. One 

participant said: 

My teaching program was very, very intense. We covered a lot of material, and 

we covered a lot of things and what to expect. At the end of that program, my 

final two weeks we had a first-year teacher seminar, and you went over what to 

expect… I had my classroom management strategy, my grading plan, and I even 

had it down to how I was going to let the kids get water breaks in my class. It was 

just like I walked into school, and I was ready. 

Another participant described her collegiate teacher training program as instilling 

faith in her decision to pursue a career in teaching: 

I know that I was going to do it [after going through my training program]. I did 

feel prepared; however, I don’t think that anything can prepare you unless you are 

physically in the classroom. You talk about situations and different scenarios in 

your undergrad, and maybe how to handle different situations… [when] you are 

with the students, you know the students, but then you start to actually implement 

those strategies you studied. 

Novice teacher imperative on meeting student needs. Eight participants 

identified and described having a professional or personal imperative on meeting student 

needs during their novice year(s) of teaching 12 times. Throughout interviews, these 

participants related a strong responsibility to their students, whether it was academic or 

personal caring/compassion in nature. Participants expressed this responsibility as having 
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a positive effect on continuing a career in teaching, in some cases more than their 

respective induction experiences: 

Participant 1: [I build relationships] with students because they need to know that 

you care, especially in physical education… they either love it or they hate it, and 

I feel that a lot of it has to do with their relationship with their P.E. teacher.  

Participant 2: I remember my second year’s group of students being a little more 

challenging as a whole than my first year, and it was a lot harder, but I kept 

persevering because they deserved it. 

Participant 3: [It was important when I started teaching] where I’m just getting the 

rapport established with students… instead of pulling me out [for professional 

development], just let me get to know my class and my kids. 

Participant 4: I got placed in kindergarten because… I fell in love with it. I love 

how little they are and how their brain works, how creative they are, and I really 

like the structure [of a kindergarten classroom]. 

Participant 5: [There were times during my induction experience] I would just like 

to be with my kids and not have to take that extra step to plan for something else 

and be away from them. 

Participant 6: I felt good, but it was stressful for the first two years, just making 

sure that I was meeting the needs of the students. I had that little kick [in my 

head] saying, “Take it slow, take in what you can, the kids are your priority.”  

Resilience due to tempered expectations of first year teaching experience. Six 

participants identified and described having their expectations of novice teaching 

tempered by pre-service training or a generalized understanding of difficulties 
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experienced by novice teachers 12 times. Some participants were more direct in their 

assessment of their first or even second year of teaching, describing their job as akin to a 

personal calling: 

Participant 1: I love teaching… it’s where I’m supposed to be, and I’m confident 

as far as teaching goes. 

Participant 2: I knew what I was getting into because of my social work… [I 

knew] I was going to wear so many different hats. 

Participant 3: [My frustrations were] just kind of a part of the first year of 

teaching, and I expected it, so it never negatively affected me.” 

Participant 4: There were definitely stressful moments, but I never questioned 

myself about being a teacher, though. I knew it was going to get harder before it 

could get easier. 

Participant 5: I know that I’ve always wanted to be a teacher, so I’d be OK. 

Participant 6: In any profession, you are going to have things that you have to do 

that you might not enjoy as much, but [teaching] was something I want to do. No 

amount of [extra training] will ever turn me away from the profession. 

Feeling overwhelmed/disorganized during novice year(s). Seven participants 

identified and described feeling overwhelmed or disorganized during their novice year(s) 

23 times. By far, this was the most commonly mentioned aspect or experience shared by 

participants, and these descriptions typically connected to adjusting to daily duties and 

responsibilities during their first year of teaching, respectively. Participants described 

having difficulties organizing and managing grading, planning, and student resources 

their first year: 
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Participant 1: [Grading] was overwhelming at times, and then I was finally told, 

“You know you don’t have to grade all of these, right?” and I was like, “What?”  

Participant 2: The paperwork aspect I expected was more than was it actually 

ended up being… but because it was still a lot [I focused] on learning what you 

should be grading. 

Participant 3: I was almost like I was so overwhelmed with curriculum and 

management [along with] all these other things that new teachers deal with… 

[sigh] 

Participant 4: I just think that as a new teacher, you are bombarded with so 

many… just different things that you have to remember to organize. 

Participant 5: I’m trying to juggle a lesson plan, planning a structured [lesson] for 

the students, planning for my higher-performing students and lower-performing 

students… I had 17 things I was trying to juggle, as well as trying to take the 

notes of everything that I’m trying to gather from the trainings. 

Some participants noted that these feelings of being overwhelmed subsided over 

the course of their first and second years of teaching. One participant said, “I think it was 

only a first-year thing, because I was pretty overwhelmed with what my own expectations 

were at first, but it got better eventually.” Another participant said, “[My second year] 

was a huge difference of not feeling so overwhelmed when that first day [because] when 

the kids walked in, I knew where [materials] were going to be, where they were going to 

learn.” A third participant said, “I think you’re just powering through your first year, then 

you find where you make a difference, you really do… that comes with years of 

experience, unfortunately [because in] my first year I just kind of figured it out. 
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Building and Sustaining Relationships 

Similar to Dispositions of Novice Teachers, data coded in this area indirectly 

connect with Research Questions One, Two, and Three. The researcher identified these 

codes relating to building and sustaining relationships as having notable presence and 

frequency throughout participant interviews, particularly with regard to formal mentor 

relationships. However, nearly all participants identified and described the importance of 

building and sustaining personal and professional relationships outside of their formal 

mentor pairings, and/or described such relationships as having a significant effect on their 

desire to continue teaching. These relationships were coded as Positive Relationships 

with Informal Mentors and Staff, Relationships Mitigated Feelings of Attrition, Building 

Relationships with Novice Cohort Group, Continuing Relationship with Formal Mentor, 

Positive Value of Socialization in Staff Relationships, Negative or Non-Supportive 

Relationship with Administration, and Positive or Supportive Relationship with 

Administration (Figure 9). 
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Figure 8. Building and Sustaining Relationships. Participants’ descriptions of valued 
relationship experiences during their novice years of teaching, coded and organized by 
presence and frequency of value statements in interviews. 
 

Positive relationships with informal mentors and staff. All participants 

identified and described having built and cultivated positive mentoring relationships with 

staff members other than their assigned mentor. These types of first-year relationships 

were mentioned 28 times in the 10 interviews, the most common coded attribute in this 

study. Participants described having both professional and personal relationships with a 

variety of staff members throughout their first years of teaching, although most identified 

building such relationships during their initial year in the classroom. One participant said, 

“I received support from different people in the building… even when I thought people 

were too busy to make time for my questions, I found I could ask them questions on just 

about anything.” Another teacher appreciated having close staff contacts outside of her 

specialist position, saying, “I got to see outside of the special education circle, and I was 

able to talk to [informal mentors] and observe them…they were there to mentor me, to 
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talk through things and give suggestions, or support me if I needed anything else.” 

Another teacher described having built a positive relationship with a number of staff 

members during her pre-service experience in the building to which she was assigned, 

saying, “I student taught there, so I had made connections with those people, so it was 

like I already had a bunch of informal mentors… I didn’t have to go through the 

awkward, ‘I don’t really know you,’ or, ‘I don’t want to step on your toes or 

inconvenience you by asking you questions.” 

Both participants who reported having a poor mentor pairing during their 

respective interviews both described having positive relationships with staff members in 

the building whom they perceived to be informal mentors their first years of teaching. 

One teacher said, “I just took it upon myself to find mentorship from somewhere else, 

and I was fortunate that person made themselves available… she was at a different grade 

level but she was one that stopped in all the time. She was a very positive influence.” The 

other teacher who reported having a poor mentor pairing also valued the informal 

mentorship she received during the first year of teaching, saying, “When I would come 

up to a new subject that I just wasn’t necessarily sure I had a great way of teaching, I 

would go to the other teachers… not my mentor, but the other teachers, and I’d ask them 

what they felt was important to cover and what they struggled with.” 

Relationships mitigated feelings of attrition. Eight participants identified and 

described aspects of their school relationships as having a mitigating effect on a desire to 

leave their teaching position during their novice years, and these effects were mentioned 

22 times. Teachers reported relationships with both formal and informal mentors as being 

significant factors in their professional efficacy and personal well-being. One participant 
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identified feeling more connected to her teaching responsibilities as a result of her 

professional relationships, saying, “I think any time where I felt like I was making 

connections was a time when I felt my time was valued, and I think that made me stay in 

the profession.” Another participant said her decision to stay in the profession was 

directly affected by a positive mentor relationship, saying, “Absolutely, 100% [I stayed], 

I mean, I feel like she was super willing to give me anything I needed… I just felt like 

she really cared and wanted to see me succeed.” 

Participants often identified and described the support they received from 

informal mentors as being crucial to continuing their teaching career. One teacher said, 

“My informal mentors were probably what kept me going and kept me alive [with] their 

encouragement from year one. I would say that my informal mentors were the ones who 

kind of came behind me and said, ‘Okay, you can do this,’ or popping in and saying, 

‘You’re doing good.’”  Another said, “Relationships [with informal mentors] were the 

biggest thing that kept me in teaching, helped my buy into the staff, culture, and town, 

and because I chose to commit to them, they committed to me…I don’t just feel like I’m 

here alone, and I’ve never felt like I’m on my own because they made me feel welcome 

and checked in.” One participant who reported having a poor mentor pairing said, “I had 

that support, even though I didn’t have the support from the person who was supposed to 

be giving it, and [I had] no doubt in my mind when I started teaching that I would 

continue… I felt like it’s going to be okay because it’s going to get better.” 

Building relationships with novice cohort group. Five participants mentioned 

valuing relationships they built with other novice teachers 13 times in this study. While 

many participants considered their relationships with their formal and informal mentors 
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as being significant factors in their professional efficacy and personal well-being, 

participants who identified and described positive relationships with members of their 

novice cohort group did so with similar affection and/or appreciation. One teacher said, 

“I think just hearing other people’s stories and hearing that you’re not alone about what 

we were all going through was important to me… being able to bounce ideas back and 

forth with people was what helped me through those difficult times.” Another teacher 

valued the novice cohort camaraderie, saying, “It was really nice to go [and meet with 

other novice teachers] as much as we did because it gave me a chance to get to know 

other new faces outside of [participant’s building].” Another participant remarked, “My 

relationship with the new people in my building was much stronger than what I have had 

with veteran teachers in my school… It’s been a supportive group of friends and 

colleagues [since year one].” 

 Continuing relationship with formal mentor. While most participants described 

a continuation of the personal or collegial aspects of such a relationship after their first 

year, eight participants identified and described an interest or desire to have continued 

their relationship with their paired mentor beyond their first year in a professional, or 

assigned, capacity. These statements were mentioned 12 times.  One participant described 

the loss of her mentor after her first year as being a difficult experience, saying, “I loved 

her as a mentor, as a fellow teacher, and I wish… she actually left my school and became 

an instructional coach at a different school… that was a very hard transition for me 

because she was just gone—I missed that coaching and support.” Another participant 

described continuing a formal mentor relationship beyond the first year of teaching, 

saying, “I was lucky because [my first-year mentor] left just last year, and I tell her all the 
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time how much I miss her… I try to keep in contact with her as much as possible.” 

