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NEW TEACHER INDUCTION: IMPROVING TEACHER SELF-EFFICACY  

 

Induction programs are comprehensive initiations or introductions to a position that 

provides beginning teachers with the necessary tools for starting their teaching careers, as 

well as specific guidance aimed at helping them meet performance standards. Induction 

programs may include mentoring, assistance in planning, professional development, and 

evaluation. Other terms used for induction include support, orientation, training, 

internship, assistance or assessment programs, retention programs, beginning teacher 

program, transitional program for existing teacher, cohort program, phase-in, professional 

development, and workshops. School districts across the country have turned to effective 

induction programs in response to rising teacher attrition rates. Comprehensive induction 

programs that develop highly efficacious teachers report a decline in teacher attrition and 

an increase in job satisfaction. 

 

Research suggests that if teachers have appropriate support and training, they become 

more confident in their ability to positively impact student success. This, in turn, 

contributes to their likelihood of staying in the profession, thus increasing teacher 

retention rates. Quality programs for all beginning teachers are important, and research 

shows that beginning teachers who participate in induction programs are nearly twice as 

likely to stay in the profession as those who don't. Beginning teachers are typically 

expected to carry out the same tasks, in and out of the classroom, as more experienced 

teachers. As they do so, beginning teachers possess feelings of isolation and lack of 

support. These, as it happens, are major factors beginning teachers’ decisions to leave the 

education profession. 

 

The intent of this mixed-methods action research (MMAR) study was to assess the level 

of self-efficacy of beginning teachers across the domains of instructional strategies, 

student engagement, and classroom management before and after the completion of a 

newly designed district induction program. The study explored the induction program’s 

structure in a large, suburban Kentucky school district to evaluate the extent of 

participant self-efficacy levels and to what degree best practices in induction are utilized, 

as defined in the review of the literature. Data were collected before, during, and after 

beginning teachers’ participation in a five-month induction program. 

 



 

 

In this study, we learned that a beginning teacher induction program is a promising 

practice to increase teachers’ self-efficacy at Williamstown Public School District. 

Results of the study indicated positive influences for beginning teachers’ efficacy to 

implement high-yield instructional strategies, effectively engaging students, and design 

classroom management systems to impact student success. 

 

KEYWORDS: beginning teachers, induction program, teacher self-efficacy, new teacher 

support, teacher attrition 
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CHAPTER 1  

Introduction 

The public education system in the United States was designed to create 

productive citizens (Burbules & Torres, 2000). To accomplish that goal, the system must 

prepare students to think critically, solve creatively, and communicate effectively with 

each other. Students in classrooms today no longer compete with peers in their 

community for postsecondary opportunities; rather, they compete with students from all 

over the world (Mongillo, 2011). School districts that wish to provide their students with 

a competitive advantage in an increasingly global society will need to employ highly 

qualified, competent teachers in all stages of education. “A country’s performance does 

not begin with its corporations. Rather, it begins in the mindsets of its people; how people 

are taught to think, to deal with one another, to work together…the race begins at school” 

(Smith, 1995, p. 100). 

 Population and demographic trends indicate communities and schools are 

becoming more diverse, intensifying the demands placed on the education system, and 

ultimately the classroom teachers they employ (Smelser, Wilson, & Mitchell, 2001). 

Students come to school with varying degrees of experiences, needs, and abilities. The 

achievement gap between racial and socioeconomic groups has been publicized for 

decades. Students of color and those who come from low poverty homes achieve at lower 

levels than other students. However, little progress has been made to close the gap 

(Rothstein, 2004). There is an increasing consensus that teacher quality is a critical 

component in reducing the achievement gap. For instance, teacher effectiveness has more 

impact on student achievement than other factors (Liston, Borko, & Whitcomb, 2008). 
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And teacher quality is frequently cited as the most important factor in student learning 

(Feiman-Nemser, 2001; Futrell, 2008; Johnson & Kardos, 2008; Upokodu, 2007). 

Every year beginning teachers enter classrooms across the United States with a 

passion and inspiration to make a significant difference in the lives of the students they 

serve. For many, these emotions quickly fade, as nearly half of beginning teachers leave 

the field within the first five years of teaching (Smith & Ingersoll, 2004). Across the 

country, between one third and one half of beginning teachers leave their positions within 

the first three years of their career (Ingersoll & Smith, 2004).  

This mixed-methods action research (MMAR) study, conducted in a suburban 

Kentucky school district, explores the role a teacher induction program can have on 

enhancing beginning teachers’ level of the self-efficacy in implementing instructional 

strategies, fostering student engagement, and managing classrooms effectively in hopes 

that it leads to a decrease in the attrition rate. The study will unfold in phases, starting 

with diagnosis and reconnaissance phases to inform the induction program design, 

followed by an implementation and outcome evaluation of the program to understand the 

induction program’s influence on beginning teacher self-efficacy. In this chapter, I 

discussed the context of the study site and introduce the problem of practice. Also 

included in the chapter is a diagnosis of the problem relative to the study context and 

supporting literature for an intervention. 

Context 

This study took place in the Williamstown Public School District (WPSD). 

WPSD is the 7th largest school district in the state. It is located 25 miles south of the 

largest city in the state and has both urban and suburban characteristics.  The district 
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serves approximately 13,000 pre-kindergarten through 12th-grade students from various 

communities and employs over 2,000 certified and classified staff. WPSD is comprised 

of 23 schools consisting of 13 elementary schools, six middle schools, three high schools, 

and an alternative center. The district also has an opportunity center that houses an 

advanced career readiness program and an advanced mathematics and science program. 

Little ethnic diversity exists among the students in WPSD. Ninety-two percent of 

enrolled students identify themselves as White. Additionally, 57% of students qualify for 

free or reduced-priced meals. WPDS has a graduation rate of 92.7%, which is slightly 

higher than the 90.8% average for the Commonwealth of Kentucky.  

WPSD has experienced steady growth in student enrollment over the last three 

years as a result of the rising population in the county. For the 2009-2010 school year, the 

district served approximately 10,200 students. During the 2018-2019 school year, 

enrollment increased to almost 13,000. New students moving into the district and transfer 

enrollments from a larger neighboring school district contributed to the increased 

enrollment. As a result of the increase in student enrollment, the district has also 

experienced an increase in students who qualify for special education services. In 

addition, the district has seen a higher number of students entering Kindergarten 

identified as "not ready." There has also been a significant increase in enrollment in 

schools located within one county neighborhood due to a boom in residential 

development and new home construction.  

Organizational Structure 

The organizational structure of WPSD is hierarchical. The district is governed by 

a five-member board of education elected by citizens from a geographically defined area 
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of the district. The board’s primary function is to set policies that govern district 

operations and approve the annual budget. The board is also responsible for hiring the 

superintendent of the school district and the board attorney.  

The superintendent oversees all district operations, ensure the policies and 

procedures adopted by the board are implemented throughout the district, recommend an 

annual working budget for board approval, and provide direct support and supervision to 

the Chief Financial Officer, the Assistant Superintendent for Support Services, the 

Assistant Superintendent for Student Learning, the Director of Secondary Schools, the 

Director of Elementary Schools, and the Director of College and Career Readiness. The 

Superintendent meets weekly with these officers to discuss opportunities and challenges 

present in all aspects of district operations.  

The Chief Financial Officer oversees all employees in the accounting and finance 

office. The Assistant Superintendent for Support Services oversees six directors 

responsible for buildings and grounds, food service, transportation, technology, and 

construction. The Assistant Superintendent for Student Learning oversees six directors 

responsible for special education, safe schools, data, research and accountability, human 

resources, pupil personnel, and grant writing. The Director of Secondary Schools 

oversees the middle and high school principals in the district. The Director of Elementary 

Schools oversees the district elementary school principals. The Director of College and 

Career Readiness oversees the principal of the area technology center and the opportunity 

center while working with local businesses and postsecondary educational institutions to 

increase partnerships with the district. 
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There are 24 school principals in the district, one for each of the thirteen 

elementary schools, six middle schools, three traditional high schools, two alternative 

high schools, and one area technology center. Each school has its own site-based 

decision-making council comprised of the principal, three teachers, and two parents of 

students enrolled in the school. School councils are designed to promote shared 

leadership among those who are close to the students. The council sets school level 

policy and makes decisions to provide an environment to enhance student achievement. 

When a principal vacancy exists, the council is responsible for hiring the principal with 

assistance from the superintendent.  

Teaching Conditions 

WPSD is profoundly affected by the local teacher’s union. The union has a 

collective bargaining agreement with the local board of education, which governs the 

conditions of teacher employment and limits the amount of time and extra activities that 

principals can require. The district employs 760 full time certified teachers. Teachers are 

contracted to work 187 days a year. Contracted days include 170 days of student 

instruction, seven days of planning, four paid holidays, four professional development 

days, one opening day, and one closing day. The planning and implementation of teacher 

professional development activities is the responsibility of individual school councils and 

their professional development committees. According to the plans developed and 

approved by individual school-based councils, principals are required to grant 

professional leave days for teachers wishing to participate in courses, workshops, 

seminars, conferences, and other such programs that relate to the teacher’s professional 
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growth plan. School councils are encouraged to work cooperatively with each other in 

order to provide optimal professional development experiences for their teachers. 

The typical weekly teaching load for district high school and middle school 

teachers can include no more than twenty-five teaching periods in a thirty-period week, 

and five planning periods. If a school is structured so that it has more or less than six 

periods in a school day, teachers are provided no less than one full period each day for 

planning. Elementary teachers are provided with 225 minutes of planning time per week. 

Planning time for elementary teachers is provided each day and is balanced throughout 

the week. Planning times cannot be interrupted more than once a week by 

administratively mandated activities such as team meetings or professional learning 

communities. Exceptions to this condition include Admissions and Release Committee or 

Section 504 meetings for students with disabilities. 

Principals are required to provide an agenda for faculty meetings twenty-four 

hours in advance of the meeting. Mandatory attendance at faculty meetings cannot 

exceed fifteen meetings in one school year. Additionally, faculty meetings cannot exceed 

one hour in duration and must begin within twenty minutes of the end of the student day. 

The limited amount of mandatory time principals can ask of teachers encourages routine 

matters such as communicating information and procedural discussions to be handled in 

such a way as to permit optimum use of time with faculty for planning and evaluation of 

the school’s instructional programs. 

Required teacher attendance at school activities other than faculty meetings such 

as Parent Teacher Association events, open houses, parent teacher conferences, extra-

curricular events, etc., at times outside of the typical school day, cannot exceed two times 
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per month or a total of five activities per year. Additionally, these activities cannot 

exceed more than 2.5 hours of required attendance. 

Researcher Role in the Organization 

 As the WPSB Superintendent, I am the Chief Executive Officer (CEO) of the 

school district. It is my job to work closely with the locally elected board of education to 

set the vision, goals, and objectives for the district, and then see to it that the goals are 

achieved. It is also my responsibility to hire and supervise other district-level 

administrators and the school principals. 

One of my primary duties as the district superintendent is to make 

recommendations about educational programs, spending, and staffing for all schools. In 

doing so, I have a responsibility to continually look for methods, both large and small, 

to improve the district with a continuous improvement mindset. As the instructional 

leader, the most important job I have is to ensure students are learning and achieving at 

high levels. I must stay up to date on best practices for maximizing student achievement 

and support teachers in their efforts to provide high-quality educational experiences. To 

do so, it is essential to ensure that the district develops and retains high-quality personnel. 

Problem of Practice 

The turnover rate for beginning teachers has increased in WPSD over the past five 

years. For the purpose of this study beginning teachers are defined as teachers who are 

within the first five years of their teaching career. The district employs a total of 

approximately 700 teachers. Since 2014, beginning teacher attrition rose from 35 per year 

(11%) to 46 new per year (18%) and was as high as 52 (19%) in 2017. The consistent 
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increase in student enrollment in recent years further highlights the need to develop and 

retain highly effective teachers.  

Teacher Attrition Literature Review 

Every year beginning teachers enter classrooms across the United States with a 

passion and inspiration to make a significant difference in the lives of the students they 

serve. For many, these emotions quickly fade, as nearly half of beginning teachers leave 

the field within the first five years of teaching (Ingersol & Strong, 2011). Many districts 

create support systems in the form of induction programs. Even though the programs that 

are offered vary significantly, teachers seem to benefit from any level of support. 

Ingersoll and Strong (2011) also suggested that beginning teachers who received some 

type of induction had higher job satisfaction, commitment, or retention. Other positive 

outcomes include increased self-efficacy and enhanced instructional practices, two key 

factors associated with long-term growth and job satisfaction for teachers. In order to 

understand the impact an effective induction program can have on teacher retention; it is 

essential to examine reasons beginning teachers leave the profession. 

Causes of attrition. There are multiple reasons teachers leave the profession. The 

most qualified teachers often leave in search of careers with better working conditions, 

less stress, and higher salaries (Darling-Hammond, 2000; Ingersoll & Smith, 2004). 

O’Brien, Goddard, and Keeffe (2008) found that by the second year of teaching, 29% of 

beginning teachers were thinking about leaving the classroom while 10% of them had 

already decided to leave. Lack of support, increasing pressures, and isolation are 

frequently cited factors. 
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Lack of support. Beginning teachers consistently cite lack of support from school 

administration as a primary reason for leaving the profession (Alliance for Excellent 

Education, 2004; Ingersoll & Strong, 2011). In 2008, the United States Department of 

Education (USDOE) surveyed teachers with 1-3 years of experience who left the 

classroom. The results revealed that 28.6% of the teachers surveyed left the field to 

pursue a different career because they were dissatisfied with the level of support, they 

received from their school administrators. Of the 28.6% of teachers that left due to 

dissatisfaction with administrator support, 11.7% explicitly expressed frustration over the 

lack of support provided during the first year of their career (Reeder, 2013). Some 

researchers argue that it is because of this type of discontent that 20-50% of teachers 

leave the profession by their 5th year (Ingersoll, 2003).  

Without proper support and guidance from building administrators, beginning 

teachers struggle for survival during the transition from clinical practice to taking on full-

time teaching responsibilities (Howe, 2006). When beginning teachers make the 

transition from postsecondary preparation programs, many report the theories learned in 

teacher preparation coursework do not adequately prepare them for the transition to full 

time teaching in the classroom (Howe, 2006). More comprehensive support from school 

administration during the transition period is needed to reduce the chances that beginning 

teachers experience a lack of support, struggle to handle daily stress and pressures, and 

ultimately end up leaving the profession. 