Another participant described having a more fulfilling professional relationship with her 

assigned mentor during her second year of teaching, saying, “I feel like I learned so much 

more from [my assigned, first-year mentor] during my second year because I just knew 

what everything looked like… it was better because we’re able to plan together and it’s 

not so overwhelming.” 

Positive value of socialization in staff relationships. Seven participants 

identified and described positive values of socialization in staff relationships 11 times. 

These mentions fell outside of descriptions of one-to-one formal or informal relationships 

formed throughout their novice year(s), and instead described an appreciation for team-

building, camaraderie-focused activities inclusive to novice teachers. One participant 

said, “I think my mentor helped me to make relationships with the staff members… they 

did a lot of social events outside of school that helped [because] I was new to the area and 

didn’t know anyone.”  Another participant said, “I feel pretty lucky that I had a couple of 

[informal] mentors because one was part of the social committee, so I automatically got 

in with the rest of the staff—I always knew what was going on outside of school so it 

helped to build a relationship with everyone.”   

Negative or non-supportive relationship with administration. Five participants 

mentioned having what they perceived to be a negative or non-supportive relationship 

with their building administration 16 times. These descriptions varied in intensity and 

value, with participants most often sharing their interest in wanting a supportive, or more 

consistent, relationship with their building principal or building leadership overall. One 

participant who reported having a poor mentor pairing earlier in the interview described 
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not feeling much support as a new teacher beyond the classroom observations she 

received during her first year. She said:  

“You have your informal and formal observations, all the things that they have, 

but no one really sat down with me and said, ‘So, how are you doing? What can I 

do to help? What do you need?’ I think [administration] had this very linear, ‘This 

is what we are doing, and it’s great and wonderful. Nobody ever asked me, not 

once, ‘How’s your relationship with your mentor going? Do you find it helpful?” 

 Another participant who reported having a poor mentor pairing described being 

frustrated communicating with administration her first year, saying, “The department 

chair at the time was not engaged with the new hires particularly, so there was always a 

question of what the chain of command was and how do I address this issue or this 

problem because… it just wasn’t there.”  One participant described having a similarly 

frustrating lack of relationship with administration, saying, “I felt like I didn’t have a lot 

of administrative support…the deans [and other administrators], I just didn’t have a 

relationship with them and other administrators, so when conflicts or problems with the 

students or parents came up, I felt uneasy going to them because I didn’t have that 

relationship built.” 

Positive or supportive relationship with administration. Three participants 

identified and described positive or supportive relationships during their first year four 

times. These participants described valuing the support they received from administrators 

as though they were a type of informal mentor upon whom they could rely during their 

novice year(s) of teaching. One participant said, “Our administrators were (and are) very 

positive, so I think it helps when the positivity is coming from the top down, to remain 
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positive [when teachers are not].” Another participant described their administration to be 

not only positive, but proactive in their communication: 

I did [have a good relationship with administrators because they] were always 

there to just support in any way that I needed…there might have been things that I 

was unsure of, handling a situation, whether it be with students, families, or 

guidance, and they would step and help, showing that they are there for me.  

One participant valued feeling invested in by both district and building administrators 

during her novice year(s), saying, “The priority that they do make for first year teachers 

was big for me, because it wasn’t like, ‘Here’s your classroom…’ I mean, they took time 

to pay for a sub for you so you were able to go and talk with new teachers about their 

experiences—that interest in the first year [was important to me].” 

Participant wants/suggestions for induction and mentoring programs 

 During each interview, participants were asked both formally and informally 

(relevant to the interview protocol) about what they feel would have been appropriate 

changes to their induction and mentoring program with regard to developing a continued 

interest in their teaching career. These suggestions often arose naturally during the 

interview process as well as during direct questioning at the end of the interview 

protocol. As a result, the researcher found these program suggestions overlapping both 

within and across the 10 interviews, although the most common of the participant 

suggestions are described below. 

 Participant-appropriate/individualized professional development. Six 

participants shared an interest in having a more individualized induction experience 

relevant to their experience and skillset. These varied depending on the relative 
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confidence and perceived efficacy of the participant; for example, some participants 

wanted less directive-based program requirement. One participant said, “I just walked 

into school and felt ready, but it might be tough for a district to [permit novice teachers to 

skip specific induction programming], but I was like, ‘Hey, let’s get all this stuff done’ 

more often than not.” Another participant said, “I understand how important [professional 

development] is, but you need to have the ability to kind of run with things, and need to 

have a framework for planning often on your own.” 

Other teachers preferred a more focused approach relative to their specific 

teaching or specialist positions. One participant said, “With professional development 

and the first-year teaching stuff, [I wanted] a bit more on the specialists because of 

specifically what we are required to do…it was mostly geared toward classroom-type 

teachers.” Another participant said, “I definitely think we needed more time on the 

curriculum… I’m still saying this to this day because writing support within the 

classroom [is] very stressful to teach.” Another participant preferred a curricular focus on 

reading instruction, saying, “We piloted a guided reading series, so I think I was lucky to 

get more training than other schools, but I’ve heard from other teachers in the district that 

they would have liked more support on the program as we did.” 

One participant suggested a general survey for novice teachers to take at the end 

of the year, saying, “You don’t always want to voice up because everyone else seems to 

know the answer… [so] I think it would have been helpful to have an open discussion or 

survey to say what would have been better, or interesting, and see if there was 

development the following year.” 
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Support for general organization and classroom management. Four 

participants expressed the need for more organizational or general management support 

beyond what their mentor was able to provide during their novice year(s). One participant 

said, “Classroom management, time management for planning… they do a good job with 

the mentor program, but I wanted more ideas that were practical.” Another teacher said, 

“I would have benefited from having a bit more structure, I don’t know, just to help in 

my classroom on a day-to-day basis.”    

Improved mentor oversight and mentor training. Two participants described 

wanting a more comprehensive process for mentor oversight and training, either due to 

dissatisfaction with a poor mentor pairing, or a desire to see the mentoring process 

improved as a whole. One participant said, “If you are going to be a mentor, you have to 

have a passion for it, or an interest in it, so I feel like you have to want to take someone 

under your wing and help them along—that didn’t happen [for me].” The other 

participant said, “I provided [administration] feedback about my mentor, I don’t know if 

that ever went anywhere or what would have changed the next year’s mentoring program, 

but they needed to [follow up].” 

Student-specific behavioral support and related training. One participant 

expressed an interest in having stronger or more comprehensive training in supporting 

students with behavioral or emotional needs during her novice year(s), she said, “I feel 

like there’s a need to really address the emotional health [of students], and you need to 

address some social behavior more than academics as that is a big thing at our school… 

I’m sure a lot of schools, too.”  
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Analysis and Synthesis of Findings 

The researcher constructed reviewed interview transcripts and using a 

combination of hand-coding and DedooseTM (2016), all relevant participant data was 

reported by theme, frequency, and/or identifiable patterns identified during analysis. 

Participant responses, quoted verbatim, were analyzed to support these areas as 

applicable. Data was first organized heuristically by research question and then by 

subsequent, related themes identified by thematic coding and analysis. This was 

completed to answer each of the research questions, with multiple or overlapping themes 

identified according to their relevance and relationship(s) to the research questions 

(Creswell, 2014).  

All study participants shared a variety of experiences as they reflected upon their 

induction programming, their formal and informal mentoring relationships, and the effect 

of each on a desire to continue teaching through their novice years in the profession. Out 

of 462 researcher codes, the most common coded themes throughout these interviews 

were Positive Relationships with Informal Mentors and Staff (28 mentions), Mentor 

Personal Support and Reflection (25 mentions), Frustration with Timeliness of Induction 

Content (24 mentions), Valued Areas of Support from Informal Mentors (24 mentions), 

Feeling Overwhelmed/Disorganized during Novice Year (23 mentions), Relationships 

Mitigated Feelings of Attrition (22 mentions), and Frustration with Practicality of 

Induction Content (17 mentions). 

 The common codes support the research that novice teachers focus on survival 

during their first year (Huberman, 1989; Little, 1993; DePaul, 2000; Osgood & Self, 

2002; McCormack & Thomas, 2003). In terms of negative influence on efficacy and 
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confidence, participants most often identified and described a feeling of being 

overwhelmed during the first year of teaching as well as being frustrated with timeliness 

and practicality of induction content. Conversely, experiences which positively affected 

teacher efficacy and confidence were positive, reflective relationships with formal and 

informal mentors and staff, and personal support from these relationships mitigated 

feelings of attrition. Whether participants’ induction programming and mentoring 

experiences were in fact remedial (or not) to mitigating feelings of attrition during the 

difficult first years of teaching (Research Question #1) seems to be divisive, with the 

most common negative experiences related to induction programming and content, and 

the most common positive experiences related to mentor experiences.  

Perceptions of Induction Programming and Content on Feelings of Attrition 

Although participants did not seem to value induction programming as much as their 

mentoring experience, other themes in this study suggest a more neutral, rather than 

negative, disposition towards induction programming at least in terms of fostering a 

lasting, formative, and/or purposeful effect on a continued career in education. All 

participants described their induction programming having a negligible effect on a desire 

to leave the profession with a total of 18 mentions. Participants acknowledged their 

induction programming and content as generally helpful to their professional 

development, but not necessarily timely or practical to their then-teacher responsibilities. 

No participant described being frustrated enough with their induction content for it to 

have contributed to wanting to leave the profession, although seven participants indicated 

that their feelings of being overwhelmed and disorganized were negatively affected by 

time spent on pullout meetings and new teacher professional development days. At most, 
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these induction programming experiences were either unhelpful or superfluous, but not 

debilitative to their initial years in their classroom (Research Question #2), and none 

promoted or contributed to a desire to seek migration (a change in teaching positions) or 

to leave the profession (Research Question #3). 

Perceptions of Formal and Informal Mentoring on Feelings of Attrition 

 Participants identified and described having mentor experiences—both formal 

(paired) and informal (non-paired, staff members)—as having a perceived positive effect 

on mitigating feelings of attrition during their novice year(s) of teaching. Eight 

participants described having a positive experience with their formal (paired) mentor, 

with two participants describing an experience which compelled them to seek out other 

mentoring relationships informally in their building. All participants described having 

built and cultivated positive relationships with informal mentors and staff, regardless of 

their paired mentor experience, and that these relationships had a mitigating effect on a 

desire to leave the profession. The eight participants who described having a positive 

mentor experience also expressed a desire to have continued that formal mentoring 

relationship beyond their first year of teaching, indicating a lasting value and positive 

impact on their efficacy and confidence. All participants in this study developed positive 

relationships with formal and/or informal mentors and perceived those relationships as 

having a mitigating effect on feelings of attrition (Research Question #1) through their 

first year(s) of teaching.  