Increasing pressure and burnout. Education reforms in recent years have led to 

an increase in school accountability through high stakes testing. This environment can 

lead to an increase in teacher stress levels as pressure mounts for students to perform on 
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state tests. Studies have shown that increased levels of stress often lead teachers to suffer 

from burnout (McCarthy, Lambert, O’Donnell, & Melendres, 2009). In many cases, 

beginning teachers are expected to perform the same duties as veteran educators while 

also learning the nuances of the profession (Lesnick, Jiang, Sporte, Sartain, & Hart, 

2010). This demand leaves beginning teachers feeling overwhelmed and less confident in 

their ability to cope with the demands of a stressful career. In many schools, beginning 

teachers are given the course loads that veteran teachers do not want, including remedial 

classes, schedules that require multiple preparations, and classrooms full of students with 

various learning needs (Brewster & Railsback, 2001). Howe (2006) argues that pressures 

such as these result in beginning teachers feeling isolated and leads them to question 

whether they possess the necessary skills to impact student success positively. 

Isolation. When teachers enter a district for the first time, a feeling of isolation 

can be detrimental to self-confidence and skill development. Buchanan et al. (2013) 

identified four types of isolation that have the potential to negatively impact beginning 

teachers. Physical isolation is the feeling of being alone in the classroom without the 

support of another teacher. Beginning teachers have the potential to experience this type 

of isolation when they do not receive meaningful feedback on job performance. 

Geographic isolation refers to working in an area where job-specific professional 

development opportunities are scarce or require significant travel by the beginning 

teacher. Professional isolation exists when a teacher is the only teacher of a subject or 

course in a school, teaches outside of his or her expertise, or is unable to access resources 

to reach maximum effectiveness.  A final type of isolation is emotional isolation. 

Emotional isolation refers to the feeling that comes when teachers fail and do not admit 
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to needing help or wanting to ask for help (Buchanan et al., 2013, p. 122). Isolation can 

be a significant factor to beginning teacher burnout and attrition. Induction programs 

implemented to address retention must address and remove each type of isolation 

experienced by beginning teachers. 

Diagnosis Phase 

The first stage of this MMAR study is a diagnosis phase in which a problem of 

practice is identified (Ivankova, 2015). The purpose of the study and the desired 

outcomes were developed in this phase. A literature review was conducted to learn more 

about the problem of practice and the potential opportunities that may influence a 

solution.  

From September 2018 through January 2019, I became increasingly concerned 

with the number of teachers who attempted to resign to seek employment in another 

district or leave the teaching profession altogether. Through the course of the time frame 

mentioned above, 17 teachers requested a release from their contract. This data prompted 

a deep dive into the number of teachers the district was losing every year. Between 2014 

through 2017, the teacher turnover rate had risen considerably from 11% to 18%. The 

data discovered raised the question: Why are teachers leaving the school district in 

increasing numbers? 

Former Teacher Surveys 

 To help answer the question posed above, the human resources department 

drafted a survey to distribute to teachers who voluntarily left the district from June 2014 

through May 2018, before retirement eligibility. The intent of the survey was to explore if 

former teachers were still employed in the education field and to help explain why they 
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chose to leave the district. Open-ended questions provided an opportunity for teachers to 

reflect on the experience they had as a teacher in the district. Further, these surveys 

assessed teachers’ perceived level of support in the areas of implementing high yield 

instructional strategies, using effective student engagement techniques, and developing 

successful classroom management systems. Teachers rated their feelings of support on a 

scale of one (I received no support) to four (I received adequate support). Responses were 

anonymous. 

The human resources department, using contact information available, distributed 

126 surveys, of which 39 were returned, reflecting a response rate of 31 percent. Several 

factors impacted the quality of the sampling frame and the response rate. There are 

several former teachers for which no contact information was available. Therefore, a 

survey was not sent to them. Furthermore, since the district does not maintain accurate 

records on former employees, there is no guarantee that every survey sent was received 

by the former teacher to whom it was addressed.  

Review of Survey Results 

 Open-ended questions were used to learn more about the teachers’ perceived 

experiences in the district. Closed-ended questions were used to determine measures of 

central tendencies. Both question types were used to gauge whether teachers felt 

supported in the district and if they believed they could make a positive impact on student 

success. Reviewing responses helped me determine what additional support is needed for 

beginning teachers new to the district. 

 Former teachers’ responses on the open-ended portion of the survey expressed 

feelings of isolation. One teacher wrote, “while veteran teachers told beginning teachers 
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how things were done in the school, teachers spend their teaching day isolated from other 

adults.” Other teachers described an inability to manage classrooms effectively. An 

example from one teacher surveyed included, “I want my classroom to have a relaxed 

atmosphere so students can feel free to express their thoughts, but I often have trouble 

balancing that with keeping order and ensuring class time is productive.”  

Another theme that emerged was teacher frustrations with a lack of improvement 

in student achievement. This was evident with comments such as, “I feel like I try every 

trick in the book with some students and it doesn’t seem to make a difference. That is so 

disheartening.” Furthermore, teachers expressed concerns that they are unprepared for the 

numerous challenges students must overcome. One teacher expressed “some of my kids 

come to me with so many social and emotional issues, just getting them to think about 

school is a challenge.” There also seemed to be a general level of uncertainty felt about 

what the future holds for the education profession. One teacher expressed, “the changing 

demands on teachers are daunting. Who has the capacity to do it all? I don’t know how 

this job will even be feasible in the future at this rate.” 

The responses of the open-ended surveys were compared with the results from the 

closed-ended portion of the survey. The comments expressed by the teachers suggest that 

beginning teachers need to experience mastery moments in order to increase their belief 

that they can make a positive impact on student outcomes (Tschannen-Moran & Hoy, 

2007). Support beyond verbal persuasion, and secondhand experience from veteran 

teachers should be provided. The feelings expressed by these teachers suggest they need 

to be provided the opportunity to demonstrate to themselves that they can become 

effective teachers. That can be provided through a comprehensive program of support. 
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Analysis of closed-ended questions reflect a lack of teachers’ perceived level of 

support in the areas of implementing high yield instructional strategies, using effective 

student engagement techniques, and developing successful classroom management 

systems. For all three areas, the average rating of the level of support teachers perceived 

to have received during their time in the district was less than 2.1 on a 4-point scale. 

Therefore, an intervention to explore how the district might increase the level of 

beginning teacher self-efficacy in the areas of instructional strategies, student 

engagement, and classroom management was needed.  

Finding Attrition Solutions  

To combat rising teacher attrition rates, policymakers in many states have 

attempted to increase the supply of teachers available by implementing alternative 

teacher certification programs to entice individuals working in the private sector to enter 

the teaching profession (Reinhardt, 2011). Financial incentives have been offered to 

attempt teachers to remain in hard to staff schools. Not only have these approaches failed 

to solve the growing teacher attrition problem, but research shows that teachers who enter 

the field through alternative routes have attrition rates that are double that of traditionally 

trained teachers and sixty percent of alternatively certified teachers leave the profession 

by the third year (Darling- Hammond, 2000). Likewise, teachers who are enticed by the 

financial incentives are overcome by the same stressors that caused the school to be 

difficult to staff (Darling-Hammond, 2000). Darling-Hammond (2000) suggests the 

answer is not to create alternative ways to certify individuals to become teachers or to 

provide them financial incentives to remain in the profession when overcome with 
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stresses of the job. Instead, schools and districts should focus on how to support 

beginning teachers in their efforts to combat attrition. 

The extent to which teachers feel as though they are having a positive impact on 

students is an important factor in whether or not teachers remain in the field (Tschannen-

Moran & Hoy, 2007). Teacher quality is one of the most important indicators of student 

success, so schools and districts must establish programs that will develop beginning 

teachers into self-efficacious and accomplished professionals (Reeder, 2013). The most 

frequently cited issues beginning teachers struggle with during their initial years in the 

profession include: (a) adjusting to full-time teaching demands; (b) managing colleague 

and parent relationships; (c) understanding the cultural contexts of the school; and (d) 

coping with the clash between theoretical expectations developed in preservice training 

and the realities of the modern classroom (Buchanan, 2006; Ewing & Smith, 2003; 

Fetherston & Lummis, 2012).  Improving beginning teacher self-efficacy may be the key 

for school and district leaders to decrease attrition rates. 

Past Beginning Teacher Support Practice 

I examined practices that the district already had in place to support beginning 

teachers. I discovered that, since its initiation in 1985 by the Kentucky General 

Assembly, the Kentucky Teacher Internship Program (KTIP) had served as the sole 

program used by WPSD for guiding and assessing beginning teachers. KTIP legislation 

was the beginning of major teacher certification reform in Kentucky and was further 

strengthened with the passage of the Kentucky Education Reform Act (KERA) in 1990. 

KTIP was designed as a year-long program to help beginning teachers experience 

a successful first year in the classroom. In KTIP, each beginning teacher was provided 
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assistance from a three-person committee trained in the supervision and assessment of 

beginning teachers. The EPSB provided formal training for members of the three-person 

committee to prepare committee them to serve on a beginning teacher’s committees. All 

principals, teachers, instructional supervisors, teacher educators, and university faculty 

who planned to serve on KTIP committees were required to complete training before 

committee assignment.  

The school year was divided into three cycles, with each cycle tasking each 

committee member with mentoring, observing, and providing feedback to a beginning 

teacher. By observing and mentoring a beginning teacher, the KTIP committee supported 

effective teaching practices and guided the beginning teacher's professional growth. At 

the end of each cycle, the committee would meet with the beginning teacher to identify 

strengths, opportunity for growth, and to develop a detailed plan of support for the next 

cycle. 

 Beginning in 2018, the Kentucky General Assembly ceased funding for the KTIP 

program. As a result, the program was suspended indefinitely, leaving districts to 

incorporate an independent support program for new hires. This has resulted in the lack 

of district-wide systemic support for beginning teachers in WPSD.  

Diagnosis Conclusion 

In order to develop and retain talented teachers, WPSD needed a district-wide 

program to assist with the retention of beginning teachers. The intent of the program was 

to provide more hands-on support for beginning teachers and have additional personnel 

available to direct them towards beneficial resources. The goal of the program was to 

increase teacher self-efficacy in the areas of instructional strategies, student engagement, 
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and classroom management to increase the likelihood of retaining a higher percentage of 

beginning teachers. Conducting an MMAR study provided the opportunity for a holistic 

examination of the need for the program, its design, and an evaluation of its quality and 

the extent to which teacher self-efficacy was related to participation in it. 

Beginning Teacher Induction Supporting Literature 

A high-quality beginning teacher induction program is widely accepted by the 

education community as a critical step in the development and retention of effective 

educators. School districts have developed induction programs to reduce high turnover 

rates among beginning teachers. In the sections below, I define self-efficacy and discuss 

what the research suggests about the development of teacher self-efficacy, the importance 

of a teacher’s early years in the profession, and how an induction program may serve as a 

way to produce more efficacious teachers who are more likely to become career long 

educators. 

The section concludes with a detailed analysis of classroom instruction, student 

engagement, and classroom management constructs. In Chapter 2, I explore what the 

literature suggests are best practices in a comprehensive induction plan which produce 

highly efficacious and satisfied teachers. 

Teacher Self-Efficacy 

Bandura (1997) developed the Social Cognitive Theory in which self-efficacy is 

rooted. Social Cognitive Theory assumes people choose a course of action based on the 

relationships between external and internal forces combined with current and past 

behavior (Henson, 2001). Self-efficacy is defined as an individual’s belief in his or her 

capacity to organize and execute the appropriate action(s) to produce a desired result 
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(Bandura, 1997). Self-efficacy is a powerful predictor of behavior because it is explicitly 

self-referent in nature and is directed toward perceived abilities given specific tasks 

(Henson, 2001). Because of its predictive power and application for behavioral tasks, the 

self-efficacy theory is a common theme in current views of motivation (Henson, 2001). 

In this section I discuss self-efficacy specific to the education field and the impact it has 

on teachers and their students.  

Researchers in the field of education have developed their own thoughts on self-

efficacy as it relates to educators. Teacher self-efficacy is the belief teachers have 

regarding their capacity to influence how well students learn (Guskey & Passaro, 1994). 

Similarly, Tschannen-Moran and Hoy (2001) described teacher efficacy as a teacher’s 

beliefs of his or her abilities to achieve desired outcomes of student engagement and 

learning, even among those students who may be difficult or unmotivated. Each 

definition references the power of teacher beliefs in themselves and their capability to 

positively influence all students. 

Teacher self-efficacy has an impact on student motivation, achievement, and 

student efficacy. People with negative self-efficacy do not give sufficient effort to pursue 

attainable goals because they feel as though their efforts will be futile (Guskey & 

Passaro, 1994). Teachers with positive self-efficacy about their ability, increase student 

achievement and motivation (Ashton & Webb, 1986; Grant, 2006). Efficacious teachers 

see student learning as a highly valued attainable goal. Teachers who believe in their 

ability to teach usually develop a “whatever it takes” attitude toward instructional design. 

When positive teacher self-efficacy is developed in the early years of teaching, it 

will remain relatively stable thereafter (Woolfolk Hoy & Burke-Spero, 2005). Bandura 
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(1997) suggests that teacher self-efficacy beliefs are developed from four sources: (a) 

verbal encouragement of colleagues, supervisors, and administrators; (b) success or 

failure of other teachers who serve as models for beginning teachers; (c) perceptions of 

past experiences of teaching; and (d) level of emotional and physiological arousal 

experienced as they anticipate and practice teaching. 

Research on the four sources of efficacy in a subject area suggests efficacy can be 

increased through professional development. Ross and Bruce (2007) randomly assigned 

teachers to one of two groups: an experimental treatment group in which professional 

development experiences intentionally nurtured all four sources of efficacy; and a control 

group. The treatment group’s overall teacher efficacy related to instructional strategies, 

student engagement, and classroom management was stable during the study and higher 

than the control group. For teachers in the treatment group, classroom management 

efficacy increased by a statistically significant degree (Ross & Bruce, 2007). The 

professional learning experiences addressed the four sources of efficacy by providing 

information-rich tasks, modeling, job-embedded practice, and reflective experiences 

enhanced teacher efficacy specific to management for teaching mathematics (Ross & 

Bruce, 2007). 

Many beginning teachers lack the mastery experiences that have the greatest 

impact on raising teacher self-efficacy (Tschannen-Moran & Hoy, 2007). Consequently, 

beginning teachers rely on verbal persuasion, secondhand experience, and physiological 

arousal to build their self-efficacy (Tschannen-Moran & Hoy, 2007). Nonetheless, Ross 

and Bruce (2007) argue that the most important of the four sources of efficacy are 

mastery experiences. By observing the progress of difficult-to-teach students, teachers 
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build self-efficacy through episodes in which they demonstrate to themselves that they 

are competent instructors. Mastery experiences are improved through feedback from 

mentors or superiors and social validation that attributes achievement outcomes to 

teacher actions. Because beginning teachers may not have experience to reflect upon, it is 

crucial that professional development and feedback from administrators and mentors 

provide opportunities for a novice teacher to practice new skills and experience the 

gratification in moments of success. Ross and Bruce (20017) suggest that the strongest 

predictor of self-efficacy, mastery experiences, increases with more effective teaching. 

Impact of self-efficacy. Teachers’ sense of self-efficacy significantly impacts 

teacher behaviors and student outcomes (Goddard, Logerfo, & Hoy, 2004). Compared to 

teachers with lower self-efficacy, teachers with a stronger belief in their instructional 

skills utilize strategies that are more organized and well planned, and student-centered 

(Allinder, 1994, Czerniak & Shriver, 1994; Enochs, Scharmann, & Riggs, 1995). 

Efficacious teachers are likely to spend more time with students who are struggling to 

understand the material and are less likely to criticize students after a wrong answer 

(Gibson & Dembo, 1984). Additionally, teachers with high self-efficacy regularly reflect 

on their experiences to improve practice (Allinder, 1994; Guskey, 1988; Stein & Wang, 

1988). 

Teachers who are highly efficacious tend to hold high academic standards, 

monitor all students’ progress and behavior, and focus on instruction as well as develop 

meaningful and warm relationships in the classroom (Ashton, Webb, & Doda, 1983). 

Although research shows a significant correlation between student achievement and 

teacher self- efficacy, teacher preparation and induction programs are not focusing on the 
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self-efficacy needs of pre-service and beginning teachers (Ashton & Webb, 1986; 

Mongillo, 2011). 

Perceptions of self-efficacy may play a critical role in lessening the likelihood of 

teacher burnout due to the confidence an effective teacher possesses in his/her ability to 

handle challenging situations (Mongillo, 2001). Included in Bandura’s (1997) description 

of efficacy is the belief in the ability to cope effectively with what comes one’s way 

(Brissie et al., 1988). If high-quality induction programs positively affect beginning 

teachers’ self-efficacy, the literature suggests the effect will positively impact teacher 

retention (Lowrey, 2012; Swearingen, 2009). This information is particularly meaningful 

in areas where teacher attrition is high. More attention should be paid to teacher 

perceptions of efficacy to reduce teacher experience of burnout and increase teacher 

retention rates. 

 Teachers with a high sense of self-efficacy show greater openness to new ideas 

and are more willing to try new methods if they are better suited to the needs of students 

(Miller, 2012). In turn, highly efficacious teachers plan and better organize their classes, 

spend more time and energy with students who are struggling, express greater enthusiasm 

for teaching, and feel more committed to their profession (Miller, 2012). Self-efficacy 

ultimately affects teaching practice and attitudes toward the entire educational process. 

Teachers with positive attitudes toward education, a firm belief in their ability to impact 

student lives, and a passion for teaching that is fueled by intrinsic reward are lifetime 

teachers. Induction programs provide the experiences, relationships, and elements 

necessary to develop teacher self-efficacy (Wong, 2001).  
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In the next section of the literature review, I describe how beginning teacher 

induction programs can improve teacher self-efficacy and assist districts in reducing 

attrition rates. 

Potential Impact of Induction Programs 

Induction is defined as the process of systemically training and supporting 

beginning teachers from before the first day of school through the first year of teaching 

(Wong, 2001). It is designed to support teachers transitioning to the profession or to a 

new district by improving effectiveness through professional development in classroom 

management and instructional strategies; promoting school culture, philosophies, 

missions, systems, policies, procedures, and instructional processes; and increasing 

retention rates of highly qualified teachers (Wong, 2001). The benefits of induction 

support programs include reduced attrition, increased teacher retention, and increased 

student achievement (Arends & Rigazio-DiGilio, 2000; Darling-Hammond & Bransford, 

2005; Ingersoll & Kralik, 2004). Quality induction programs consist of multi-level 

support for teachers new to a district. 

A culture that supports and encourages professional learning and development is 

essential for teachers new to the field or those new to a district (Feiman-Nemser, 2003). 

Within such a culture, opportunities for authentic professional growth exist as beginning 

teachers collaborate with each other and reflect on their own learning. Induction 

programs can provide hands-on opportunities for beginning teachers to connect the 

theoretical content learned in teacher preparation programs with the practice of classroom 

teaching while under the guidance of a mentor (AFT, 2001). These experiences can be 
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beneficial by ensuring teachers are better prepared for their jobs, more confident in their 

skills as a professional, and more likely to remain in the profession (AFT, 2001). 

The impact of high-quality induction. While beginning teachers typically begin 

their first year of teaching with sufficient theoretical knowledge regarding teaching and 

learning, they do hold limited experience in educational best practices (Lowrey, 2012). 

The purpose of a quality induction program is to empower beginning teachers, build their 

self-efficacy, and provide tools needed to succeed in the profession (Lowrey, 2012). A 

high-quality induction program should increase teacher efficacy, promote quality 

professional development, and facilitate a collaborative work environment among 

teachers (Alliance for Excellent, 2010; Reeder, 2013). Induction programs can help 

improve teacher attrition rates; however, this impact is contingent upon the quality of 

beginning teacher supports (Ingersoll, 2012; Smith & Ingersoll, 2004).  

While post-secondary teacher preparation programs typically offer a supportive 

network for students aspiring to become teachers, after graduation many beginning 

teachers start to feel isolated or become overwhelmed with the demands of the classroom. 

This, in turn, leads to frustration and lower self-efficacy (Chang-Miller, 2009; Lowrey, 

2012). Teachers who feel isolated may begin to feel less efficacious regarding their 

ability to deliver quality instruction to students. This, in turn, has the potential to lead to 

burnout and an eventual exit from the profession altogether (Walters, 2004). Isolation is a 

significant threat to positive teacher-efficacy, and a high-quality induction program can 

combat the feelings of isolation, by offering regular support and encouragement to a 

beginning teacher (Lowrey, 2012).  
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Induction and student achievement. Research indicates that beginning teacher 

support programs that include orientation, mentoring, professional development, and 

evaluation develop highly qualified teachers who positively impact student achievement 

(Alliance for Excellent Education, 2004; Brewster & Railsback, 2001; Wood & Stanulis, 

2009). Ross and Branch (2007) reported that teachers who score high on teacher efficacy 

measures are more likely to try new instruction strategies, even those that are difficult 

and involve risk-taking. The use of such strategies has been shown to enhance student 

achievement (Ross & Bruce, 2007). 

A significant correlation exists between teacher quality and high student 

achievement (Friedrichsen, Chval, & Teuscher, 2007). Highly qualified teachers who are 

skilled, knowledgeable, caring, and culturally insightful are the strongest indicators that 

students achieve their highest academic potential (Breaux & Wang, 2003). A successful 

induction program is one that subscribes to the philosophy that the better trained teachers 

are, the higher the level of student achievement will be (Breaux & Wang, 2003). 

Therefore, student achievement is more likely to increase when students have teachers 

who have gone through an induction program designed to increase teacher confidence 

and competence (Reinhardt, 2011, p. 12). A comprehensive induction program that 

supports beginning teachers will help teachers become more effective sooner. In turn, 

student achievement should rise, and school districts receive a return on investment from 

a new-teacher induction program. 

The overall quality of instruction can be directly impacted by teacher job 

satisfaction (National Center for Education Statistics, 1997). Teachers who feel valued 

are more likely to participate in a professional learning community at their school and 



 

 

 
 
 

25 

receive professional development to build necessary skills. In turn, teachers feel more 

confident and satisfied in their careers. Teachers are typically motivated to work harder, 

which leads to increased student achievement when they are satisfied with their job 

(Reeder, 2013). Positive working environments facilitate learning through teacher 

empowerment, establishing a safe learning space, and fostering a supportive school 

culture (Hircsh, Emerick, Church, & Fuller, 2006). Student achievement increases when 

teachers feel empowered and experience professional autonomy (Reeder, 2013). 

High quality induction components. High-quality educators are in demand 

nationwide (Strauss, 2014). Yet no recipe exists for producing high-quality teachers. 

While post-secondary institutions play a critical role in preparing graduates for the 

teaching profession, school districts must also take responsibility in ensuring teachers are 

prepared to be effective in the classroom. What a teacher believes about their abilities and 

training has an impact on their ability to be effective (Lowrey, 2012). While induction 

programs come in all shapes and sizes, there are common components that frequently 

appear in the most positively impactful induction programs worldwide. The methods 

which impact self-efficacy the most include: 

• mentoring (Feiman-Nemser et al., 1999; Reeder, 2013); 

• rigorous and sustained professional development (Alliance for Excellent, 

2010; Darling-Hammond et al., 2009; Ingersoll & Strong, 2011); 

• multi-day orientation (Reeder, 2013; Stansbury, Zimmerman, & WestEd, 

2000; Wood & Stanulis, 2009); and 
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• program evaluation to inform program leaders about the strengths and 

weaknesses of the program (Alliance for Excellent, 2010; Wood & Stanulis, 

2009). 

Quality induction programs utilize multiple supportive conditions such as (a) 

content focused groupings, (b) required meetings with principals, (c) administrative 

observations and feedback, and (d) reduced amount of extra duties for beginning teachers 

(Bartlett & Johnson, 2010; Ingersoll & Smith, 2004). Common team planning time built 

into the schedule and ample access to resources are also necessary elements in effective 

induction programs (Bartlett & Johnson, 2010; Hunter, 2014; Ingersoll & Smith, 2004). 

While all items may not be present in every induction program, a combination of these 

elements usually comprises high-quality induction programs that build self-efficacy 

(Hunter, 2014). 

In order to build teacher self-efficacy, an induction program should provide 

beginning teachers the opportunity to grow from experiences, relationships, and 

feedback. Increased efficacy can be attributed to increased opportunities to practice high 

yield instructional techniques, receiving authentic feedback from supervisors, and the 

development of a sense of accomplishment from having real-world performance 

experience (Elliott, Isaacs, & Chugani, 2010; McDonnough & Matkins, 2010). As 

teachers navigate their first year of teaching, their self-efficacy is influenced by their 

experiences in school and the classroom. 

Because quality induction programs have the potential to impact beginning 

teachers’ sense of self-efficacy, this can, in turn, reduce teacher attrition and possibly 

boost student achievement. And while all induction programs are not equal, a 
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comprehensive induction program is necessary to affect positive changes (Wechsler, 

Caspary, Humphrey, & Matsko, 2012). In a study by Wechsler et al., (2012), self-efficacy 

was examined in 1,940 teacher and 1,300 mentor participants in an induction program. 

Results of an induction-quality survey showed increased teacher self-efficacy was 

positively related to induction program quality. Wechsler et al., (2012), identified three 

induction program components as most likely to increase teacher self-efficacy: 

collaboration, relationship building, and instructional focus. In the next section, I will 

discuss how induction programs can impact teacher attrition.  

Impact of induction on attrition. Education leaders recognize the importance of 

providing well-planned, purposeful, and sustained professional support to beginning 

teachers to maintain a healthy, consistent teacher workforce (Johnson et al., 2005; 

Whisnant et al., 2005). Literature acknowledges the benefits high-quality induction 

programs provide in retaining beginning teachers beyond the fifth year of their career 

(Buchanan et al., 2013; Clarke & Hollingsworth, 2002; Le Cornu & Ewing, 2008). The 

National Center for Education Statistics conducted a study in 2000 in which the attrition 

rate of beginning teachers who received induction support was 15%, compared with an 

attrition rate of 26% for beginning teachers who did not receive any induction support 

(Whisnant et al., 2005). 

  When Chicago Public Schools evaluated the city’s beginning teacher support 

program, they found beginning teachers who had a strong professional relationship with a 

mentor were twice as likely to remain in the field (Kapadia, Coca, & Easton, 2007). 

Teachers who received authentic support from administrators and colleagues were three 

to four times more likely to want to stay in education (Kapadia et al., 2007). A similar 
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study in Santa Cruz, California, revealed that following the implementation of a formal 

beginning teacher induction program, the retention rate in the district was 32 points 

higher than the national average and 12 points higher than the state average in California 

(Kapadia et al., 2007). 

Teachers with no induction support are twice as likely to abandon their new 

career within the first three years of teaching (Projects in Education, 2000). Not only are 

teachers more likely to stay in teaching with induction support, but these teachers also 

focus more on the quality of instruction (NCTAF, 1996; Villar, 2004). Most often cited 

reasons for leaving the education field have been associated with weak socialization 

structures in schools, marked by a “sink or swim” mentality (Maciejewski, 2007; Smith 

& Ingersoll, 2004). Building strong socialization structures through a comprehensive 

induction program for the newest members of a school district addresses the major cause 

of attrition. 

For several decades, school systems have turned to beginning teacher induction as 

a potential solution to teacher burnout and high attrition. Research supports the claim that 

induction program elements, especially mentoring, have a positive impact on teacher 

retention (Ingersoll & Kralik, 2004; Whisnant et al., 2005). In a review of 10 induction 

program studies, researchers collected retention data for two groups of teachers: those 

who participated in a year-long induction program for beginning teachers and the 

retention rate for all beginning teachers within the state (Ingersoll & Kralik, 2004). Four 

years after their induction experience, 88% of the participants in the program were 

located and surveyed. While the statewide attrition data for beginning teachers averaged 
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over 9% per year, the turnover rate for participants in the mentoring program was 4% for 

four years (Ingersoll & Kralik, 2004). 

Ingersoll and Kralik (2004) also reviewed a published study of the Montana 

beginning teacher support program. They found by the second year of teaching, 92% of 

beginning teachers who participated in the program remained in the school system 

compared to 73% of teachers who did not participate (Ingersoll & Kralik, 2004). When 

evaluating retention rates of teachers between year two and year three, 100% of teachers 

who participated in the beginning teacher support program remained. However, only 70% 

of non-mentored teachers remained in the district (Ingersoll & Kralik, 2004). 