Impact of Expectations, Pre-Service Experience, and Novice Teacher Focus 

 While not a theme directly identified in this study’s interview protocol, it is 

nonetheless important to note the potential impact of participants’ pre-service experience 
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and training. Six participants indicated having described having Resilience 

through/Tempered Expectations of First-Year Teaching Experience. Seven participants 

expressed a strong desire to teach as they entered the profession due to their Novice 

Teacher Confidence in Pre-Service Preparation, either through related job experiences, 

collegiate preparation programs, or in-school paraprofessional work. These participants 

indicated a resilience to the first-year, survival-like environment most novice teachers 

experience (Huberman, 1989; Little, 1993; DePaul, 2000; Osgood & Self, 2002; 

McCormack & Thomas, 2003). Participants expected their first years of teaching to be 

difficult and that they were prepared for such difficulty. Finally, eight participants 

described their teaching responsibilities as a process of meeting student needs, and that 

this type of focus strengthened both a professional and personal desire to remain in the 

profession, regardless of how difficult their first years had been. The correlation between 

these participant themes and their expressed desire to continue teaching suggest that a 

perceived negative effect on teacher efficacy, either by poor mentoring or induction 

programming experiences, would perhaps be less evident than in teachers who expressed 

a lack of confidence, resilience, or pre-service experience. 

Participant Program Wants/Suggestions 

Participants shared an interest in having a more individualized induction 

experience relevant to their experience and skillset. These varied depending on the 

relative confidence and perceived efficacy of the participant; for example, some 

participants wanted less directive-based program requirements. One participant said, “I 

just walked into school and felt ready, but it might be tough for a district to [permit 

novice teachers to skip specific induction programming], but I was like, ‘Hey, let’s get all 
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this stuff done’ more often than not.” Another participant said, “I understand how 

important [professional development] is, but you need to have the ability to kind of run 

with things, and need to have a framework for planning often on your own.” 

Other teachers preferred a more focused approach relative to their specific 

teaching or specialist positions. One participant said, “With professional development 

and the first-year teaching stuff, [I wanted] a bit more on the specialists because of 

specifically what we are required to do…it was mostly geared toward classroom-type 

teachers.” Another participant said, “I definitely think we needed more time on the 

curriculum… I’m still saying this to this day because writing support within the 

classroom [is] very stressful to teach.” Another participant preferred a curricular focus on 

reading instruction, saying, “We piloted a guided reading series, so I think I was lucky to 

get more training than other schools, but I’ve heard from other teachers in the district that 

they would have liked more support on the program as we did.” 

One participant suggested a general survey for novice teachers to take at the end 

of the year, saying, “You don’t always want to voice up because everyone else seems to 

know the answer… [so] I think it would have been helpful to have an open discussion or 

survey to say what would have been better, or interesting, and see if there was 

development the following year.” 

Organization and general classroom management. Four participants expressed 

the need for more organizational or general management support beyond what their 

mentor was able to provide during their novice year(s). One participant said, “Classroom 

management, time management for planning… they do a good job with the mentor 

program, but I wanted more ideas that were practical.” Another teacher said, “I would 
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have benefited from having a bit more structure, I don’t know, just to help in my 

classroom on a day-to-day basis.”    

Mentor oversight and mentor training. Two participants described wanting a 

more comprehensive process for mentor oversight and training, either due to 

dissatisfaction with a poor mentor pairing or a desire to see the mentoring process 

improved as a whole. One participant said, “If you are going to be a mentor, you have to 

have a passion for it, or an interest in it, so I feel like you have to want to take someone 

under your wing and help them along—that didn’t happen [for me].” The other 

participant said, “I provided [administration] feedback about my mentor, I don’t know if 

that ever went anywhere or what would have changed the next year’s mentoring program, 

but they needed to [follow up].” 

Student behavioral training and support. One participant expressed an interest 

in having stronger or more comprehensive training in supporting students with behavioral 

or emotional needs during her novice year(s), she said, “I feel like there’s a need to really 

address the emotional health [of students], and you need to address some social behavior 

more than academics as that is a big thing at our school… I’m sure a lot of schools, too.”  

Summary 

The researcher conducted 10 participant interviews and recorded each digitally, 

producing verbatim transcriptions for each. Each participant was employed by the same 

Midwestern, urban school district. Through a combination of hand coding and using the 

DedooseTM (2016) software platform, the researcher analyzed frequency of ideas and 

phrases. Through analysis, five main themes emerged from the data: 1. Values of 

Induction Materials and Content; 2. Perception of Mentoring and Induction on 
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Mitigating Attrition; 3. Values of Mentoring and Support; 4. Dispositions of Novice 

Teachers; and 5. Building and Sustaining Relationships.  The researcher coded for 

subthemes in each of the five main themes, noting subthemes which directly and 

indirectly responded to the research questions. 

Additionally, participants described induction program wants and/or suggestions 

they felt would have improved their induction experiences, particularly during their first 

year of teaching. The most common suggestions were also coded by subthemes: 1. 

Participant-Appropriate/Individualized Professional Development; 2. Support for 

General Organization and Classroom Management; 3. Improved Mentor Oversight and 

Mentor Training; and 4. Student-specific behavioral support and related training.   
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FIVE: CONCLUSIONS AND RECOMMENDATIONS 

Introduction 

Developing and retaining teachers at the school and district level in the first 

and/or early years of a teacher’s career, defined as induction, takes myriad forms across 

the United States, varying in length, personnel commitment, focus, or mandate. While 

principally implemented as a means to expedite novice teacher development, 

socialization, and acclimatization (Ingersoll, 2012), induction programs are also 

predominately relied upon as a means to keep teachers from leaving the profession 

entirely (Brock & Grady, 2006). Induction programs, along with new teacher mentoring 

systems, have proliferated substantially in the past twenty years in public school systems 

across the United States (Ingersoll, 2012) to mitigate attrition in school districts.  

This study aimed to inform educational leaders, particularly district- and building-

level administrators, which, if any, induction practices were perceived by teachers to 

have had a lasting, formative, and/or purposeful effect on their continuing careers in 

education. Due to the significant financial and personnel cost both to develop and 

maintain induction and mentoring programs and policies at a systemic level, it is crucial 

that educational leaders are vigilant in examining what works, what doesn’t, and what is 

missing. Providing cost-effective, early-career professional development that supports 

teacher growth, competency, and retention should be a priority for educators. The 

outcomes of this study have some transferability potential, as data may support retention, 

removal, or transposition of existing mentoring strategies as they are applied systemically 

at either the school or district level.  
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This study provided an opportunity to add to scholarly research in the fields of 

teacher induction, retention, and attrition. Specifically, this study complements the 

existing literature in the field by examining induction effects and outcomes as perceived 

by teachers beyond their initial “survival” (Huberman, 1989; Little, 1993; DePaul, 2000; 

Osgood & Self, 2002; McCormack & Thomas, 2003) years, but within the novice teacher 

attrition window. This window is important, as research has shown that nearly 50 percent 

of all novice teachers leave their positions or the profession entirely by their fifth year of 

teaching (Ingersoll, 2002).  

This study provided an opportunity to examine what professional, recently-

tenured educators believe to be the most purposeful, salient, and effective components of 

mentoring and induction with regard to their continued professional practice. If teacher 

induction and mentoring programs are designed and implemented to mitigate teacher 

attrition, then it is logical to inquire what persisting effects such programs have had on 

teachers who remain in the profession beyond their novice years.  This chapter will 

address the aim of this study by proposing solutions raised from the results. Implications 

in terms of implementation and leadership will also be discussed.  

Purpose of the Study 

The purpose of this phenomenological study was to explore perceptions of 

teachers in a Midwestern, urban school district about their induction and mentoring 

experience and to examine what aspects, if any, of their induction program affected their 

desire to continue a career in education into and beyond their fifth year of teaching. In 

this study, participants were asked to identify and describe induction and mentoring 

experiences which they perceived to have buffered against an intent to leave the 
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profession as well as those which they perceived to have had a lasting effect on their 

development and efficacy as professional educators.  

Aim of the Study 

The personal aspect of such reflections is studied for two purposes: first, to better 

understand which, if any, induction practices were perceived to buffer against an intent to 

leave the profession. Second, to better understand which, if any, specific induction 

practices and/or components were perceived to have a lasting, formative, and purposeful 

effect on a continued career in education. This information has practical applications as it 

can help inform and improve existing induction practices in school settings in order to 

encourage teacher retention past the novice teacher attrition-window. This retention could 

improve career commitments among novice teachers who eclipsed the years in which 

they have been most likely to have left the profession. 

Discussion of the Findings 
 

All study participants shared a variety of experiences as they reflected upon their 

induction programming, their formal and informal mentoring relationships, and the effect 

of each on a desire to continue teaching through their novice years in the profession. The 

key themes which emerged from the data were: Values of Induction Materials and 

Content; 2. Perception of Mentoring and Induction on Mitigating Attrition; 3. Values of 

Mentoring and Support; 4. Dispositions of Novice Teachers; and 5. Building and 

Sustaining Relationships. Each of these themes are discussed below with relevant 

research from the literature to support the researcher’s findings. 
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Values of Induction Materials and Content 

Participants identified and described values of their teacher induction materials 

and content neutrally, rather than negatively, in terms of fostering a lasting, formative, 

and purposeful effect on a continued career in education. Participants acknowledged their 

induction programming and content as generally helpful to their professional 

development, but not necessarily timely or practical to their then-teacher responsibilities.  

Managing the emotional and mental pressures in a novice teacher’s first year 

contribute to the “survival” years of teaching (Huberman, 1989; Little, 1993; DePaul, 

2000; Osgood & Self, 2002; McCormack & Thomas, 2003). Participants described 

having to adopt temporary ineffective teaching strategies (Le Maistre & Paré, (2009) 

instead of implementing induction content with fidelity or confidence. No participant 

described being frustrated enough with their induction content for it to have contributed 

to a desire to leave the profession, although a majority of participants indicated their 

feelings of being overwhelmed and disorganized were negatively affected by time spent 

on mandated new teacher pullout meetings and professional development days. Providing 

sufficient time for novice teachers to cover curriculum, manage paperwork and student 

records is a crucial component in early-year professional development (Mee & 

Haverback, 2014). Participants described feeling limited in how well they were able to 

implement induction content their first year due to their need to manage the then-

overwhelming responsibilities of lesson planning, classroom management, and grading.  

Perception of Mentoring and Induction on Mitigating Attrition.  

Participants identified and described having mentor experiences—both formal 

(paired) and informal (non-paired, staff members)—as having a perceived positive effect 
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on mitigating feelings of attrition during their novice year(s) of teaching. Feiman-Nemser 

(2010) asserts that quality, committed mentors have considerable and lasting effects on 

the professional efficacy of the novice teacher, and this is consistent with how 

participants in this study described the relationship with their formal or informal mentors. 