Teacher’s ability to effectively implement high yield instructional strategies 

engage students at high levels, and design efficient classroom management systems are 

shown to directly impact their level of self-efficacy (Graham, Harris, Fink, & McArthur, 

2001). In the sections below, I discuss in more detail the impact teacher self-efficacy has 

on each. 

Instructional Strategies 

Teachers who have confidence in their ability are more likely to try innovative 

instructional strategies than teachers with low self-efficacy (Rubie-Davies, Flint, & 

McDonald, 2012). Effective teachers facilitate student learning through interactive 

instruction and a variety of instructional methods. Due to the need to accommodate 

various learning styles and maintain student engagement, the use of multiple strategies is 

crucial to the enhancement of student learning (Jeck, 2010).  

Marzano (1998) examined classroom observation data from over 100 studies and 

more than 4,000 control groups (Marzano, 1998; Marzano, Gaddy, & Dean, 2000; 
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Marzano et al., 2001). Marzano’s studies demonstrated how specific strategies impact 

student-learning most. Nine instructional practices most often utilized by teachers were 

identified during the meta-analysis. These nine practices are known as Marzano’s high-

yield instructional strategies (Marzano, 1998; Marzano et al., 2000, 2001). They include 

(a) identifying similarities and differences; (b) summarizing and note taking; (c) 

reinforcing effort and providing recognition; (d) homework and practice; (e) nonlinguistic 

representation; (f) cooperative learning; (g) setting objectives and providing feedback; (h) 

generating and testing hypotheses; and (i) questions, cues, and advanced organizers. 

Marzano’s high-yield strategies align with Bloom’s Taxonomy and produce more 

academically successful students (Jeck, 2010; Marzano, 1998; Marzano et al., 2000). 

Marzano’s high-yield instructional strategies empower teachers to disregard the old myth 

about at-risk students’ inabilities to think at higher levels and respond to a variety of 

instructional strategies designed to challenge students at higher cognitive levels (Jeck, 

2010; Marzano et al., 2000). 

Significance of instructional strategies. State accountability programs based on 

standardized tests have driven recent educational reform efforts. Multiple-choice 

assessments have been adopted in all 50 states and the District of Columbia (Jeck, 2010). 

As a result, schools have resorted to a “teach to the test” mentality. A one-size-fits-all 

approach to instruction to quickly cover a lot of material has led to most instruction at 

Bloom’s lowest levels of cognition: knowledge and comprehension (Jeck, 2010). 

Teachers felt pressured to cover all the material while school leaders encourage multiple-

choice benchmark assessments that are designed to mirror state assessments (Jeck, 2010). 

Teaching to the test while utilizing instructional strategies that emphasize lower cognition 
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levels (knowledge and comprehension) are widening the achievement gap for many 

students. 

Utilizing a variety of high yield instructional strategies and instructing students at 

various cognitive levels has been suggested to combat the widening achievement gap 

resulting from the emphasis on knowledge and comprehension (Jeck, 2010; Marzano et 

al., 2001). Students learn best when they are challenged and asked to consider and 

respond to information at higher cognitive levels (Jeck, 2010). Teachers who use multiple 

tools and methods of instruction are more likely to meet diverse student needs and 

varying learning styles. Students are more engaged, receptive of new information, 

retentive of new knowledge, and find school less boring. 

Instructional strategies and self-efficacy. Teacher self-efficacy is an important 

predictor of high academic achievement in all students (Ashton & Webb, 1986; Bandura, 

1993; Goddard, Hoy, & Woolfolk Hoy, 2004). Teachers with higher levels of efficacy are 

more likely to implement higher-order instructional strategies than teachers with lower 

levels of efficacy (Davies, 2004). Highly efficacious teachers tend to use more innovative 

instructional strategies and believe that all students can learn on higher cognitive 

taxonomy levels (Anderman, Patrick, Hruda, & Linnenbrink, 2002; Davies, 2004; Rubie-

Davies, 2008). It stands to reason that the result of highly efficacious teachers’ greater 

likelihood to use a variety of instructional methods results in meeting a variety of 

learning styles and needs in a diverse class. As research has validated, using multiple, 

innovative instructional delivery methods yields higher academic success rates (Marzano, 

1998; Marzano et al., 2001). When teachers have greater success helping more students 

achieve at high levels, they are more likely to remain in the profession. 
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Student Engagement 

Researchers define student engagement in different ways; however, there is a 

consensus that engagement is a relevant and multidimensional construct that integrates 

student thoughts, emotions, and behaviors (Fredericks, Blumenfeld, & Paris, 2004; 

Furlong, Whipple, St Jean, Simental, & Punthuna, 2003). Student engagement can be 

viewed as the degree to which students are involved academically, behaviorally, 

cognitively, and psychologically at school and with learning (Furlong & Christenson, 

2008). 

Furlong and Christenson (2008) defined each dimension of engagement typology. 

Academic engagement refers to the amount of time a student spends on completing 

schoolwork in the classroom or at home, the number of credits the student accrues, and 

the amount of homework completed. Behavioral engagement refers to attendance, active 

participation and discussion in class, and involvement in extracurricular activities. These 

two dimensions are observable and require little or no inferences by the observer. 

Cognitive engagement is defined as the extent to which students believe school impacts 

future plans. This notion includes an interest in learning, goal setting, and self-regulation 

of performance (Furlong & Christenson, 2008). Affective engagement refers to how well 

the student feels he or she belongs and connects with parents, teachers, and peers. 

Cognitive and affective engagement are less observable and subject to adult inferences 

about student internal perceptions. 

Significance of student engagement. beginning teachers need support to build 

efficacy in engaging students in active learning. Student engagement has authentic, 

practical applications in education. Researchers have considered engagement to be (a) the 
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primary theoretical model for understanding and intervening with students at risk for 

dropping out of high school; (b) the foundation of school reform initiatives that focus on 

developing student perceptions of competence and control, personal goals, and sense of 

belonging with peers and teachers (National Research Council and Institute of Medicine, 

2004); (c) interrelated with the construct of motivation to learn (Appleton, Christenson, 

Kim, & Reschly, 2006); and (d) applicable to all students (Furlong & Christenson, 2008). 

According to a 2006 study in which 81,499 students (Grades 9 to 12) from 110 schools in 

26 states responded to the High School Survey of Student Engagement, students reported 

being less engaged during all high school years if they were male; from an ethnic group 

other than White or Asian; in a lower SES level; or in special education rather than 

vocational, general education, or advanced classes (Yazzie-Mintz, 2007).  More than 

25% of students reported not being engaged. These results suggest that all schools have 

students who are disengaged, apathetic, or discouraged learners, including schools 

without demographic-related risks (Brophy, 2004). Student engagement is a key issue to 

all educators, especially inexperienced teachers who need support to build efficacy in 

engaging students in active learning. 

Engaging students is a challenge for all educators, regardless of experience. 

Research that spans several decades shows that students become less engaged at school 

as they move from elementary to middle to high school (Marks, 2000; McDermott, 

Mordell, & Stolzfus, 2001). By high school, as many as 40-60% of students are 

chronically disengaged from school, not including those who have already dropped out of 

school (Klem & Connell, 2004). In a 2004 research study conducted by Klem and 

Connell involving six elementary schools, three middle schools in an urban school 
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district, roughly one-third of elementary (35%) and middle school students (31%) were 

identified as disengaged from school.  

Research supports the idea that student engagement is a strong predictor of 

student achievement (Finn, 1989, 1993; Lee & Smith, 1999; Voelkl, 1995). Klem and 

Connell (2004) explained that when elementary students self-reported high levels of 

engagement, they were 44% more likely to do well and 23% less likely to do poorly on 

the performance and attendance index. On the other hand, students with low levels of 

self-reported engagement were 30% more likely to do poorly and 44% less likely to be at 

optimal levels on student achievement measures. Elementary students who were 

identified as highly engaged by teachers, using the Research Assessment Package for 

Schools (RAPS), were twice as likely to do well on the performance and attendance 

index and 39% less likely to do poorly on the index than students identified as minimally 

engaged (Klem & Connell, 2004). Elementary students whose teachers were identified as 

showing low levels of engagement were 39% more likely to do poorly on achievement 

measures and 56% less likely to demonstrate consistent patterns of attendance and 

academic performance (Klem & Connell, 2004). A similar pattern was evident for middle 

school student self-reports, with highly engaged students being 75% more likely to do 

well on the performance and attendance index and 23% less likely to do poorly on the 

index (Klem & Connell, 2004). Middle schoolers who self-reported low levels of 

engagement were 27% more likely to do poorly and 37% less likely to do well on 

academic achievement measures (Klem & Connell, 2004). Based on teacher 

identification, middle schoolers observed to be highly engaged were more than twice as 

likely to do well on the attendance and performance index and 67% less likely to do 
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poorly on academic achievement measures. Middle school students who were identified 

by teachers as disengaged were 83% more likely to do poorly on academic achievement 

measures and 81% less likely to show high levels of attendance and academic 

achievement (Klem & Connell, 2004).  

The relationship between engagement and academic success is evident in 

elementary, middle, and high schools and reminds the education community that student 

engagement is a relevant and significant issue that affects every school. To provide 

beginning teachers with the necessary tools to impact student achievement, school leaders 

should develop beginning teacher self-efficacy in engaging students at high levels. 

Classroom Management 

Classroom management, historically, is viewed as the actions taken by a teacher 

to establish and maintain control of the classroom environment. In the last 10 years, the 

literature reflects a growth in the concept of effective classroom management that extends 

beyond maintaining order and control (Evertson & Weinstein, 2006; Martin & Sass, 

2010). Whether viewed through an historical or modern lens, researchers agree on tasks 

included in the domain of classroom management (O’Neil & Stephenson, 2011). These 

tasks include 

• organizing, allocating, and arrangement of resources (Brophy, 1988; Doyle, 

2006); 

• establishing and enforcing rules, routines, expectations, and procedures 

(Brophy, 1988; Doyle, 2006; Evertson & Weinstein, 2006); 
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• gaining and maintaining student attention and monitoring engagement 

(Brophy, 1988; Doyle, 2006; Evertson & Weinstein, 2006; O’Neil & 

Stephenson, 2011); 

• facilitating student socialization (Brophy, 1988; Doyle, 2006; Evertson & 

Weinstein, 2006; O’Neil & Stephenson, 2011); and 

• intervening and restoring order when behavior becomes disruptive of learning 

(Brophy, 1988; Doyle, 2006; Evertson & Weinstein, 2006; O’Neil & 

Stephenson, 2011). 

Effective teachers are experts in classroom management. Classrooms are dynamic 

environments where teachers and students must appropriately respond to unexpected 

interruptions and overlapping demands of the teacher’s attention. In an average 

classroom, there is a multitude of learning styles, needs, behaviors, and challenges that 

impact how efficiently a classroom runs. To keep students actively engaged in learning, 

teachers are expected to observe and evaluate the classroom environment while being 

engaged with individual students, small groups, or the whole class (Dibapile, 2012). The 

teacher must teach well-planned, efficient classes that captivate students’ attention, even 

if those students are not actively working with the teacher while the teacher attends to a 

smaller group. Routines, procedures, and expectations guide students and provide a 

predictable environment that offers psychological safety (Lewis, Romi, Qui, & Katz, 

2005). Beginning teachers must quickly develop the vital skills for effective management 

so that learning can occur, despite the many demands of the teacher’s time and attention. 

Therefore, high-quality, well-planned, and executed induction experiences are critical to 

supporting beginning teachers’ development of management skills. 
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In recent years, student socialization has become included under the umbrella of 

classroom management. Brophy (2006) explained that student socialization tasks include 

“actions taken to influence personal or social attitudes, beliefs, and behavior” (p. 17). 

Expectations and desirable behaviors must be taught, modeled, and reinforced to 

individual students and the whole class (Brophy, 2006; O’Neil & Stephenson, 2011). The 

goal of the construct of management is to foster improved self-discipline in students and 

connectedness to school by improving relationships with teachers and peers (McPartland, 

1994; O’Neil & Stephenson, 2011). Classroom management facilitates student 

engagement. As previously discussed within the student engagement section of this 

literature review, research has shown a strong relationship between student perceptions of 

connectedness and student achievement. Freiberg and Lapointe (2006) encourage 

educators to be cognizant of the link between strong student-teacher and student-peer 

relationships as preventative factors against such detrimental behaviors as drug abuse and 

violence. The broader definition of classroom management that includes the recent 

addition of student socialization prepares tomorrow’s citizens for productive participation 

in society (Bear, Cavalier, & Manning, 2005). 

Significance of classroom management. A direct relationship between 

classroom management and student engagement is undeniable. Klem and Connell (2004) 

found that highly engaged students perceived their instructors as caring and supportive 

and their classroom environment as well as structured with high expectations. Wang, 

Haertel, and Walberg (1993) determined that of 28 variables that can impact student 

learning, classroom management had the most influence on student learning compared to 

other factors such as cognitive ability or school demographics. On the contrary, when 
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classrooms are mismanaged, the available time for instruction is significantly reduced, 

thereby directly impacting student achievement (Brouwers & Tomic, 2000; O’Neil & 

Stephenson, 2011). In a classroom lacking management and order, students find it much 

more difficult to focus, spend their time on task, and retain new information (Brophy, 

1998; Dibapile, 2012). Well-managed classrooms become places of freedom to learn and 

can provide safety to students. Students activate long-term memory by attending to the 

teacher’s instruction without being disturbed and store new information efficiently for 

quick retrieval in the future (Dibapile, 2012). 

The ability to manage a classroom confidently appears regularly in the literature 

as an important element of effective teaching (Doyle, 1986; Stronge, Ward, & Grant, 

2011; Tschannen-Moran & Hoy, 2001). Teachers employ different strategies to control 

disruptive behaviors. Classroom management training and support for beginning teachers 

are crucial because some practices can harm students instead of helping them (Dibapile, 

2012).  Such practices include sending students out of the classroom, which restricts 

access to the learning environment (Dibapile, 2012). Classroom management is a 

challenge for educators due to the complex nature of the domain, coupled with the 

magnitude of impact on achievement. Therefore, beginning teachers need explicit 

training, modeling, and feedback on management techniques. 

Efficacy and classroom management. Teachers who have a greater sense of 

self-efficacy are more likely to have the motivation needed to manage the learning 

environment effectively (Bandura, 1997; Stronge et al., 2011; Tschannen-Moran & Hoy, 

2001). Teachers who effectively manage classrooms possess knowledge, skills, and a 

belief in their ability to make proactive and reactive decisions that maintain an 
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environment that is conducive to learning (O’Neil & Stephenson, 2011). Teachers with 

high self-efficacy cope well in the face of disruptive student behavior, remain friendly, 

and build trust with students, which ultimately results in fewer undesirable behaviors 

(Woolfolk, Rosoff, & Hoy, 1990). Rich, Lev, and Fisher (1996) reported that in their 

research, teachers with greater self-efficacy assisted students in forming interpersonal 

relationships. Consequently, teachers with high self-efficacy are more likely to obtain 

positive classroom results (Rothchild, Morris, & Brassard, 2006). 

Bandura (1986) suggested that teachers who doubt themselves as managers are 

less likely to act when disruptive situations arise, allowing self-doubt to overpower 

existing knowledge and skill. Teachers with low self-efficacy often verbally criticize 

failing students and demonstrate a general lack of patience when facing challenging 

circumstances (Gibson & Dembo, 1984). Ashton and Webb (1986) reported that 

secondary teachers’ lack of confidence in their ability to manage the classroom resulted 

in strict punishments using authority, verbal abuse, and sending students out of the 

classroom during instructional time. In the same study, Ashton and Webb described 

classroom conditions of teachers with low self-efficacy as including “punishment, 

coercion, and public embarrassment” (Woolfolk et al., 1990, p. 140). These practices are 

proven to be detrimental to academic achievement (Dibapile, 2012). Moreover, Friedman 

and Farber (1992) found that teachers who considered themselves poor in classroom 

management reported higher levels of job burnout as compared to the teachers who 

considered themselves as highly efficacious in management (Yu et al., 2014). Classroom 

management is so impactful on student success; beginning teachers need to develop 

efficacy in this domain to be effective teachers and thus remain career educators. 
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Summary 

There is a rising number of teachers who are leaving the profession and a 

widening achievement gap that is making it essential that every classroom contains 

highly effective teachers. The literature suggests that teacher quality leads to higher 

student success and lower levels of burnout. School districts can turn to induction to 

equip beginning teachers to handle the challenges they face. Teachers who are confident 

in their ability and feel adequately prepared to meet the demands of the modern 

classroom typically report higher student scores than the students of low-efficacy 

teachers. Effective teachers generally find more satisfaction in their job and become 

career teachers. Highly efficacious teachers demonstrate a stronger commitment to the 

profession and foster authentic learning in all students. 

  Induction is characterized in the literature as a process to develop high-quality 

teachers who are committed to student achievement and are driven by a passion and work 

ethic. This passion is fueled by teacher beliefs in their capacity to impact student lives. 

There is ample support from the literature to conclude that induction is necessary to equip 

beginning teachers with the skills and support to remain in the profession and increase 

student achievement.  

This research study evaluated the levels of self-efficacy across the three domains 

of instruction, engagement, and management, beginning teacher perceptions of their 

experiences while in the induction phase, and the impact of these experiences on efficacy. 
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CHAPTER 2 

The diagnostic phase of the study revealed a teacher attrition trend in WPSD, 

suggesting that attention be given to the role induction programs play in developing high-

quality career teachers. Teachers with high levels of self-efficacy are more likely to 

develop their craft (Bandura, 1997), exhibit persistence and resilience when faced with 

challenges (Fisher, 2011; Tschannen-Moran & Hoy, 2001), and positively impact student 

achievement (Ashton & Webb, 1986; Grant, 2006). Induction programs that produce 

teachers with high levels of self-efficacy report a significant reduction in teacher attrition 

rates, improved job satisfaction among beginning teachers, and increased student 

achievement (AFT, 2001).   

Study Purpose 

The purpose of this MMAR study was to explore how the development and 

implementation of a beginning teacher induction program affect the self-efficacy of 

beginning teachers in the domains of instructional strategies, student engagement, and 

classroom management. In the initial phases of the study, data was collected to determine 

what supports beginning teachers need in their initial year of transition into fulltime 

teaching within the district. In later stages, data were analyzed to understand how the 

newly developed teacher induction program influenced teachers’ self-efficacy in the 

domains of instructional strategies, student engagement, and managing classrooms 

effectively. 

Methods and Procedures  

The goal of this study was to explore the effect a beginning teacher induction 

program has on influencing the self-efficacy of beginning teachers in WPSD across the 
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domains of instructional strategies, student engagement, and classroom management. The 

study explored the induction program’s structure to evaluate the extent of participant self-

efficacy levels and to what degree induction best practices were implemented with 

fidelity. An instructional coaching model was developed in collaboration with the district 

Student Learning Department in response to teachers’ beliefs and needs regarding 

instructional strategies, student engagement, and classroom management.  

Research Questions  

Integrated research question. This integrated mixed methods action research 

question the study sought to answer is: How can the development and implementation of 

a beginning teacher induction program improve beginning teacher self-efficacy in the 

areas of instructional strategies, student engagement, and classroom management as 

measured by the Teacher Sense of Efficacy Survey (TSES) and as described through 

perceptions of teachers? 

Reconnaissance Phase Qualitative Research Questions 

• What are the self-efficacy scores of beginning teachers in the WPSD as 

measured by the TSES? 

Reconnaissance Phase Qualitative Research Questions 

• What goals or expectations do principals have about the development of a 

beginning teacher induction program? 

• What does the literature say about high-quality teacher induction 

programs? 
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Evaluation Phase Quantitative Research Questions 

• What are the self-efficacy scores of beginning teachers in the WPSD as 

measured by the TSES following participation in the district induction 

program?     

Evaluation Phase Qualitative Research Questions 

•  How do teachers perceive the impact of a beginning teacher induction on 

their self-efficacy in the areas of instructional strategies, student 

engagement, and classroom management? 

Study Design 

This study used an MMAR framework (Ivankova, 2015) to inform the 

development of a beginning teacher induction program within a suburban school district. 

The goal of the study was to explore how an induction program might influence teacher 

efficacy in the domains of instructional strategies, student engagement, and classroom 

management. Data were collected sequentially from August 2019 through February 2020 

to assess the influence of the induction program.  

This study unfolded in six steps with data collected and analyzed in 3 of the steps. 

Strands of quantitative and qualitative data were used to answer the research question 

using a sequential Quantitative → Qualitative MMAR design. The data collection period 

for the qualitative strand occurred from August 2019-February 2020 and encompassed 

three phases of this action research study. Qualitative data were used to explore and 

elaborate upon that which was revealed from quantitative data. 

The MMAR framework for this study contained six steps (see Figure 2.1) and was 

utilized to diagnose the problem, gather data through reconnaissance, develop the 
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intervention plan, implement the intervention, evaluate the results, and continually 

monitor progress. 

 

Figure 2.1 Methodological framework identifying stages of action research. Arrows 

represent cyclical stages. Hashed lines represent potentially repeated cycles. 

 

Reconnaissance Phase 

The general purpose of a reconnaissance phase in an MMAR study is to assess the 

problem revealed in the diagnosis phase, identify areas for improvement, and inform the 

development of the intervention plan (Ivankova, 2015). This section describes how 

reconnaissance was carried out for this study.  
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I met with the Assistant Superintendent for Student Learning, Director of 

Secondary Schools, Director of Elementary Schools, and Director of Special Education to 

share the data collected during the diagnosis phase of the study. Based on those data, we 

determined the district must do more to provide beginning teachers with feedback 

through a network of support to assist them in developing their ability to implement high 

yield instructional strategies, increase student engagement, and design quality classroom 

management systems. A beginning-teacher induction intervention would be developed to 

increase the self-efficacy of beginning teachers, ultimately reducing beginning-teacher 

attrition. Such a program would be new to WPSD since a beginning-teacher induction 

program did not exist within the district. In fact, up until this point, feedback for teachers 

was provided solely by supervisors and was perceived as evaluative as opposed to 

supportive. 

To further understand the problem of practice and shape the induction 

intervention, new data were collected, analyzed, and interpreted in a reconnaissance 

phase (Ivankova, 2015). In this study, the purpose of the reconnaissance phase was to 

understand what specific support teachers need in the domains of instructional strategies, 

student engagement, and classroom management and how to best implement an induction 

program that fits the needs of beginning teachers new to the district. A review of 

literature helped identify conditions needed to improve teacher self-efficacy through 

induction. Information from the literature review and data collected in the reconnaissance 

phase was used to plan an induction program that fits the needs of individual schools, the 

district, and beginning teachers in WPSD. The program would then be implemented 

during the action phase of the study and evaluated.  
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Study Personnel and Participants 

Personnel. Because I was also the superintendent of the school district in which 

the study took place, steps were taken to mitigate the risk of bias, which could be 

introduced to the study. Since the study involved research subjects who were also 

professionally supervised by me, additional personnel, described below, were added to 

the study to mitigate potential bias, which could arise as a result of that power 

relationship. By adding the additional personnel, all data collected in this study were held 

confidential from me, masking which teachers participated, and those who did not.  

Induction program coordinators.  Two retired principals served as the induction 

program coordinators. The role of the induction coordinators was to deliver content to the 

beginning teachers during face-to-face induction sessions and support beginning teachers 

in the implementation of high yield instructional strategies, authentic student engagement 

techniques, and effective classroom management systems through individual coaching 

sessions. I was not present during the induction program sessions or the coaching 

sessions. The induction program was not delivered by me. Therefore, the participants 

were not rating the performance of a superior, as disclosing to me who the subjects in the 

study were could have been detrimental to me and the subjects. 

Data collector. A third-party data collector, unaffiliated with the school district in 

which the study took place, was responsible for recruiting potential subjects and 

collecting data from surveys of teachers’ perceptions of self-efficacy and surveys of 

teachers’ experiences. The data collector also maintained detailed field notes from 

conversations in individual and group coaching sessions, and from interviews with 

teachers and administrators to discover their responses to the impact the induction 
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program had on the participating teachers’ core classroom operations. As such, I was not 

present for recruitment activities or data collection. 

 The data collector was also responsible for analyzing all qualitative and 

quantitative data. This included maintaining the study code list linking identifying 

information to the code numbers or pseudonyms of the participants. The code list was 

destroyed as soon as possible. I never had access to the code list.  

An overview of the data collected in each stage is presented in Table 2.1 and is 

discussed in later sections of the study. At the conclusion of the study, findings were 

shared with teachers and administrators. 

Table 2.1 

Data Sources by Phase 

Data 

source 

Data 

type 

Data 

collected 

 

Sample 

 

Phase 

Teacher self-

efficacy scale 

(TSES) 

 

Quantitative Teachers’ self-

efficacy 

Teachers 

 

Reconnaissance & 

Evaluation 

Administrator 

interview 

 

Qualitative Goals and 

expectations for 

induction program 

 

Assistant 

superintendent, 

directors, 

building 

principals 

 

Reconnaissance 

Induction Session 

evaluations 

 

Quantitative Goals and 

expectations for 

individual sessions 

 

Teachers Action 

 

Induction Session 

Observations 

 

Qualitative Implementation 

fidelity 

Teachers and 

program 

coordinators 

 

Action 

Coordinator 

Interview 

Qualitative Program plan and 

implementation 

District 

program 

coordinators 

 

Action & 

Evaluation 

Teacher focus group Qualitative Teacher efficacy 

induction program 

impact 

Teachers Evaluation 
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Population / Sample. The population for the quantitative portions of the study is 

full-time beginning teachers at WPSD. A purposeful sample of teachers was recruited to 

participate in the study during the Fall 2019 new-teacher orientation meeting, which all 

73 beginning teachers in the district attended. During the meeting, time was devoted to 

introducing the launch of this study, including study purpose, research questions, study 

design, research period, and time commitment required of subjects. Potential participants 

were informed that their participation was entirely voluntary, and no negative 

consequences will result if they choose not to participate.  

As a result of the meeting, 41 beginning teachers volunteered to participate in the 

study. The 41 participants took part in a follow-up meeting at which consent forms were 

presented, reviewed in detail, completed, and collected from the volunteer participants. 

Demographic information for the study population is presented in Table 2.2 below. 

Table 2.2 

Study Population Demographic Information 

School Level Total Teachers African American Caucasian Hispanic (non-white) 

Elementary 13 0 13 0 

Middle 14 0 14 0 

High 14 2 12 0 

 

Reconnaissance Data Collection 

 Quantitative data in this phase were collected through the TSES, a survey 

distributed to beginning teacher participants. Data from the TSES was used to measure 

beginning teachers’ self-efficacy before they participated in a formal induction program. 

It is important to know this for the planning phase of the study as the data was used to 

plan the induction program, and for comparison purposes in the evaluation phase, as they 
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formed a key basis for the program effectiveness. Following the analysis of the 

quantitative survey data, additional qualitative data were gathered to provide insight into 

how the induction program should be structured to meet the unique needs of the district’s 

teachers. Qualitative data were collected through semi-structured interviews with 

building principals using a protocol described below. All data collected in the 

reconnaissance phase was used to develop an induction model to increase beginning 

teachers’ self-efficacy in the domains of instructional strategies, student engagement, and 

classroom management. 

Reconnaissance phase quantitative data collection.  Quantitative data collected 

in this phase were used to understand the self-efficacy of beginning teachers at the 

beginning of their first year in the district. These data were compared to data collected in 

the evaluation phase from the teachers after participating in the induction program 

designed in the planning phase to help inform the impact of the designed intervention. 

 Teachers’ sense of efficacy scale. The Teachers’ Sense of Efficacy Scale (TSES) 

is valid and reliable survey instrument (Tschannen-Moran & Hoy, 2001) used to judge 

the self-efficacy of teachers across three domains of efficacy: student engagement, 

instructional strategies, and classroom management.  The instrument was selected in this 

study because of its common use in self-efficacy research and validation among a number 

of teacher samples with respect to the existence of three correlated factors. 

The TSES (see Appendix A) was used in the reconnaissance phase as a data point 

in understanding WPSD beginning-teacher self-efficacy to inform how components of 

the induction program should look. It is also used as a part of the evaluation phase by 

providing a pre-test measure, which will be compared to data from a post-test measure 
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after the intervention. All administrations of the TSES took place via the online survey 

administration tool, Qualtrics. The 24-item TSES instrument, developed by Tschannen-

Moran and Hoy (2001), allows teachers to rate their level of confidence in their ability to 

effectively impact student learning across a set of scenarios, indicating how much 

influence he or she has in each scenario. Influence is rated on a nine-point Likert-scale 

ranging from one (not at all) to nine (a great deal).  