Two participants described having an experience with their formal, or paired, 

mentor which compelled them to seek out other mentoring relationships informally in 

their building. All participants described having built and cultivated positive relationships 

with informal mentors and staff, regardless of their paired mentor experience, and that 

these relationships had a mitigating effect on a desire to leave the profession. The eight 

participants who described having a positive mentor experience also expressed a desire to 

have continued that formal mentoring relationship beyond their first year of teaching, 

indicating a lasting value and positive impact on their efficacy and confidence. All 

participants in this study developed positive relationships with formal and/or informal 

mentors and perceived those relationships as having a mitigating effect on feelings of 

attrition through their first year(s) of teaching.  

Values of Mentoring and Support  

Participants identified and described specific aspects of their mentoring 

relationships which they perceived to have the most positive impact on their efficacy and 

confidence in continuing teaching. Quality induction of novice teachers is accountable to 

teacher and mentor growth at a personal level beyond compliance with district or school 

policies (Feiman-Nemser, 2010). Participants described their mentoring experience as 

being focused primarily on the cultivation of not just a professional relationship, but a 
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personal, supportive relationship which included regular periods of discussion and 

reflection.  

 Participants most often described having their formal (paired) mentor’s personal 

rather than professional support. In addition, all participants identified and described 

creating and cultivating mentor-mentee relationships with colleagues who were not their 

assigned mentor. Participants consistently described and identified such informal mentor 

experiences as being positive, regardless of whether or not the participant described 

having a positive relationship with his or her assigned mentor. In fact, each participant in 

this study described having had a significant professional and/or personal relationship 

with a colleague who provided either professional support (instruction, curriculum, 

assessment, etc.), personal support (orientative and reflective), or both.  

Participants who described having strong or positive relationships with their 

assigned mentor identified that being able to easily connect with their mentor for 

professional or personal assistance was a significant quality which positively affected 

their own efficacy or confidence. This included either having direct access for 

communication, being nearby physically, or both. The mentors’ mastery of curriculum 

and familiarity with effective ways to manage student behaviors were qualities that 

participants identified as having positive influences on their early professional 

development. In particular, participants more positively valued mentors who addressed 

their more pressing concerns during their first year of teaching, alleviating their stress-

inducing survival instincts, and providing support where needed most. These descriptions 

are consistent with research conducted by Brannon, et al. (2009) who found that regular, 

formalized meetings between mentors and novice teachers based on specific, planned, 
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and purposeful topics relevant to the novice teacher’s immediate classroom needs were 

more helpful than drop-in interactions. 

Districts which implement and maintain a comprehensive and systemic mentoring 

program are more effective in the professional development and retention of novice 

teachers (Gujarati, 2012; Ingersoll, 2012). This includes providing novice teachers 

mentor options outside of their buildings and within their district. A few participants 

acknowledged positive support from other on-site (school) or off-site (district) resources 

and personnel (such as specialists and curriculum supervisors) as having a specific, 

positive effect on their efficacy and confidence. Such opportunities allowed novice 

teachers to receive mentoring support outside of their own buildings and school hours 

when their paired mentor was unavailable.  

Dispositions of Novice Teachers  

Participants in this study often described their pre-service or teacher training 

program as a contributing factor in their resilience to the survival-like environment often 

experienced by first-year teachers (Huberman, 1989; Little, 1993; DePaul, 2000; Osgood 

& Self, 2002; McCormack & Thomas, 2003). Many participants described having an 

expectation that their first years of teaching would be difficult and that they were 

mentally and emotionally prepared for such difficulty. Participants who expressed a 

strong, dedicated desire to teach as they entered the profession identified and described 

having confidence in their pre-service preparation, either through related job experiences, 

collegiate preparation programs, or in-school paraprofessional work. According to Giles, 

Davis, and McGlamery (2009), former teaching fellows were more likely to take on 

leadership roles and present at educational conferences within their first five years of 
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teaching. This indicates a higher degree of self-efficacy and confidence among novice 

teachers who entered the profession with previous experiences related in educational 

environments.  

In addition, participants often described their teaching responsibilities as being 

centered on meeting their students’ needs, and that this type of focus strengthened both a 

professional and personal desire to remain in their teaching positions, regardless of how 

difficult their first years had been. Essentially, participants described their responsibility 

to their students as being more impactful than the negative effect of their first-year 

struggles on their decision to stay in teaching. The correlation between these themes and 

the participants’ desire to continue teaching suggests that teachers who were more 

confident in their pre-service experience and training and whose focus was centered on 

student needs would perhaps be less likely to leave the profession, regardless of their 

induction or mentoring experience.  

Building and Sustaining Relationships 

All participants identified and described having built and cultivated positive 

mentoring relationships with staff members other than their assigned mentor, and this 

was the most common coded attribute in this study. Participants described developing 

positive professional and personal relationships with a variety of staff members, 

particularly with their assigned mentor teacher, throughout their first years of teaching. 

Positive relationships are valued by novice teachers with a mentor pairing (Hobson, 

2002) and they appreciate the socialization opportunities when mentors help acclimatize 

them to the teaching environment (Löfström & Eisenschmidt, 2009). More significant to 

this study, participants identified and described aspects of their school relationships, 
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mentoring or otherwise, as having a mitigating effect on their desire to leave teaching 

during their novice years. Furthermore, teachers reported relationships with both formal 

and informal mentors as being significant factors in their professional efficacy and 

personal well-being. 

While many participants considered their relationships with their formal and 

informal mentors as being significant factors in their professional efficacy and personal 

well-being, participants who identified and described positive relationships with members 

of their novice cohort group did so with similar affection and appreciation. Socialization 

as part of teacher induction reinforces effective professional practice among novice 

teachers through the daily, positive interactions with colleagues (Feiman-Nemser, 2010). 

Additionally, most participants described a desire to continue the personal or collegial 

aspects of such cohort relationships after their first year. All participants who positively 

described their formal mentor expressed an interest to have a continued relationship 

beyond their first year in a professional, or assigned, capacity.  

Half of this study’s participants identified and described a perceived negative or 

non-supportive relationship with their building administration. Participants most often 

indicated an interest in wanting a supportive, or more consistent relationship with 

building leadership. Since induction programs are more effective in teacher efficacy and 

retention when systemically supported by district and school administration (Gujarati, 

2012), it is essential that novice teachers feel connected to their district and school 

leadership. Participants who identified and described having positive or supportive 

relationships with their building administration during their first year valued the support 
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they received as though that administrator were a type of informal mentor upon whom 

they could rely during their novice year(s) of teaching.  

Proposed Solution and Support 

The principal aim of this study was to better understand which, if any, induction 

practices were perceived by novice teachers to buffer against an intent to leave the 

profession in order that these induction practices or components would have greater value 

in the retention of new teachers. Second, this study was to examine which, if any, specific 

induction practices or components were perceived to have a lasting, formative, and 

purposeful effect on a continued career in education. The proposed solution is to create 

added value to existing induction practices and components in a more individualized 

sense, as well as redefining traditional mentoring relationships to include informal 

mentors in the building. These aspects most directly address the values and concerns 

shared by study participants with regard to induction and mentoring practices which 

mitigated feelings of attrition during their first year(s) of teaching through their novice 

years (described in this study as “attrition window”).  

It is important to recognize that this qualitative study is significantly diminished 

in its generalizability to other sites and situations and limited to the Midwestern, urban 

school district participating in this study. The reflections shared by participants about 

their induction and mentoring experiences do not reflect the experiences of novice 

teachers in other, even adjacent, school districts. As a result, the findings in this study are 

relevant and applicable to only the participating school district. Generalizability is also 

limited due to sample size (n=10); while some themes may be generalized as being 

relatively common in public school systems, this study cannot generalize beyond the 
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scope of those interviewed, and there is limited transferability to school districts of 

similar size, demographics, and support systems. Furthermore, the solution suggested by 

the researcher in this chapter is explicitly designed for and applicable to the participating 

school district.  

This solution is component-based, in that schools may incorporate particular 

aspects to fit within an existing framework of induction and mentoring while 

simultaneously differentiating their programming through defined autonomy. The 

researcher acknowledges that changing or affecting existing induction programming and 

mentoring practice must fit the needs of a school district seeking continuity throughout 

the organization, and therefore, not every component described below would be a one-

size-fits-all solution for every building (Brock & Grady, 2006; Villani, 2009). The 

researcher believes that flexibility of implementation at the building level offers the 

greatest opportunity to positively affect teacher retention and efficacy throughout the 

novice years. Due to the need for such flexibility in components and content delivery, 

there would be a necessary variation with regard to scope and sequence (Table 1).  
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Table 1 

Induction and Mentoring Components for Novice Teachers to Improve Teacher 
Retention, with Variable Delivery, Scope and Sequence. 
 

Component Subtopic Goal Implementation 

Individualized 
Induction 
Profiles 

 Pre-Service Self-
Efficacy 
Assessment 

 Technology 
Assessment 

 Specialist Training 
and Certification  

 Relevant Pre-
Service Experience 
and Training 

To comprehensively 
determine novice teacher 
skillsets in order to inform 
and improve mentor pairing 
and induction 
programming/participation. 

Prior to mandatory 
professional 
development / 
orientation days and 
mentoring assignments 

Timely, 
Purposeful 
Induction 
Content 

 Professional 
development 
classes/seminars 

 Review 
Building/District 
Continuity of Needs 

To provide individualized 
induction programming to 
novice teachers more suited 
for immediate need and 
application. 

During first and second 
year of teaching, 
monthly or quarterly, 
meeting both district and 
building need for 
continuity of curriculum, 
instruction, and 
assessment 

Improved 
Informal 
Mentoring 

 Mentor-by-
Committee Options  

 In-Building 
Professional 
Development 
Training and 
Specialists  
 

To provide a set of 
mentoring options outside of 
the traditional mentor pairing 
to more readily connect 
novice teachers with experts 
within a school building; 
these informal mentor 
options may be shared across 
school buildings to improve 
coverage of training. 

During first and second 
year of teaching, 
supporting existing 
formal mentor pairs or 
replacing poor mentor 
pairing if needed. 

Mentor Training 
and Oversight 

 Regular Mentor 
Pair Check-Ins 

 End-of-Year 
Reflection and 
Interviews 

 Continuing, Formal 
Mentoring Options 
Beyond Year One  

To ensure that formal mentor 
pairings promote positive, 
growth-oriented professional 
development; to determine 
mentor ability and/or need 
for mentor training; to 
provide continued, personal 
support within established, 
positive mentoring 
relationships. 

Quarterly, if not 
monthly, check-ins by 
administrator or mentor 
facilitator/teacher leader; 
end-of-year reflection to 
determine continuing 
needs of novice teacher 
with an option for 
additional formal 
mentoring.  

 

Individualized Induction Profiles 

 Beside meeting qualifications for hiring, new teachers come equipped with a 

skillset that may not be assessed comprehensively prior to the first days of school 
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(Bartell, 2005).  New teachers entering a district are provided necessary orientation and 

policy information, typically including mandatory professional development days ahead 

of student contact days. However, novice teachers may already possess a set of 

proficiencies which should be recognized by administration both for induction 

programming and mentor assignment purposes. Novice teachers should be surveyed to 

determine what these proficiencies are prior to mentor pairing and induction 

programming with consideration of self-efficacy, technological skills, specialist training 

and certification, and relevant pre-service experience and training.  Information from the 

survey can be used to create an individualized induction profile prior to their first days in 

their district. This information can be used to inform short- and long-term induction 

programming decisions which more directly meet professional development needs of a 

particular cohort group, not just individual teachers. 

Pre-service self-efficacy assessment. Novice teachers entering the district can 

submit a self-efficacy assessment which informs administrators in mentor pairing 

decisions and provides a reflective opportunity for the novice teacher with regard to 

strength. This process is important as novice teachers are often overwhelmed with what is 

missing from their teaching repertoire as they struggle through first-year (or even first-

month) challenges which can result in a survival mentality. Conversely, some novice 

teachers may perceive themselves as being better prepared for a career in teaching, 

having completed a rigorous collegiate preparation program, possessing a more resilient 

(or patient) temperament with regard to first-year expectations, or perhaps developing a 

strong, vocational sentiment about teaching rather than just an occupational one. By 

taking the self-efficacy assessment, novice teachers may better understand their strengths 
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and weaknesses as educators, and such an examination helps promote a reflective process 

imperative for new teacher success (Nieto, 2003). 

Bandura’s (2002) self-efficacy assessment for teachers is an excellent model for 

evaluating a variety of existing skillsets and perceptions among novice teachers, and it is 

easily modified to reflect district- and building-specific needs. These needs could include, 

though are not limited to, proficiency (or mastery) with specific educational technology 

tools and platforms, specialist-specific skills or training, and other relevant, pre-service 

job skills (Appendix F).  Some skillsets may also be evaluated in separate, more specific 

assessments designed by building administrators as needed.  

 Technology assessment. Technology skills and software platform familiarity 

among novice teachers—both individually and by cohort group—should be evaluated 

yearly before they enter the mentoring and induction programming. Novice teachers 

come equipped with technological proficiencies which may exceed that of established 

teachers (Ritchin, Banyon, Stein, & Banyon, 2003). A novice teacher may have 

significant strengths with regard to educational tools and software, but such strengths 

may not be fully realized during a hectic first year of teaching and induction 

programming. By acknowledging the presence of such skills, administrators can forgo 

some induction programming related to technology and allow novice teachers to 

confidently apply their technological skills in the classroom. On the other hand, if a 

novice teacher expresses specific limitations in a particular software tool or platform, 

they can engage in induction programming specific to their need. 

 Specialist review process. Novice teachers with specific, specialist training 

(special education, English language learning, behavioral development, etc.) are most 
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often hired for a position which utilizes that training; however, just as novice teachers 

may enter the profession with advanced technological skills, some teachers may possess 

relevant, specialist training which may go underutilized for the position in which they 

were hired. Novice teachers may lack the experience in terms of specialized skill 

practice, but their skillset should be acknowledged in the very least by building 

administration in order to determine what skills may lie dormant—even those outside of 

certification areas. The self-efficacy survey would allow novice teachers to describe any 

relevant specialist training relevant to their practice, and it would also provide 

administrators with a broader understanding of expertise among staff members. This 

understanding would be useful for developing future professional development 

opportunities in such skill areas with teachers as instructional leaders. 

 Relevant pre-service experience and training appraisal. Similar to specialist 

training, novice teachers may also enter the profession with experience relevant to 

educational settings (Bartell, 2005; Villani, 2009). This may include occupational 

experience in social work, counseling, or management positions which provided 

instructional practice and experiences. Additionally, novice teachers are often hired after 

having had student teaching or paraprofessional experiences in a particular building, 

thereby providing an entry to first year which is much more familiar and potentially much 

less overwhelming than a novice teacher completely new to the school district or 

geographic area. The self-efficacy assessment is useful in identifying novice teachers 

who may be more resilient to first-year difficulties as a result of having pre-service 

experiences described above. This would again allow administrators to differentiate 
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induction programming for such novice teachers and perhaps provide mentor pairing 

options as needed. 

Timely and Purposeful Induction Content 

 Novice teachers are typically overwhelmed with the amount of professional 

development content they receive during induction programming. Regardless of how 

relevant the content is perceived by district and building administration to facilitate new 

teacher development, such content may not be perceived as practical by novice teachers. 

This may be the result of generalized professional development content not specifically 

oriented to certain teachers or their assignments.  It may be that novice teachers are not 

professionally prepared to implement practices shared in professional development 

settings, as they are more focused on addressing the immediate, overwhelming 

management and planning demands of their classrooms. This predicament is certainly not 

limited to novice teachers; however, the anxieties and stress experienced by novice 

teachers make it even more difficult to find practical applications for professional 

development sessions during induction. As school administrators build individualized 

induction profiles for incoming novice teachers, they are better prepared to provide 

induction content which is most timely, practical, and relevant to meeting professional 

development needs. More importantly, these needs may be met in a manner which avoid 

compounding feelings of overwhelming stress and anxiety common among first-year 

teachers. Options and alternatives in induction programming include the following: 

 Professional development classes/seminars/sessions. School districts may be 

able to offer professional development classes, seminars, and sessions which address 

specific novice teacher concerns and required training. This idea is not necessarily 
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revolutionary to districts who have the resources to provide training sessions throughout a 

school year for any teacher to attend, and often, these training sessions are tiered, 

scaffolded, or graduated to address a variety of proficiency levels (Bartell, 2005). With 

regard to novice teacher induction content, however, the primary consideration would be 

to reduce the number of instructional hours lost to professional development sessions 

when attendance requires them to be absent from their classrooms and students. A 

frustration many novice teachers shared was that they struggled to leave quality lesson 

plans to a substitute teacher in order to attend a professional development session which 

may or may not practical information for their classroom instruction. A network of 

professional development opportunities in a variety of locations (on-campus, or off-

campus, as needed) from which novice teachers may select to attend throughout the year 

gives more agency to novice teachers as they work through their “survival” experiences 

early in their career (Harris, 2015). A district or school may require novice teachers a 

specific number of training sessions to attend during their first or second year (or beyond, 

as needed). Providing novice teachers some flexibility in their professional development 

sessions would alleviate some stress during hectic periods. In cases where novice 

teachers were uncertain about attending specific training sessions, their formal or 

informal mentor may assist them in selecting what is most relevant to their professional 

growth. 

 Building/district needs (defined autonomy). School districts need to operate 

with fidelity and consistency in their curricular, instructional, and assessment practices, 

however, building needs must be considered. What is timely and purposeful induction 

content for one school’s cohort of novice teachers may not be that timely and purposeful 
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in another building. It goes without saying that professional development training will 

vary across school sizes and grade levels. Student needs should direct a school’s 

improvement plan and professional development plan. Through defined autonomy, 

school-level administration has the ability to disseminate district-level policy and 

professional development through a much more focused lens, adding and subtracting 

components to best meet the needs of staff, students, and families. This narrowing of 

focus should extend to the novice teachers in the building, who have yet to understand or 

contextualize such school community needs, let alone the needs of the district. It is the 

responsibility of the school-level leadership to not just deliver turnkey presentations 

meant for wide distribution, but instead refine in a manner that helps all teachers, but 

especially novice teachers interpret, engage, and discuss with their cohorts, relative to 

their school environment.  

Improved Informal Mentoring 

 One of the many limitations in schools with regard to mentoring is availability of 

staff members who might be formally paired with a novice teacher throughout an entire 

year, perhaps two, of teaching (Brock & Grady, 2006). Novice teachers perceive mentor 

pairings to be most valuable when a formal mentor shares their grade-level and content-

area assignment, and whose proximity is close enough for regular communication and 

observation. Ideally, formal mentor pairs meeting these criteria would exist year to year, 

but this is not always feasible (Villani, 2009). Qualified mentors may be difficult to find 

due to a lack of interest by staff or a lack of time to commit to training. Strong mentor 

teachers cannot be counted upon to provide ongoing support, as the commitment to 

building a quality, lasting mentor relationship is demanding both personally and 
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professionally (Bartell, 2005). Rather than assigning a mentor paring of questionable 

quality or compatibility, administrators should consider informal mentorship practices. In 

this study novice teachers who experienced unsatisfactory professional relationships with 

an assigned mentor sought out other staff members who served as informal mentors 

providing similar support. While these informal mentors did not necessarily meet the 

criteria (regular meeting times, documentation of mentoring practices, etc.), the 

relationships which developed between novice teachers and such staff members provided 

enough professional and personal support, perhaps more so in some situations, than the 

formal, assigned mentor had to that point in the year. With this in mind, school and 

district administrators should examine informal mentorship as an alternative to forced 

mentor pairings which put stress and strain on a disinterested (or underqualified) veteran 

teacher as well as the novice teacher he or she is expected to mentor. Two considerations 

to facilitate an informal mentoring alternative to paired mentoring practice: 

Mentor-by-committee options. Veteran teachers who decline mentorship 

opportunities may do so because of a lack of training, time, or interest. A year-long 

commitment is often perceived to be beyond what an educator is willing to provide due to 

perhaps school-related responsibilities such as coaching, clubs, or teaching workload 

(Villani, 2009). A novice teacher support system which includes part-time mentoring, or 

mentoring-by-committee may be a better option in schools with limited mentoring 

options. Part-time mentoring could be shared among staff members by quarter, semester, 

week-to-week, and so forth, aligning with schedules of participants. The best option with 

regard to mitigating teacher attrition in novice teachers will always be for school 

leadership to facilitate quality professional and personal relationships, especially if a 
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planned mentor pairing fails to engender feelings of camaraderie and personal 

connection. A mentor-by-committee would still require a focus on the novice teacher’s 

training and growth, but the responsibility would be shared among a few part-time, 

though amenable, informal mentors. 

In-building training specialists. Schools often overlook the teacher leadership 

skills already present among staff members. Outside of teacher leadership positions, staff 

members who demonstrate mastery in an area (i.e. educational technology, content-area 

best practices, classroom management skills, etc.) may be called upon to share ideas with 

staff members, providing smaller-scale training seminars, or one-on-one help. These 

relationships are typical in schools where staff members value and practice regular 

collaboration or peer observations, but novice teachers are typically unfamiliar with such 

skillsets among staff members beyond that of their own mentor. Staff members should be 

surveyed for their availability to serve in such capacities. Novice teachers should be made 

aware of these skillsets to seek out as needed as they become familiar with the staff 

relationships, climate, and culture. An additional benefit of this practice is the 

acknowledgment of teacher expertise in a building, perhaps empowering staff members 

whose strengths are underappreciated or underutilized.   