Previous studies have shown the TSES to be reliable. Tschannen-Moran and 

Woolfolk Hoy (2001) found the reliability of the 24-item instrument to be .94 using 

Cronbach’s alpha. Cronbach’s alpha is a measure of how closely related a set of items are 

as a group. Values closer to 1 indicate higher reliability. Values of .80 to .89 indicate 

good reliability, while .90 to .99 is indicative of excellent reliability. The TSES in its 

finalized, 24-item form yielded reliabilities for the teacher efficacy subscales of 0.91 for 

instruction, 0.90 for management, and 0.87 for engagement (Tschannen-Moran & Hoy, 

2001). Table 2.3 displays the self-efficacy domains measured in each item of the tool. 

Table 2.3 

Teacher Efficacy Domains by Item Number 

Self-Efficacy Domain TSES item numbers 

Instructional strategies 

 

7, 10, 11, 17, 18, 20, 23, and 24 

Student engagement 

 

1, 2, 4, 6, 9, 12, 14, and 22 

Classroom management 

 

3, 5, 8, 13, 15, 16, 19, and 21 

 
Reconnaissance phase qualitative data collection. Qualitative data collection 

occurred after the analysis of quantitative data in the reconnaissance phase and consisted 

of a semi-structured interview with building principals. A literature review on induction 

best practices also served as qualitative data in the reconnaissance phase.  
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Administrator interview. I explored quantitative data results with a subsequent 

qualitative semi-structured group interview with building principals in WPSD. When the 

KTIP program was discontinued, support for beginning teachers were delegated to the 

administrative teams of individual schools. Principals were selected for the administrator 

interviews in this study to ensure an understanding of beginning teacher needs from the 

individuals who had most recently supported them. 

Data types were compared to determine what support beginning teachers need in 

their first-year transition into the district. Qualitative data were analyzed using Dedoose, 

a qualitative coding software, which assisted the data collector in coding, organizing, and 

analyzing themes of a diverse data set. Open coding, which groups categories of 

information into themes that describe findings, was applied. Codes may include 

information that is expected based on the literature, surprising or unanticipated, and 

unusual or interesting (Creswell, 2009). The sequential process used strengthened the 

study and allowed me to draw more accurate conclusions to assist in the development of 

the induction program designed to enhance teacher efficacy in the domains of 

instructional strategies, student engagement, and classroom management.  

Review of literature. The goal of the literature review was to map out what is 

currently understood about high-quality induction programs. Published studies were 

identified through searches of electronic databases accessible through the university’s 

library system. Databases included in this review were: Academic Search Complete, 

EBSCOhost, Emerald eJournals Premier, SAGE Complete, and Wiley Online Library. 

The initial search required articles limited to peer-reviewed journal articles, published 

between 2005 and 2018. The search of articles containing the key phrases: “teacher 
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induction,” “attrition,” “beginning teacher,” “mentoring,” “support,” and “self-efficacy” 

were used to search the literature. The screening process to assess eligibility and 

inclusion required the published peer review article meet all the following criteria: 

• Be in the English language  

• Be an empirical study, meta-analysis, or literature review 

• Discuss beginning teacher induction, attrition, mentoring and support, or self-

efficacy as the main theme. 

Reconnaissance Phase Findings 

Data analyzed in the reconnaissance phase informed me of teachers’ beliefs in 

their abilities to effectively implement high yield instructional strategies, engage students 

in learning activities, and develop efficient classroom management systems. Further, 

information gained through a review of literature and data analysis provided me with 

understandings of opportunities and challenges felt by teachers and principals that could 

affect the success of a beginning teacher. 

I explored results from the quantitative data with a subsequent qualitative 

interview and a review of the induction program literature. Data types were compared to 

determine alignment between self-efficacy beliefs, induction program best practices, and 

experiences building principals had with beginning teachers. Thus, I gained a better 

understanding of the type of supports beginning teachers needed to increase self-efficacy. 

Using a sequential process strengthened the study and allowed me to draw more accurate 

conclusions to share with the program coordinators and develop a plan for beginning 

teacher induction during the planning phase. Reconnaissance data were used to develop 
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an induction program to enhance teacher efficacy in instruction, student engagement, and 

classroom management. 

Reconnaissance Quantitative Findings 

Forty-one beginning teachers took the TSES during the reconnaissance phase.  

Tschannen-Moran and Hoy’s (2001) recommendations were used to determine low, 

medium, and high self-efficacy scores as follows: scores between 1.0-3.99 were 

considered “low self-efficacy,” 4.00-5.99 were designated as “medium efficacy,” and 

values between 6.00-9.00 were regarded as “high self-efficacy.”  The mean values of the 

TSES scores in this phase of the study offer a quantitative measure of beginning teachers’ 

perceived levels of confidence and belief in their ability to impact student success 

through effective instruction, engagement, and management before participation in a 

beginning teacher induction program (Tschannen-Moran & Hoy, 2001) Descriptive 

statistics (i.e., mean and median) and measures of central tendency provided a summary 

view of the participants’ self-efficacy. 

Reliability. The TSES pre-test had excellent internal consistency (Cronbach 

alpha=.948) 

Overall self-efficacy. Table 2.4 displays the mean responses and standard 

deviation to all TSES items. The overall mean for all 41 subjects in the reconnaissance 

phase of the study was 5.42, indicating that beginning teachers initially possess medium. 

The standard deviation was .92, indicating that the overall scores for each beginning 

teacher tend to be close to the mean.  
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Table 2.4 

Reconnaissance Phase TSES Self- Efficacy Ratings 

Item Mean Standard Deviation 

Item 1 5.37 1.13 

Item 2 5.41 1.24 

Item 3 5.51 1.31 

Item 4 5.51 1.34 

Item 5 6.37 1.36 

Item 6 6.39 1.12 

Item 7 5.20 1.36 

Item 8 5.49 1.38 

Item 9 5.39 1.36 

Item 10 5.10 1.39 

Item 11 5.17 1.53 

Item 12 5.56 1.47 

Item 13 5.54 1.10 

Item 14 5.15 1.41 

Item 15 5.29 1.35 

Item 16 5.37 1.13 

Item 17 5.02 1.41 

Item 18 5.20 1.79 

Item 19 5.34 1.13 

Item 20 5.78 1.46 

Item 21 5.29 1.55 

Item 22 5.39 1.41 

Item 23 5.15 1.30 

Item 24 5.22 1.57 

 

 When self-efficacy beliefs are high, the teacher feels competent and capable to 

influence student learning, regardless of the situation. In contrast, if efficacy beliefs are 

low, a teacher may feel efforts to influence student learning are outside the scope of 

control (Tschannen-Moran & Hoy, 2001a). The mean score of teachers’ self-efficacy 

rating in the reconnaissance phase was 5.42, defined as “having somewhat” of ability, 

resources, and opportunity to complete given classroom scenarios (Tschannen-Moran & 



 

 
 
 

55 

Hoy, 2001b). Thus, teachers’ ratings meant they felt they had a medium ability to 

influence student learning, independent of any additional factors. 

Instructional strategies. Table 2.5 displays the mean responses to TSES items in 

the instructional strategies domain from the teachers who completed the survey. The 

mean for the instructional strategy domain was 5.23, indicating that beginning teachers 

initially possess medium confidence in their use of instructional strategies that lead to 

student success. 

Table 2.5  

Reconnaissance Phase TSES Efficacy Ratings for Instructional Strategies 

 Domain 

Mean 

Item 

7 

Item 

10 

Item 

11 

Item 

17 

Item 

18 

Item 

20 

Item 

23 

Item 

24 

All Teachers 5.23 5.20 5.10 5.17 5.02 5.20 5.78 5.15 5.22 

 

The highest mean value corresponded to item 20, which asked participants to 

what extent can they provide an alternative explanation or example when students are 

confused. Twenty-four teachers (58.84%) indicated they had a high ability to address 

student confusion, while 39.02% (16) of teachers reflect a medium ability to change 

course when students are struggling to understand a concept. 

 Mean values were lowest in item seventeen when teachers were asked how much 

they can do to adjust their lessons to the proper level for individual students. Five 

teachers (12.2%) indicated low self-efficacy in this area while 51.2% of teachers (21) felt 

they possessed a medial ability to adjust their lessons. 

Student engagement. Table 2.6 displays the mean responses to TSES items in the 

student engagement domain. The mean for the student engagement domain was 5.52, 
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indicating that beginning teachers initially possess medial confidence in their ability to 

authentically engage students in the learning process. 

Table 2.6  

Reconnaissance Phase TSES Efficacy Ratings for Student Engagement 

 Domain 

Mean 

Item 

1 

Item 

2 

Item 

4 

Item 

6 

Item 

9 

Item 

12 

Item 

14 

Item 

22 

All teachers 5.52 5.37 5.41 5.51 6.39 5.39 5.56 5.15 5.39 

 

The highest mean value corresponded to item 6, which asked participants how 

much they can do to get students to believe they can do well in schoolwork, with 6.39. 

This indicated teachers believe they possess a high ability to impact student self-

confidence. Thirty-four teachers (82.92%) indicated they had a high ability (scoring 

themselves between 6 and 9) to effect student belief, while 17.07% (7) of all teachers 

indicated a medium ability (rating themselves at a 4 or 5). 

 Mean values were lowest on item 14, where teachers were asked how much they 

can do to improve the understanding of a student who is failing. Four teachers (9.76%) 

indicated low self-efficacy (with a score between 1 and 3) in this area while 46.34% of 

teachers (n=19) felt they possessed a medium ability (scoring a 4 or 5) to improve the 

understanding of failing students. 

Classroom management. Table 2.7 displays the mean responses to the classroom 

management domain items of the TSES from the teachers who participated. The mean for 

the classroom management domain was 5.52, indicating that beginning teachers initially 

possess medium confidence in their ability to implement effective classroom 

management systems that lead to student success. 
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Table 2.7  

Reconnaissance Phase TSES Efficacy Ratings for Classroom Management 

 Domain 

Mean 

Item 

3 

Item 

5 

Item 

8 

Item 

13 

Item 

15 

Item 

16 

Item 

19 

Item 

21 

All teachers 5.52 5.51 6.37 5.49 5.54 5.29 5.37 5.34 5.29 

 

The highest mean value corresponded to item 5, which asked participants to what 

extent can they make their expectations clear about student behavior. Thirty teachers 

(73.17%) indicated they had a high ability (scoring between 6 and 9) to communicate 

clear expectations, while 26.83% (n=11) of all teachers reflect a medium ability (4 or 5). 

No teachers indicated a low ability for this item.  

 Mean values were lowest in items 15 and 21. In item 15, teachers were asked how 

much they can do to calm a student who is disruptive or noisy. Twenty teachers (48.78%) 

indicated they had high confidence (between 6 and 9) in their ability to deal with 

disruptive students, while 17 teachers (41.46%) felt they possessed medium ability (4 or 

5) Four teachers (9.75%) indicated they had low self-efficacy (between 1 and 3) when 

faced with students who are disruptive. 

 For item 21, teachers were asked how well they can respond to defiant students. 

Responses for this item were similar to item 15 in that 51.23% of teachers (n=21) 

indicated they had high self-efficacy (between 6 and 9) in dealing with student defiance, 

while 34.14% of teachers (n=14) felt they possessed medium ability (4 or 5). Six teachers 

(14.63%) indicated they had low self-efficacy (between 1 and 3) when faced with 

handling students who were defiant. 
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Reconnaissance Qualitative Findings 

Administrator interview. A semi-structured interview with building principals 

was used to help me explore how to best structure the induction program to meet the 

unique needs of the district. The purpose of interviews with principals was to determine 

goals for the induction program and gain perspectives regarding challenges for 

implementation. Three themes emerged from the administrator interview that was used to 

develop an induction program that fit the needs of the district and the beginning teachers. 

Enculturation. Administrators expressed that after beginning teachers are hired, a 

need exists to ensure they are acquainted with the way the district does things. As one 

principal said: 

It's the nuts and bolts. What do the beginning teachers need so that they can do 

their job? Basic information about how the district works, the ins and outs, all the 

things that even as a student teacher you probably have not been aware of, but that 

an experienced teacher takes for granted. 

 

It was suggested that the induction program could help meet this need by sponsoring a 

district-level orientation to review key policies and procedures. In addition, the district 

could create a cohort atmosphere, thereby establishing an informal network of support for 

the beginning teachers. 

Professional development. Comments made by administrators suggested that 

beginning teaches need targeted professional development on instructional practices, 

managing classrooms, and engaging students in learning activities. One principal stated:  

Beginning teachers need to learn situationally relevant approaches to delivering 

their content. They need to learn to teach content in a way that their students are 

going to get it, not necessarily the way a book says to do it.  They need to learn 

how to design and implement systems that make sure their classrooms operate 

efficiently and are set up for student success.  
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 Principals also expressed that standards documents also offer new challenges for 

beginning teachers. One principal called the district’s curriculum standards and pacing 

guide “a think foreign language book” that had to be interpreted before beginning 

teachers could learn how to integrate standards into their teaching and not treat standards 

and teaching as separate tasks. Administrators expressed a desire for additional 

professional development opportunities for beginning teachers on a variety of 

instructional practices. 

Coaching. Administrators expressed a need for the induction program to include 

individualized coaching for beginning teachers. They expressed concern over having 

other teachers in the building serve as coaches for beginning teachers. One principal 

stated: 

In many ways, coaching is an unnatural activity for teachers. Good classroom 

teachers are effective because they deliver great instruction, monitor student 

learning, and engage students in innovative ways. But they don’t know how to 

make their thinking visible to others, explain the reasoning behind their practices, 

or break down pedagogy in a way that is understandable to a beginner. Nor do 

they have adequate time to do so because of the responsibilities they already have. 

 

Additional comments made by administrators suggested that coaching should 

come from an individual who does not evaluate beginning teachers. One principal stated: 

As principals, we evaluate our teachers. While we constantly give instructional 

feedback to all of our teachers, many times that feedback is viewed as evaluative, 

especially for beginning teachers whom we haven’t built strong relationships with 

yet. It would be advantageous to get input and another set of eyes in those 

classrooms from someone who isn’t there to evaluate them, but instead to give 

them feedback to help them grow. 