Mentor Training and Oversight 

Novice teachers shared a number of values and concerns regarding mentor 

pairing, availability, training, and feedback opportunities (Heller, 2004; Brock & Grady, 

2006). Mentoring is a complex process of identifying, training, and supporting veteran 

teachers, and this process requires maintenance in order for it to continue developing 

quality mentors willing to support and develop novice teachers. The quality of these 
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mentor relationships directly impacts both a novice teacher’s professional efficacy and a 

desire to continue teaching through their difficult, survival years, which is why oversight 

of a district’s mentoring program, particularly at the school level, is essential for its 

sustainability.  

Paired check-ins, reviews, and exit interviews. As with any program in an 

organization, a regular, standardized review of its policies, practices, and procedures is 

necessary for oversight (Bartell, 2005). Mentoring relationships are complex; a 

substantial set of responsibilities falls upon both the mentee and mentor, often 

compounded by significant, often detrimental, emotional highs and lows. School 

administrators have a difficult responsibility of regularly evaluating the quality and 

progress of ongoing mentor relationships in the building, while at the same time avoiding 

an evaluation of the novice teacher in the context of the mentoring relationship. This is 

further complicated by an expectation that mentors be exempt from administrative 

inquiry into novice teacher proficiency and ability (Heller, 2004; Harris, 2015), so as not 

to compromise the trust established between the mentor and mentee; mentors are never to 

take on the evaluative duties of administration in order to preserve a relationship where a 

novice teacher is not afraid of being reprimanded for struggling in the classroom. Yet, it 

is equally important that a failing mentor pairing be remedied as soon as possible, in the 

interests of both mentor and mentee. A secondary staff member serving as a mentor 

facilitator or supervisor, likely a former mentor him/herself, would be ideal for assessing 

ongoing mentor relationships in the building as well as protecting the privacy and thus 

integrity of mentor pairings. Check-ins could occur regularly throughout the year, with 

mentors and mentees sharing concerns with the mentor facilitator or supervisor as 
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needed. At the end of the year, the mentor facilitator would provide an exit interview 

independently to mentor(s) and mentee(s) to determine what, if any, additional mentoring 

support is necessary, and also to inform and improve mentor selection, training, and 

oversight in the future.  

 Continued mentoring options, availability, and interest. Novice teachers who 

experienced positive personal and professional relationships with their paired mentor 

often described these relationships having been strengthened by a feeling of earnest 

investment on the part of their mentor along with regular reflective practice (Harris, 

2015). These feelings also contributed to a desire to have continued a formal, or 

structured, relationship with their mentor beyond their first year in order to continue 

building professional efficacy and/or to further develop a deeper connection to their staff 

and school culture. These mentor relationships may continue well beyond a novice 

teacher’s first year as they form strong collegial bonds regardless of there being a 

continued formal pairing as mentor and mentee. However, novice teachers described 

feeling either a lack of efficacy or an interest in more directive mentorship through their 

second, and perhaps third year of teaching. Some mentor relationships dissolve not due to 

disinterest or disaffection for each other, but rather due to a mentor’s promotion, transfer, 

or retirement. District and school leadership should inquire as to the success of a mentor-

mentee pairing at the end of the school year (perhaps during the exit interview process) 

and a mutual interest in continuing a formal mentorship into a second year of teaching. 

The conditions of this continuing mentorship might be altered to reflect a more flexible 

arrangement within a structured second-year of induction programming, perhaps 

designed in part by the mentor and mentee themselves. A district’s induction 
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programming would need to expand beyond a year-one framework to include an option 

for continuing mentorship which considers the needs of existing mentor pairs. It is 

common practice for induction programming and mentoring to cease at the end of a 

novice teacher’s first year, but providing the option for mentor pairs to continue a formal, 

growth-oriented relationship would arguably improve novice efficacy. Potentially, these 

novice teachers may find that a second year of formal mentoring would mitigate their 

feelings of attrition. 

Implementation of the Proposed Solution 

 The component-based nature of the proposed solution allows for a variety of 

implementation options. For example, a wholesale replacement of mentoring selection 

criteria and oversight may not be needed across the district if there are buildings whose 

staff can readily support informal mentorship, mentor-by-committee arrangements, or on-

site professional development. Another building simply may not have experienced a 

significant staff turnover to warrant significant accommodations in induction 

programming and delivery. The variables inherent to year-to-year shifts in school staffing 

make it impossible to implement a one-size-fits-all philosophy with regard to improving 

induction and mentoring to mitigate novice teacher attrition, yet there are enough options 

described in this solution to address a variety of concerns at the school level.  

A variable implementation strategy is ideal as it allows building-level leadership 

to adjust induction and mentoring strategies to meet staff and school community needs 

(Table 2). These solutions need not replace a district’s existing framework for induction 

and mentoring, but they should address the limitations of existing staffing (for mentoring 

purposes) as well as the efficacy of a novice teacher cohort. 
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Table 2 

Example of Variable Implementation of Induction and Mentoring Components Based on 
School and Staffing Resources and Needs. 
 

School Type and 
Staff Size 

School and Staffing 
Resources 

School and Staffing Needs Induction and Mentoring 
Components Implemented 

High School, 170 
Staff Members 

 High professional 
capacity 

 Low yearly turnover 
(5-8%) 

 Veteran teachers 
across content-area 
willing and qualified 
to mentor 

 Incoming novice cohort 
teachers with high 
technological skills and 
perceived self-efficacy 

 Most college graduates 
with little teaching 
experience outside of 
teacher preparation 
programs 

 Strong mentor pairing 
projection, especially 
with low turnover and 
high mentor interest 

 Reduction in novice 
teacher educational tech 
seminars, as-needed 
training instead 

Middle School, 
60 Staff Members 

 Medium professional 
capacity  

 Recent high turnover 
(18%) primarily due 
to retirements  

 Relatively young 
staff with limited 
mentor interest 

 Some specialist skill 
training on staff 

 Incoming novice cohort 
is mix of new to 
profession, some with 
pre-service experience in 
related (educational) 
fields 

 Lack of perceived self-
efficacy, moderate 
technological skill 

 

 Some reliance on 
informal mentors to 
make up for lack of 
interest and higher 
turnover 

 Encourage staff with 
specialist skills to be 
available as resources to 
novice teachers 

 More vigilant oversight 
of mentorship required; 
staff member as mentor 
facilitator 

Elementary 
School, 25 Staff 
Members 

 High professional 
capacity among small 
cohort of veteran 
teachers 

 Recent high turnover 
(20%) and mobility 
due to position shifts 

 New building 
leadership with 
enthusiastic principal 
 

 Incoming novice cohort 
collegiate graduates with 
other new-to-building 
staff transferred within 
district 

 New principal needs to 
engage with staff 
members to establish 
positive relationships 
and climate 

 Veteran teachers 
reluctant to commit to 
full-year mentoring 
responsibilities 

 

 Mentor-by-committee 
with veteran teachers 
sharing novice teacher 
mentorship 

 Assess incoming 
transfer teachers for 
specialist skillsets and 
informal mentor 
interest/availability 

 New principal active in 
novice teacher 
professional 
development as part of 
establishing positive 
climate 
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Factors and Stakeholders Related to the Implementation of the Solution 

 As stated throughout this chapter, the primary stakeholders related to the solution 

are novice teachers, formal and informal mentors, teacher leaders and facilitators, and 

district- and school-level administrators. This solution improves upon and expands 

induction programming and mentoring within an existing framework, and in this process, 

existing staff roles may be shifted to include informal mentoring opportunities, specialist 

trainers, seminar leaders, and other as-needed teacher leadership positions. The expansion 

of these roles to accommodate improved mentoring relationships and coverage within 

and across buildings is therefore practical as it relies upon identifying existing skillsets 

and redefining their purpose to more readily support novice teacher induction and 

programming.  

 District-Level Leadership - School districts have an understandably vested 

interest in the continuity and fidelity of curricular, instructional, and assessment 

practices expected in each building governed under its policies and procedures. 

This solution requires adjusting professional development delivery at the district 

level through to buildings with accommodations made for novice teachers to 

better engage with and/or discuss implementation in a manner which 

contextualizes the material for a novice teacher cohort. The district must be 

willing to allow building-level administration to adjust professional development 

delivery with those considerations in mind.	

 Building-Level Leadership - Along with district leadership, principals and 

building administrative teams must reconsider their existing practice for selecting 

and training mentor teachers. The process would need to expand to accommodate 
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the inclusion of informal mentors at the district and school level with regard to 

criteria and training. Depending on the size, grade-level, and staffing of schools, 

the year-to-year needs of mentoring, formal or informal, would require enough 

flexibility within the existing induction and mentoring framework to include 

alternatives discussed in this chapter. Allowing for flexibility in this regard would 

not undermine established criteria for what constitutes a quality, trained mentor, 

but the policy of selecting and training mentors would need to allow for mentor 

candidates to participate in a temporary or shared capacity, depending on the 

building-level need.	

 Staff Members – Staff members not currently involved in teacher leadership 

roles may be resistant to expanding their duties to include novice teacher support; 

this may be due to some school staff being primarily composed of younger 

teachers who themselves are struggling to develop efficacy and confidence. Staff 

members may be reluctant to share any additional skillsets or experiences for fear 

that they may be called upon to participate in training experiences, even in the 

short-term. The researcher understands that professional competency is a factor in 

many schools, particularly those with higher attrition and mobility rates. Staff 

members need to be comfortable and willing enough to collaborate collegially 

before participating in teacher-leadership roles, thereby limiting the opportunity to 

implement some mentoring components of this solution.	

 Budgetary Considerations – Two aspects of the proposed solution have 

budgetary considerations which would need to be addressed at the district- and 

building-level. Staff members who take on informal mentorship duties would 
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need to be compensated at a rate not quite commensurate to the duties of a full-

time, year-long mentor, but one that acknowledges an investment of time and 

effort. Arguably, compensation budgeted for formal mentor pairs could be shared 

among informal mentors (or mentor-by-committee arrangements), but additional 

resources would need to be appropriated for necessary training and professional 

development. Informal mentors would still be provided an opportunity to receive 

training in the very least for fundamental mentoring strategies, for example.  

     Second, this solution calls for increasing the number of induction 

programming opportunities for novice teachers through individualized sessions 

and seminars they would attend in lieu of larger, more generalized professional 

development sessions. Providing these individualized opportunities would require 

compensation for session trainers, facility maintenance, etc. with these costs 

increasing or decreasing based on the number of available professional 

development sessions. These expenses may be considerable for some schools, but 

if a school district’s holistic concern is to mitigate novice teacher attrition, then 

the cost of improving induction and mentoring program components would 

arguably be offset by the cost of recruiting and retaining new teachers. Finally, 

the school district may reduce financial and management costs by either refining 

or eliminating induction and mentoring practices which are least effective in 

retaining novice teachers and/or improving their efficacy. 