 

Induction program research. In this section, I introduce what the literature 

suggests high-quality induction programs look like. I also discuss how a comprehensive 

induction program might improve the self-efficacy of beginning teachers.  
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Models of induction. Many studies have been conducted over the past 25 years 

related to induction, and a recurring theme is how varied induction programs are from 

state to state and among individual school districts within the state. Specifically, research 

illuminates a broad range of differences in (a) the allocation of mentors, (b) the duration 

of the induction period, (c) the commitment to the intensity of induction services, (d) 

assistance with the transition for beginning teachers from induction to subsequent phases 

of professional growth, and (e) the role higher education institutions play in induction 

(Banks et al., 2015). 

Current research suggests the effects of induction depend significantly on the 

number, types, and duration of supports offered to beginning teachers. In Smith and 

Ingersoll’s (2004) project, researchers reported that while there is a relationship between 

beginning teachers receiving support services and their retention rate, the strength of that 

correlation depends on the type of support and the number of supports received (Banks, 

et al., 2015). Feiman-Nemser et al. (1999) attempted to summarize three theoretical 

framings from the literature. Induction can be seen as a distinct learning phase in which 

novice teachers develop teaching skill sets. It is also a time of socialization through 

mentoring and collaboration. Finally, induction may be viewed as a unique phase when 

teachers learn their craft through daily, hands-on teaching and support. 

Research supports an integrated, multidimensional induction program. Ingersoll 

(2012) argued that teachers who received only two components of an induction program 

were more likely to remain in the classroom but not significantly higher than a teacher 

who received no services; however, teachers who received more than four listed elements 

were twice as likely to stay in the job (Ingersoll, 2012). It is suggested there is a direct 
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link between the number of induction supports that are offered to beginning teachers and 

the number of beginning teachers who remain in the classroom (Reinhardt, 2011). In 

cases when no support was offered, 40% of teachers leave (National Center for Education 

Statistics, 2004). Programs that offered three support elements reduced the attrition to 

28%. Offering six induction supports demonstrated a slight reduction in attrition to 24%. 

A program that offered eight induction supports experienced an 18% attrition rate. These 

results support the claim that induction programs should have more than a single 

component (Ingersoll & Strong, 2011). This study however does not specify which 

components are most impactful for beginning teachers. 

Induction best practices. Induction programs differ in multiple ways, including 

expected duration, types of support that are offered, and degree of whole-school 

commitment to the intensity of the program. Therefore, it is essential to explore the best 

practices used in the effective induction programs that develop high-quality career 

teachers. Stansbury and Zimmerman (2000) referred to three types of necessary support 

and two distinct levels of intensity for beginning teachers. Supports include (a) personal 

and emotional support, (b) problem-focused support, and (c) critical reflection on 

teaching support (Stansbury & Zimmerman, 2000). Whisnant et al. (2005) explained the 

two levels of intensity: 

Low-intensity levels might include orienting new teachers, matching beginning 

and veteran teachers, adjusting working conditions, and promoting collegial 

conversations. High-intensity supports might include selecting and training 

effective support providers, providing release time, developing mini-courses to 
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address common challenges, examining evidence, networking and group 

observation, and providing advice. (p. 5) 

In 2005, Wong, Britton, and Gansler reviewed the induction programs in five countries 

who have lower teacher attrition rates than those in the United State: Switzerland, France, 

New Zealand, Japan, and China. The authors emphasized that they found three attention-

worthy similarities among all five counties. First, induction is well structured and based 

on the belief that beginning years are a crucial period in a teacher’s career. Second, 

induction is based on the foundation of professional development of new and veteran 

teachers (mentors). Last, programs in these five progressive countries are structured 

based on collaborative learning among beginning teachers. 

Several researchers have examined the components of induction programs that 

teachers claim as the most beneficial in meeting their needs. Ingersoll (2012) examined 

15 empirical studies that focused on the effectiveness of an induction program. Teachers 

consistently ranked having a mentor teacher from the same subject and common planning 

time as the most impactful elements of an induction program (Hunter, 2014; Ingersoll, 

2012). A thorough look at the literature reveals four main steps that research indicates 

should be included in a comprehensive induction plan. The first step for beginning 

teachers is an orientation session to acclimate beginning teachers to the school and 

culture (Reeder, 2013; Wood & Stanulis, 2009). Orientation should take place at the 

beginning of the school year and span two or three days (Wong, 2004). In this phase of 

induction, beginning teachers become familiar with the school’s vision, policies, 

procedures, duties that accompany the job, curriculum, and teacher evaluation process 

(Reeder, 2013; Stansbury & Zimmerman, 2000; Wood & Stanulis, 2009). This phase 



 

 
 
 

63 

offers an appropriate time for mentors to meet their assigned beginning teacher, 

catalyzing an environment of collaborative learning (Wong, 2004). 

The next step in induction is mentoring. Mentor relationships are so impactful, 

and many researchers cite mentoring as the most critical element of induction (Bullough, 

2012; Feiman-Nemser, 2001; Ingersoll, 2004). Mentoring can appear formal or informal 

in so long as the mentor coaches, supports, and gives feedback to the beginning teacher 

(Reeder, 2013). While mentoring is a crucial part of induction, researchers warn that it 

cannot be the only support type offered (Alliance for Excellent Education, 2004; 

Ingersoll & Smith, 2004). 

The third best practice in induction program literature is the provision of 

professional development. Training and supporting beginning teachers through quality 

professional development is a major step in raising student achievement (Alliance for 

Excellent Education, 2004; Ingersoll & Strong, 2011). Professional development should 

be engaging, sustained, rigorous, and intentional to address diverse learning needs of 

students (Alliance for Excellent Education, 2004; Wei et al., 2009). Professional 

development should occur regularly and focus on building educator knowledge, make 

instruction more effective, and raise student achievement (Wei et al., 2009).  

The final crucial element for a high-quality induction program is evaluation and 

assessment (Reeder, 2013). Beginning teachers should be evaluated throughout the 

school year through formal and informal observations. The purpose of the evaluation is to 

spotlight what is working in the classroom for the teacher and to identify any areas of 

weakness to improve. Moreover, the induction program itself must undergo a program 



 

 
 
 

64 

evaluation to offer information about potential areas for program improvement (Wood & 

Stanulis, 2009).  

 Comprehensive induction and self-efficacy. As a teacher evolves through the 

first three years of teaching, self- efficacy beliefs are influenced by the induction 

experiences provided by the district. Increased efficacy beliefs may be due to the 

increased opportunities to practice specific techniques, receive feedback from 

supervisors, and the development of a sense of accomplishment via having real-world 

performance experience (Elliott, Isaacs, & Chugani, 2010; McDonnough & Matkins, 

2010). This conclusion tends to compliment Bandura’s (1997) postulations about the four 

origins of self-efficacy: verbal persuasion, vicarious experiences, mastery experiences, 

and emotional and physiological arousal. This compels induction programs to deliver the 

opportunities to grow from experiences, relationships, and feedback that build beginning 

teacher self-efficacy. 

Quality induction programs impact beginning teachers’ sense of self-efficacy, 

which in turn influences student achievement and teacher attrition. Many researchers 

point out that all induction programs are not equal, and a comprehensive program is 

necessary to positively affect changes. Wechsler, Caspary, Humphrey, and Matsko 

(2012) examined the effects of induction programs in several categories, one of which 

was teacher self-efficacy specifically. All 1,940 teachers and 1,300 mentors surveyed 

were compared based on the quality of induction they received. The results emphasize the 

significance of quality induction as it relates to increasing teacher self-efficacy (Hunter, 

2014; Wechsler et al., 2012). Wechsler et al. identified three components as most likely 

to increase teacher self-efficacy. “Three elements of induction stand out when looking at 



 

 
 
 

65 

the relationship between beginning teacher induction and increased teacher self-efficacy: 

collaboration, relationship building, and instructional focus” (Hunter, 2014, p. 45). 

Meta Inferences 

In this section, I consider and interpret the findings from data collected in the 

reconnaissance phase. After reviewing the qualitative and quantitative data and reflecting 

on my own past experiences as a teacher, building principal and administrator, I made 

several meta-inferences about what components of comprehensive induction programs 

need to be present in order to increase the self-efficacy of beginning teachers. 

Comprehensive induction programs are a way to provide beginning teachers with 

opportunities to collaborate, gain knowledge from experienced colleagues, be observed 

by coaches, reflect on their practice, and network with other beginning teachers. 

Beginning teachers need opportunities to learn about exemplary teaching by seeing what 

it looks like, talking about it, and experimenting in their classrooms. Quality induction 

must provide time for teachers to be observed and reflect on their teaching, as well as on 

their students' learning. 

Teachers often underestimate the demands that will be placed on them in their 

first year of teaching. As a result, they struggle when the support system is not strong 

enough to help them implement the ideas and knowledge that they gain in their teacher 

preparation programs.  

Professional collaboration. Professional collaboration is a key component of a 

successful induction program. Learning to teach is a process that is not fully realized by 

the completion of a teacher preparation program. Beginning teachers need opportunities 

to continuously learn and improve their practice. Opportunities should include self-



 

 
 
 

66 

reflection on practice to develop teachers' understanding of content, pedagogy, and how 

their students learn best. In addition to increasing teacher learning and student 

achievement, intentional professional collaboration help prevent feelings of isolation, 

which in turn can increase teacher job satisfaction. Highly effective educators with 

experience and content knowledge exist in many school districts in many different 

capacities and should be used as resources to facilitate collaboration for beginning 

teachers. 

Coaching. Beginning teachers are typically focused on developing their practice 

and do so by gathering information to improve technical skills. In this developmental 

stage, providing beginning teachers with opportunities to be coached by accomplished 

educators and receive support in the areas of instruction, engagement, and management 

can have a positive influence on attrition rates. The guidance of an experienced educator 

can support beginning teachers to make decisions as part of an experienced team, rather 

than in isolation. Effective coaches use inquiry-based questioning and support 

meaningful teaching and learning through individual needs. 

Supportive environment. For teachers to do their jobs well, they need a 

supportive environment where they are valued, trusted, and empowered to collaborate for 

professional growth. Schools and districts that are not intentional about providing 

collaborative opportunities leave many teachers to sink or swim. When teachers believe 

administrators are focused on student and teacher success, they feel more positive about 

the school environment and choose to stay. When beginning teachers view the feedback 

they are getting as supportive rather than evaluative, it positively affects their teaching 

practices, and they are more willing to ask for support. When schools and districts 
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support teachers and promote a culture of continual learning, teachers enjoy their work 

and are more successful. Multiple levels of support are necessary to retain beginning 

teachers by building their self-efficacy as competent professionals. 

Quality Assurance and Ethical Considerations 

 Multiple measures were taken in the reconnaissance phase of the study to ensure 

validity, reliability, and confidentiality. The primary researcher in this study also serves 

as the superintendent of the school district. Given my supervisory role over potential 

subjects, a possibility exists that district staff may feel pressured or obligated to 

participate even if they do not wish to. To mitigate this undue influence, safeguards were 

put into place during the reconnaissance phase and remained in place for subsequent 

phases of the study. 

Validity 

 Because it would be obvious to me and those in the school district which 

personnel participated in the study and which did not, raw data was held confidential 

from the primary researcher. To reduce the chances of undue influence, a data collector 

who was not affiliated with WPSD was added to the study. The data collector was 

required to complete Human Subject’s Protection Training before being added to the 

study. The data collector was responsible for recruiting potential subjects for the study, 

administering all surveys, conducting focus group sessions, and maintaining a code list 

linking identifying information to the code numbers or pseudonyms of the participants. 

The primary researcher was not present for recruitment, was not present for survey 

administration or focus group sessions, and never had access to the study code list.  
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Additionally, two retired principals were utilized as the Induction Program 

Coordinators. Their role was to deliver the induction program to beginning teachers in the 

district. Because participants would be providing feedback on their experience in the 

induction program, had the primary researcher delivered the induction program sessions, 

it could be interpreted that participants were being asked to rate the performance of their 

superior. For that reason, the primary researcher did not deliver the induction program to 

beginning teachers, nor was he present during program sessions. It was determined that 

the measures described in this section were necessary to protect subject privacy and 

confidentiality and would remove the potential perception of undue influence. 

Reliability 

The quantitative instrument selected was specifically chosen for its reliability to 

determine baseline data and help address the research question in later phases of the 

study. Details of the instrument reliability were discussed in the relevant sections of this 

dissertation. Systematic procedures were used to ensure consistency of all data collected. 

Confidentiality 

Additional actions were taken to protect study participants and guard against 

actions that might reflect poorly on the school district. The purpose of the MMAR study 

was explained thoroughly to each participant in a formal setting. Individuals involved in 

the study were informed about the research questions and data collection methods. When 

the study was presented to potential participants, the data collector described the benefits 

of participating, explained the participant roles, and answered questions potential 

participants had. Participants were informed that I, the school district, and the participants 
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would equally benefit from the study. It was my goal to encourage collegial relationships 

and ethical research practices. 

 Confidentiality was ensured among study participants by giving assumed names 

to the school district, individual schools, and study participants. All survey responses 

were anonymous; however, individual assigned identification codes unknown to the 

primary researcher were used in the place of names. The use of individually assigned 

identification codes allowed me to compare data in the final stage of the study. Data 

collected for the study was stored on the data collector’s personal computer under 

password protection in Google Drive, Dedoose, Qualtrics, Word, and Excel. 

 Consent letters that describe the purpose of the study were provided to all 

participants. Consent letters were used to ensure that participation was voluntary and that 

no negative consequences were experienced by anyone choosing not to participate. I 

attained CITI certification, and before any data was collected, the study was presented 

and approved by IRB. 
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CHAPTER 3 

Introduction 

This chapter begins with a discussion of the planning phase based on results from 

the reconnaissance phase. A specific induction intervention used to increase teacher 

efficacy in domains of instructional strategies, student engagement, and classroom 

management for beginning teachers new to WPSD is presented. Results of data collected 

over a five-month intervention are reported. Finally, recommendations for further study 

are presented. 

Planning Phase 

 In the planning phase of an MMAR study, the “action/intervention plan is 

developed based on mixed methods inferences from the reconnaissance phase.” 

(Ivankova, 2011, p. 410). In the present study, information gathered in the reconnaissance 

phase was used to develop a beginning teacher induction program to influence teacher 

self-efficacy in the domains of instructional strategies, student engagement, and 

classroom management. Because teacher induction models vary across the country, I 

collaborated with the assistant superintendent for student learning, building principals, 

and two retired principals who administered the induction program to develop a model 

and schedule that would most benefit beginning teachers and the district.  