Evaluation and Timeline for Implementation and Assessment 

 A variable implementation strategy, where such component-based solutions were 

to be applied according to specific staffing needs at the building level, would still require 
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a holistic, district-wide annual evaluation, described earlier in this chapter. Since the 

principal research questions in this study were to determine what, if any, induction and 

mentoring practices had lasting and purposeful effects on novice teachers’ desire to leave 

the profession, a longitudinal assessment within the attrition window defined in this study 

is appropriate. Specifically, district attrition and mobility rates among novice teacher 

cohorts should be examined prior to tenure (three to four years) and/or as teachers enter 

their fifth or sixth year as they are no longer “novice” in the profession. Data at the 

building level should be examined in similar intervals with consideration to which 

components were implemented (and/or modified) by school leadership to meet specific 

needs of their novice cohorts and staff. Additional evaluative considerations might 

include perceived effectiveness of induction programming among year-to-year novice 

teacher cohorts, increase/decrease in formal and informal mentor availability (district-

wide and by school), and mixed-methods analysis of implementation type (partial, 

temporary, full, induction-only, mentor-only, etc.) at the district- or building-level.  

Implications 

Practical Implications 

Teacher induction and mentoring policies are costly: systemic induction and 

mentoring requires a considerable financial and personnel investment to provide novice 

teacher professional development seminars and resources, to provide training for 

mentorship among veteran teachers, and to maintain (and sustain) the fidelity and 

effectiveness for all novice teachers. However, the cost of novice teacher attrition is 

considerably more, as the estimated fiscal cost of replacing teachers who have left the 

profession has been estimated at $2.2 billion per year, increasing to nearly $5 billion 
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when accounting for teacher transfers and migration (Alliance for Excellent Education, 

2005).  

Therefore, educational leaders in at both the district- and building-level need to 

understand which induction and mentoring practices are most efficient in order to provide 

cost-effective, early-career professional development that supports teacher growth, 

competency, and retention. The experiences novice teachers have when they enter the 

profession coupled with the commitment to a continued career in teaching are worth 

examining in order to determine how to best keep quality professional educators in the 

classroom. Teacher induction and mentoring programs are designed for this purpose, but 

these commitments are limited to one- or two-years; it is difficult to determine the 

retentive effectiveness of these programs as novice teachers continue to leave the 

profession after their induction and mentoring experiences. This study provided an 

opportunity to examine what professional, recently-tenured educators believe to have 

been the most purposeful, salient, and effective components of mentoring with regard to 

their continued professional practice. Additionally, this study may encourage the 

reflective practice of attrition-window teachers with regard to their formative years to 

reinforce best practices in teaching and to dispense with poor pedagogy, respectively. 

Participants in this study described the majority of their induction programming 

experiences to have had a negligible effect on a desire to remain in the profession, and 

that their early professional development, while thoughtfully planned and delivered, were 

perceived as impractical to incorporate into their curriculum, instruction, or assessment 

practices. Most often, novice teachers were overwhelmed with the difficult professional 

and personal responsibilities in their first year to fully appreciate or implement 
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components of their induction programming. Participants felt that they were well behind 

the curve with regard to such implementation, and desired a more graduated approach to 

their induction programming in order to process and contextualize such content with 

greater fidelity. 

Participants in this study greatly valued their mentor experiences, not just with 

their formal, paired mentor during their first year, but also with staff members who were 

perceived as informal mentors. Both of these types of relationships were described by 

participants as having a positive effect on a desire to remain in the profession, and quality 

relationships formed with informal mentors were perceived to be as valuable as those 

with formal mentors. Informal mentor relationships were particularly important to 

participants who described having a poor relationship with their paired mentor, and such 

participants sought out such relationships on their own. Quite often, participants 

described themselves as having high self-efficacy or confidence in their teaching 

preparation and commitment as they entered the profession, but all participants perceived 

their personal and professional relationships as being essential to their continuing desire 

to teach. 

A clear, practical implication of this study is that high-quality mentoring 

experiences, either formal or informal in nature, seem to have a stronger effect on teacher 

retention and efficacy among novice teachers than induction programming. This does not 

discount the importance of or need for novice teacher professional development, but it 

does suggest that school districts should consider prioritizing and investing resources in 

improving mentor availability, training, and commitments to novice teachers beyond their 

first year. This consideration allows for a rebalancing of induction programming to a 
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more graduated delivery beyond the first year of teaching, so that novice teachers may 

better (and more practically) apply induction content without the duress of coping with 

survival mindsets typical of first-year teaching.  

Implications for Future Research  

This study provided an opportunity to add to scholarly research in the fields of 

teacher induction, retention, and attrition among novice teachers. The outcomes of this 

study suggest limited transferability in future studies, as the qualitative data points to a 

need for further examination of induction and mentoring practices as they are applied 

systemically at the district level or locally on school sites to affect novice teacher attrition 

and efficacy. Such outcomes may be confirmed by identifying thematic similarities in 

participant experiences, and potentially, this study may be replicated by other researchers 

in other school districts. 

1. Other Locations. This study was limited to one Midwestern, urban school 

district, and further studies in suburban or rural settings would generate a 

diversity of perspectives across school district sizes, types, demographics, and 

geographical locations. 

2. Participant Group. Participants in this study were employed in a variety of 

elementary, middle, and high school settings. As a result, their respective 

mentoring and induction experiences, while within the same district, were 

understandably different due to the nature of staffing needs across elementary 

and secondary settings. A study limiting participants to elementary or 

secondary schools would allow a more focused interview protocol to examine 

participant experiences within a specific group of teachers.  
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3. School-Based Rather than District-Based Studies. A more refined study 

examining the lasting effects of induction and mentoring programs on attrition 

and efficacy could be examined within a single school setting. Participant 

availability and selection may be difficult, but larger school settings with and 

appropriate interview protocol is possible. 

4. Former Teachers. Participants in this study were currently employed by their 

school district and expressed a continued desire to teach. Therefore, the 

premise of this study was to examine the “reasons to stay in teaching” rather 

than the “reasons to leave teaching.”  While many studies in the field exist 

which examine why teachers leave, investigating when and why novice 

teachers leave the profession relative to their induction and mentoring 

experiences would be complementary to existing research. 

5. Teacher Preparation and Induction. A more ambitious topic to consider 

researching would be the effect of teacher preparation programs compared to 

teacher induction programs on novice teacher efficacy. While beyond the 

scope of this study, the researcher acknowledges a correlation between teacher 

preparation and its effect on novice teacher retention. The pre-service and 

post-hire experiences of novice teachers examined within the framework of 

this study would likely point to factors and relationships affecting novice 

teacher efficacy and attrition. 

Implications for Leadership Theory and Practice 

 The primary disposition of this study is that by examining teacher induction and 

mentoring experiences, the data may reveal aspects of such programs which are most 
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important to a teacher’s decision to remain in the profession beyond their first five years 

of their career. This study was designed with a leadership lens in mind, more practical 

than theoretical, but nonetheless connected to principles present in contemporary 

transformative, sustainability, and servant leadership theory. 

Transformational Leadership 

Teacher induction, and by extension, mentor teaching, is a process of 

transformational leadership by which veteran educators directly and deliberately act to 

improve their novice colleagues’ early career leadership. A mentored teacher is not 

merely an instrument of the mentor, but instead, a recipient of knowledge and skills 

intended to improve the capacity of the mentee. (Haslam, Reicher, and Platow, 2011). 

Participants in this study identified and described aspects of their relationships with 

veteran teachers who served as formal or informal mentors during their novice years of 

teaching. These mentor-mentee relationships were transformational in nature, in both 

professional and personal capacities, as novice teachers described their formative years in 

the profession with appreciation for their mentor’s investment.  

The shared understanding and expectation the novice teacher would grow to lead 

his/her own classroom with skilled pedagogy is essential to quality mentoring, but it is 

not a guaranteed effect of such relationships. Mentoring is a long-term process, and as 

participants described the lasting, transformative effects of their formal and informal 

mentors during their novice teaching years, they also described the explicit effect they 

themselves had on their students in a similar, transformative manner. Furthermore, 

participants expressed an interest in mentoring other teachers or serving in a teacher 

leadership capacity later in their careers. 
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Sustainability Theory 

Teacher induction and mentoring at the district and building level is a process of 

carefully cultivated, managed sustainability. Every novice teacher entering the profession 

who receives induction programming or assigned mentoring is an investment in that 

educator’s career growth, and by extension the success and sustainability of his/her 

school and district. These types of investments have holistic impacts on the profession; 

education is an investment in human capital, and thus, the capacity of individuals to 

contribute purposefully to the growth and advancement of society. Mitigating teacher 

attrition, particularly those who are prepared to commit themselves to a lifelong career in 

education, thereby affecting the lives of hundreds of colleagues and thousands of 

students, is itself a commitment of enormous proportion which falls on district and school 

leadership. 

Induction programming and mentorship are parts of a systemic, strategic 

investment which works to address long-term organizational needs (Senge, Smith, 

Kruschwitz, Laur, & Schley, 2008), and therefore, the principles of sustainability—the 

literal investment in an organization’s future health—are at the heart of teacher induction 

and mentoring. Participants in this study regularly referred to the needs of their students 

as a principal factor in not just continuing their teaching careers, but the reason why they 

desired to improve their professional capacities each year. These growth-minded 

dispositions are crucial in maintaining high-quality educators in the classroom and 

sustaining quality school systems for years to come. 
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Servant Leadership 

In practice, teacher induction and mentoring are each (though related) natural 

extensions of servant leadership, where veteran teachers serve novice teachers so that 

they may grow professionally to serve their students, parents, and other school 

stakeholders. Induction programs are fundamental mechanisms through which servant 

leaders model professional qualities, collaboration, and planning (Sipe & Frick, 2015). In 

an educational context, servant leadership is veteran teachers leading by doing, right 

alongside the inexperienced educators, aiding them through their struggling, initial years 

in the classroom not just as mentors, but as partners.  

Participants in this study positively valued their formal and informal mentors’ 

ability to put the novice teacher’s needs ahead of their own. Mentors who gave their time 

and support to their novice teachers were undoubtedly servant leaders in their 

mentorship, and participants described their mentor relationships as partnerships made 

stronger by regular reflection and altruistic, even personal, investments. By having a 

veteran teacher demonstrating an unconditional willingness to support them throughout 

their chaotic, survival-like first year in the classroom, participants described a desire to 

continue their teaching careers, emboldened by such servant leadership. 

Summary of the Study 

This phenomenological study was to explore perceptions of teachers in a 

Midwestern, urban school district about their induction and mentoring experience and to 

examine what aspects, if any, of their induction program affected their desire to continue 

a career in education into and beyond their fifth year of teaching. The researcher 

conducted 10 semi-structured interviews with teachers employed by a single, urban 
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school district in a Midwestern city. Participants were between their fourth and sixth 

years of teaching, placing them in a late-novice/early-experienced stage of their career. 

Participants were asked to identify and describe induction and mentoring experiences 

which they perceived to have buffered against an intent to leave the profession as well as 

those which they perceived to have had a lasting or purposeful effect on their professional 

development and efficacy as professional educators. 

Through qualitative coding and analysis of transcribed interviews and notes, the 

researcher determined which aspects of participant induction and mentoring experiences 

were perceived to have had positive, negative, or neutral effects on a desire to leave the 

profession as well as their professional efficacy. The researcher developed a series of 

induction and mentoring components which could be variably implemented at the district 

and/or school level, depending on holistic or building-level staffing strengths and needs.  

This study contributed to the improvement of professional practice in educational 

leadership and novice teacher development, addressing the concern of novice teacher 

attrition and mobility rates through the lens of induction programming and mentoring 

support. As a result of this study, the researcher recommends the following 

considerations to be made by district- and school-level leadership to improve novice 

teacher retention and professional efficacy through their first five years: 

1. Participants appreciate the intent and content shared in induction 

programming, but they often described their frustration in trying to implement 

varied curricular, instructional, or assessment practices when they are 

overwhelmed with first-year responsibilities and stresses. Novice teacher 

strengths, skills, and interests can be evaluated through self-efficacy survey to 
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inform and improve induction content provided by district and building 

leadership.  

2. These individualized induction profiles can be used to steer school 

improvement plans as well as alleviate novice teacher stress by subsequently 

providing induction options that are a) more relevant to their skillsets, b) more 

appropriate to their individual professional capacity, and c) less likely to 

contribute to the stress of leaving the classroom for mandatory professional 

development sessions. Professional development sessions and seminars can be 

developed within buildings and conducted by non-mentor teachers with 

appropriate skillsets (perhaps underutilized), and these induction opportunities 

allow for novice teachers to better manage their first year-stress. 

3. Participants greatly value the personal and professional relationships they 

cultivated with their paired mentor through their first year. This also included 

positive personal and professional relationships with whom they described as 

informal mentors, including participants who described having a poor or 

unproductive relationship with their assignment mentor. Informal mentorship 

might be a more viable option for schools with fewer mentoring options, and 

this includes mentor-by-committee options, shared/informal mentoring 

opportunities, and drop-in professional support for novice teachers by teachers 

with specialist training. 

4. Mentor training and oversight is a continuous need for districts and schools, 

and training and maintaining quality mentors requires a directed, focused 

oversight by administrators as well as mentor facilitators/supervisors. 



NOVICE TEACHER REFLECTIONS ON AN INDUCTION 155

Participants who described having a positive professional and personal 

relationship with their mentors often expressed a desire to have continued a 

formal, structured mentor relationship beyond into their second, and perhaps 

third year of teaching, but felt they were unable to communicate this interest 

to district- or school-administration. Similarly, participants who described 

having a poor mentor pairing felt that their concerns were not addressed by 

their respective administrators, impelling them to seek out their own 

mentorship among their staff. A standardized communication process for end-

of-year mentoring program evaluations is essential to ensure that mentoring 

opportunities remain available across all buildings, or in the absence of such 

opportunities, alternatives are provided by school leadership to their novice 

teacher cohort as needed. 

The researcher recommends a variable, as-needed implementation of induction 

and mentoring components in existing frameworks. These components address the need 

for novice teachers to meet early-career professional development goals with fidelity, and 

to build strong mentor and staff relationships which mitigate an intent to leave the 

teaching profession.  

This study complements the existing literature in the field by examining induction 

effects and outcomes as perceived by teachers beyond their novice years in the 

classroom, but within the novice teacher attrition window as established by surveyed 

data. This study has transferability in that it may also be used to examine relative, lasting 

effectiveness of induction and mentoring on novice teacher attrition and efficacy in 

suburban or rural districts, single school settings, specific elementary or secondary 
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settings. In addition, participants who left the teaching profession during their novice 

years may also be researched to examine the effect of induction and mentoring on their 

decision to leave. Further studies may be conducted to investigate the pre-service and 

post-hire experiences which affect novice teacher efficacy and attrition.   
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Appendix A 

Participants will respond to the following questions as they relate to their perceptions of 

their respective teacher induction and mentoring experiences. 

1. Describe your current teaching assignment, grade level, and years of 

experience in <participant district>. 

2. Please describe how you participated in the <participant district’s> new 

teacher induction program. Please include details about required and optional 

components of your teacher induction program at the building and district 

level. 

3. What components of your new teacher induction experience were most 

positive and useful in your early professional growth, and why? How did 

these experiences affect your decision to continue your teaching career?  

4. What components of your new teacher induction experience do you feel were 

least useful, and why? How did these experiences affect your decision to 

continue your teaching career? 

5. How were you paired with your mentor, and what kinds of mentoring support 

did you receive throughout your first year as an educator?  What kinds of 

specific mentoring support did you find most useful/least useful? What kinds 

of mentoring support do you wish you had during your induction experience? 

6. How did your mentoring experiences affect your decision to continue your 

teaching career? 
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7. During your initial years of teaching, did you receive professional or personal 

support by other staff members or administration? If so, were they more or 

less impactful than your mentor, and how/why? 

8. If you received specific support outside of your mentoring and induction 

program, how did these experiences affect your decision to continue your 

teaching career? 

9. What elements, if any, of your induction experience do you feel have had a 

minimal, or even negative, effect on your decision to continue your teaching 

career, to this day? 

10. What elements, if any, of your induction experience do you feel have had a 

positive or useful effect on your decision to continue your teaching career, to 

this day? 
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Appendix B 
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Appendix C 

 

 
 

 

Cameron Pentland 
[Researcher Email Address] 
[Date of Study] 

Dear [Participant Name]: 

You are being invited to participate in a research study conducted through Creighton University 
with the consent of [Participating School District].  The information that is gathered during this 
study will be used as part of a dissertation in partial fulfilment of a doctoral degree. Additionally, 
this research may be published to contribute to the existing scholarly research in the field of 
educational (teacher) induction and mentoring. 

All participants will be interviewed according to an interview protocol which will focus on how 
you, as a novice teacher, have internalized your induction and mentoring experiences throughout 
your formative years as a teacher. The questions will focus on what aspects, if any, of your early 
(first-year) induction and/or mentoring experience have affected your decision to continue your 
career as an educator. Each interview will be conducted at an agreed-upon site, date, and time 
between the participant and researcher, and will last approximately 45 minutes. 

As part of the research process, the investigator will record all interview data electronically and 
supplemented by notes. All electronic and material data will be stored securely and privately by 
the researcher.  

You are not required to participate by Creighton University and [Participating School District]; 
participation in this study is strictly voluntary. You may also decide to leave this study at some 
point after it has begun. There will be no monetary compensation for your involvement.   

If you are interested in participating in this study, please contact the researcher, Mr. Cameron 
Pentland, at cameron.pentland@creighton.edu.  If you prefer, you are welcome to use a personal 
email for correspondence.  Thank you in advance for your time and consideration. 

Sincerely, 

Cameron Pentland, M.S.Ed. 
Doctoral Candidate in Interdisciplinary Leadership 
Creighton University 
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Appendix D 

Bill of Rights for Research Participants 
 
As a participant in a research study, you have the right: 

 

1. To have enough time to decide whether or not to be in the research study, and to 
make that decision without any pressure from the people who are conducting the 
research.  

2. To refuse to be in the study at all, or to stop participating at any time after you 
begin the study. 

3. To be told what the study is trying to find out, what will happen to you, and what 
you will be asked to do if you are in the study. 

4. To be told about the reasonably foreseeable risks of being in the study. 

5. To be told about the possible benefits of being in the study. 

6. To be told whether there are any costs associated with being in the study and 
whether you will be compensated for participating in the study. 

7. To be told who will have access to information collected about you and how your 
confidentiality will be protected. 

8. To be told whom to contact with questions about the research, about research-
related injury, and about your rights as a research subject. 

9. If the study involves treatment or therapy: 

a. To be told about the other non-research treatment choices you have. 

b. To be told where treatment is available should you have a research-related 
injury, and who will pay for research-related treatment.  
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Appendix E 

Participant Data Sheet 

Participant Number: ______________ 

School Name: ______________________________ Certificated Staff Size (#):________ 

School Type:   Elementary Middle  High 

 

Number of years in current school: _____________ 

Number of years in profession: _____________ 

In your first two years as a teacher, did you:  

Participate in a building-level induction program?    YES NO 

Participate in a district-level induction program?   YES NO 

Participate in a building-level mentorship program as a mentee?     YES    NO 

 

Will you continue your current teaching assignment at the end of this school year?    

YES  NO   UNSURE 

Will you seek a change in your teaching assignment (this includes, changing grade levels, 
content area, specialization, schools, or school district) at the end of this school year?   
 

YES   NO  UNSURE 
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Appendix F 

(MODIFIED) BANDURA’S INSTRUMENT TEACHER SELF-EFFICACY SCALE 

This questionnaire is designed to help us gain a better understanding of the kinds of things that create 
difficulties for teachers in their school activities.  Please indicate your opinions about each of the statements 
below by circling the appropriate number.  Please also respond to the additional questions at the end of the 
assessment specific to your background and training. Your answers will be kept strictly confidential and 
will not be identified by name. 
 

Pre-Service Experience and Efficacy 

How rigorous do you feel your pre-service training and certification was in preparing you to be a new 
teacher? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel your pre-service job training has prepared you for teaching experiences? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

Technology Efficacy 

How much do you feel you understand educational technology for instructional purposes as a new 

teacher? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How proficient do you feel in terms of using current technology for personal organization, 
documentation, and classroom management as a new teacher? 
 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much technology training do you feel you need in order to be successful in your first year of 

teaching? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel you can provide other staff members with technological support? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 
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Instructional Efficacy 

How much do you feel you can do to keep students on task on difficult assignments? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel you can do to motivate students who show low interest in schoolwork? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel you can do to get students to work together? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel you can do to overcome the influence of adverse community conditions on 

students’ learning? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel you can do to get children to do their homework? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

Disciplinary Self-Efficacy 

How much do you feel you can do to get children to follow classroom rules? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel you can do to control disruptive behavior in the classroom? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much can you do to prevent problem behavior on the school grounds? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 
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Specialist Training / Efficacy 

How much do you feel you have been trained in specialized educational positions (special education, 
English language learning, behavioral specialist? 
 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel you can share your specialist training to support other staff members? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

Professional Self-Efficacy 

How much do you feel you have prepared for the rigors of beginning a career in teaching? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel you will be able to manage the educational needs of our students and families? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel you will be able to manage and support the personal needs of our students and 
families? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

How much do you feel you will be able to manage and support the emotional needs of our students and 
families? 

1            2            3            4            5            6             7             8             9 

Nothing         Very Little         Some Influence         Quite a Bit         A Great Deal 

 

Please describe any specific proficiencies in educational tools and software you have: 

 

Please describe any specific training with educational tools and software training you need to be successful: 

 

Please describe any per-service training (specialist certification, etc.) or job experiences relevant to your 

teaching position:	