The WPSD beginning teacher induction program was planned for a five-month 

cycle. The program was provided through differentiated support for beginning teachers, 

ongoing professional support, and collaboration.  
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 Differentiated Support 

The first important component of the program was to provide differentiated 

support for beginning teachers that address individual needs. This was achieved through 

classroom observation and feedback, instructional modeling, specific coaching, and 

distribution of resources using Google Classroom. During this induction program, there 

were scheduled times for the Induction Coordinators to complete classroom observations 

and provide specific feedback for improvement based on the Kentucky Teaching 

Framework. The beginning teacher or coordinator was able to schedule additional 

classroom observations if needed.  

The beginning teacher was provided opportunities to request the coordinator 

model a specific strategy in her/his classroom and or meet to discuss strategies at length. 

All beginning teachers were invited to join a Beginning Teacher Google Classroom 

where resources were shared and categorized. Video clips, exemplar model classrooms, 

articles, and book suggestions were included in the electronic classroom. Resources were 

continually updated. 

 Ongoing Professional Learning 

The second component of the program was to provide high quality and ongoing 

professional learning opportunities. As part of the induction program, all beginning 

teachers new to the district were required to participate in 12 hours of professional 

learning sessions provided by the induction coordinators. An aggregate approach was 

taken in designing the ongoing professional development sessions. We examined 

responses of all 41 beginning teachers on the TSES from the reconnaissance phase and 

where mean scores were low we used those domains to design the professional learning 
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sessions. Best practices would suggest we use individual TSES scores to differentiate the 

professional learning curriculum. However, budget and time constraints did not allow for 

the team to develop a differentiated approach to the professional learning curriculum. 

Teachers completed the first six hours of professional learning during an all-day 

orientation which included sessions specifically designed to assist in the development of 

effective classroom management systems to improve student success. The remaining six 

hours of professional learning addressed behavior strategies, student engagement 

techniques, and the development and implementation of high yield instructional 

strategies. Those sessions were delivered throughout the 5-month program in 2-hour 

segments scheduled on teacher planning days. 

Collaboration 

The third and final component of the beginning teacher induction program 

framework was to provide and facilitate an avenue for dedicated collaboration time with 

school and district administrators, instructional coaches, induction program coordinators, 

and master teachers.  Following each classroom observation cycle, the induction 

coordinators and beginning teachers spent time to debrief and discuss the observation 

with a district instructional coach. The purpose of this reflective time was to provide 

continuity of ongoing support for the beginning teachers. In addition, a detailed 

observation report was forwarded to the building principal to keep them involved 

strategies being utilized by the coordinators and instructional coaches.  

WPSD is fortunate to have many master teachers throughout the district at all 

grade levels. At each professional learning session, there were scheduled question and 

answer sessions about specific topic with various grade level/subject area master 
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teachers. The opportunity to hear best practice implementation experiences (both positive 

and negative) provided an additional layer of support for beginning teachers. District 

level directors were always available for one on one support as needed and were often 

used as presenters of professional learning sessions. 

The framework presented above was developed as a result of data and information 

gathered in the reconnaissance phase. The goal of the planning phase was to develop a 

specific framework for an induction program that would impact beginning teacher self-

efficacy in the school district. The needs of the teachers and the district were considered 

when the program was designed. Analyzed data and the proposed plan were shared with 

the administrators and beginning teachers who participated in the program and the study. 

Action Phase 

 The general purpose of an action phase in an MMAR study is to implement an 

intervention plan to address the problem revealed in the diagnosis phase, assessed in the 

reconnaissance phase, and developed planning phase (Ivankova, 2015).  The action phase 

of the MMAR study took place from September 2019 to February 2020. During this 

phase, the beginning teacher induction program designed in the planning phase was 

implemented with beginning teachers new to the district for the 2019-2020 school year. 

The purpose of the intervention was to influence beginning teacher self-efficacy in the 

domains of instructional strategies, student engagement, and classroom management. The 

intervention timeline for implementation is presented in Table 3.1 below.  
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Table 3.1 

Beginning Teacher Induction Program Timeline 

Month Activities 

September 

 
• First induction program session for Beginning Teachers (6 hours) 

• Program Coordinators begin coaching visits with Beginning Teachers 

• Second induction program session for Beginning Teachers (2 hours) 

• Program Coordinators meet with Instructional Coaches 

 

October 

 
• Program Coordinators schedule observations and post conference 

discussions with all Beginning Teachers and building level instructional 

coaches. 

 

November  

 
• Program Coordinators finish in class observations and post observation 

discussions with all Beginning Teachers and Instructional Coaches. 

• Third induction program session for Beginning Teachers (2 hours) 

 

December & January • Instructional Coaches and Principals provide opportunities for beginning 

teachers to observe Master Teachers 

• Program Coordinators observe Beginning Teachers in PLCs for feedback 

and support 

 

February • Induction Coordinators complete second round of in class observations and 

post observation discussions with all Beginning Teachers and Instructional 

Coaches. 

• Fourth and final induction program session (2 hours) 

 
Orientation 

A one-day orientation took place for all incoming teachers to the district before 

the start of the study and before students arrive in the month of August. This included 

beginning teachers and those with varying years of experience. The district’s vision, 

policies, procedures, and expectations were presented to first-year teachers, along with an 

introduction to key district personnel that was available for assistance and additional 

support.  

Brief professional development opportunities were interwoven in the orientation 

schedule to address classroom management, lesson planning (instruction), and building 

relationships (student engagement). The role of the orientation session in the overall 
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induction program was to familiarize teachers with the variety of relevant topics 

associated with the teaching profession. 

Coaching Support 

The coaching portion of the induction program was subject to the needs of the 

individual beginning teacher. Research shows that most of an effective teachers’ daily 

tasks and responsibilities are aligned in some way with planning and implementing high-

yield instructional strategies, enhancing student engagement, or designing and 

implementing effective classroom management techniques (Tschannen-Moran & Hoy, 

2001).  Therefore, coaching support should be available to beginning teachers in each of 

the three domains as needs arise. The induction program included at least one coaching 

session for all beginning teachers with one of the induction program coordinators. The 

coaching sessions were scheduled by the beginning teacher to receive feedback on an 

activity within a domain of their choice. 

Beginning teachers had the opportunity to request more coaching sessions from 

the program coordinators if needed. Additionally, instructional coaches are assigned to 

each building in the district for additional support. School instructional coaches are 

district supplied non-evaluative positions. Instructional Coaches are considered master 

teachers in the district, and their role is to feedback and support to all teachers in the 

building. Every beginning teacher who participated in the study had a building level 

instructional coach available to them for additional support as needed.  

The coaching portion also consisted of the program coordinators conducting two 

classroom observations and post observation discussions with beginning teachers for 

feedback and support. The program coordinators also discussed classroom observation 
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data with the building instructional coach so that further support could be provided if 

needed. The coaching portion of the program was designed to be flexible to allow 

beginning teachers to receive individualized support. 

Ongoing Professional Development 

Ongoing professional development was designed and delivered by the Program 

Coordinators as an intentional effort to build beginning teacher capacities in critical areas 

during their first year with the district. Beginning teachers were required to attend four 

support sessions from September 2019 through February 2020. Topics related to 

authentic challenges most beginning teachers experience in classroom management 

support, managing diverse classrooms, curriculum planning, and building relationships 

were provided throughout the induction. Learner outcomes were created based on data 

collected in the reconnaissance phase and literature on effective induction practices. 

Table 3.2 displays the learner outcomes that were used in the development of ongoing 

professional development to influence teacher efficacy. 

At the conclusion of each professional development session, beginning teachers 

completed a session evaluation (see Appendices B). Information from the session 

evaluations was used to make adjustments to the induction program as needed. 

Adjustments were made in consultation with the induction program coordinators and the 

data collector.  
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Table 3.2  

Outcomes used in Ongoing Professional Development Sessions 

Learner Outcomes • Teachers will identify the steps of planning a lesson using the Instructional 

System and Process Model.  

 

• Teachers will create a set of expectations and procedures that will build strong 

classroom community. 

 

• Teachers will create a respectful classroom environment, focused on high 

expectations for all students. 

 

• Teachers will establish effective instructional and non-instructional classroom 

procedures. 

 

• Teachers will provide effective behavior supports, focused on positive, 

proactive, research-based strategies. 

 

• Teachers will identify student engagement strategies that increase student 

learning. 

 

• Teachers will explain the benefits of active student engagement. 

 

• Teachers will design lessons using student engagement strategies 

 

• Teachers will examine research-based instructional strategies that affect 

student achievement 

 

• Teachers will identify various methods for implementing research-based 

instructional strategies that affect student achievement 

 

• Teachers will determine which strategies they will incorporate in their 

classroom practice to increase student learning 

 
Ongoing professional development also included online resources and support. A 

Google Classroom was created where the program coordinators shared research articles 

and various resources related to the three domains. Teachers also used this space to 

collaborate and share their experiences implementing strategies learned in the face-to-

face professional development sessions. 

Evaluation Phase 

 According to Ivankova (2015), the goal of the evaluation phase of the MMAR 

study is to collect evidence of the intervention’s effectiveness. The evaluation stage of 
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this study occurred in February 2020, after completion of the five-month induction 

intervention. In this stage, quantitative and qualitative data was used to inform me of the 

effectiveness of the beginning teacher induction program and to determine potential 

changes to the intervention implemented in the action phase.  Data was gathered in this 

stage using closed-ended surveys, interviews with the induction program coordinators, as 

well as a focus group session with teachers who complete the closed-ended surveys. Data 

collected and analyzed during the action phase were used during the evaluation phase for 

triangulation. Finally, data analysis was presented to the WPSD student learning team 

and building principals to plan and determine future actions. As a reminder, the research 

questions for the evaluation phase are: 

Evaluation Phase Quantitative Research Questions 

• What are the self-efficacy scores of beginning teachers in the WPSD as 

measured by the TSES following participation in the district induction 

program?     

Evaluation Phase Qualitative Research Questions 

•  How do teachers perceive the impact of a beginning teacher induction on 

their self-efficacy in the areas of instructional strategies, student 

engagement, and classroom management? 

Data Collection 

 During the evaluation phase of the study, quantitative and qualitative data was 

gathered sequentially to determine the effectiveness of the induction program’s efforts to 

improve beginning teacher’s self-efficacy in the domains of instructional strategy, student 

engagement, and classroom management. The advantage of collecting data sequentially is 
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the opportunity it provides to explore initial quantitative data in more detail as well as the 

flexibility available in the qualitative strand based on the outcomes of the first 

quantitative strand (Ivankova, 2015). Quantitative data were collected through the TSES 

closed-ended survey in which teachers rate their sense of self-efficacy for the prescribed 

domains: instruction, student engagement, and classroom management (see Appendix A). 

Following the TSES quantitative data collection and analysis, the data collector collected 

qualitative data through an interview with the program coordinators, and a single focus 

group session with teachers who completed the induction program. A schedule of data 

collection gathered in the evaluation phase is displayed in Table 3.3. 

Table 3.3 

Evaluation Phase Data Collection 

Data 

source 

Data 

collected 

 

Sample 

Collection 

period 

Teacher efficacy scale 

(TSES) 

Teachers’ self-

efficacy 

Teachers February 2020 

Coordinator Interview Program Plan and 

implementation 

Induction Program 

Coordinators 

February 2020 

Teacher focus group Teacher efficacy 

induction program 

impact 

Teachers February 2020 

 
Data Analysis 

 Data analysis in the evaluation phase was conducted in stages according to 

individual data collection schedule and type. Unique analysis procedures for each strand 

of qualitative, quantitative, and mixed methods data were used. Data that is analyzed in 

the evaluation phase of the study were used for comparison to data collected in earlier 

phases.  
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 Quantitative data analysis. Quantitative data analysis in the evaluation phase 

includes responses from the TSES. The TSES is sectioned into three construct domains, 

each with eight items that address the construct. The mean efficacy responses were 

calculated for each construct. A dependent t-test was used to determine if any difference 

between the teachers’ pretest and posttest was significantly different from zero (i.e., no 

change in self-efficacy). Responses from the initial stage of the reconnaissance phase 

were used to compare to responses in the evaluation phase to assist in answering the 

research question. 

Qualitative data analysis. Program coordinators’ comments and documents 

gathered during semi-structured interviews were analyzed to describe the program 

guidelines and used to determine alignment to best practices. Additionally, teacher 

comments gathered in the focus group were used to analyze the impact of participation in 

the induction program through the lens of beginning teacher perceptions. Data were 

organized and prepared for analysis by transcribing comments from the coordinator 

interviews and teacher focus group. Analysis of the transcriptions was used to reveal 

trends and themes concerning the quality of influence the program had on beginning 

teachers. Qualitative data was analyzed using Dedoose computer software, which assisted 

the data collector in coding, organizing, and analyzing themes of various data sets. Open 

coding was used to develop categories of information, and a codebook was developed 

(Corbin & Strauss, 2008). Data from the coordinators’ interview and the teacher focus 

group supports the research question. 
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Quantitative Findings 

The quantitative data collected in the evaluation phase of the study included 

induction program ongoing professional development evaluations and the administration 

of the TSES to participating teachers. In this study, the TSES provided insight on how 

participation in a beginning teacher induction program influenced teachers’ self-efficacy 

in the domains of instruction, student engagement, and classroom environment. The 

survey was administered via the online survey administration tool Qualtrics to 

participating teachers at the conclusion of the research through a link provided via email 

correspondence. Baseline data collected during the reconnaissance phase provided a 

comparison. 

Reliability. The TSES post-test had excellent internal consistency (Cronbach 

alpha=.934) 

Overall self-efficacy. The self-efficacy of participating teachers in the 

reconnaissance phase was in the medium range (M= 5.42). Post-intervention results 

indicated an increase in beginning teachers’ self-efficacy beliefs. The overall mean for all 

41 subjects in the evaluation phase of the study was 7.01, indicating that beginning 

teachers possess high self-efficacy after participating in the induction program. The 

results from the pre-test (M = 5.42, SD = 0.92) and post-test (M = 7.01, SD = 0.77) TSES 

indicate a statistically significant increase in mean self-efficacy between the start and end 

of the beginning teacher induction program, t(40) = -9.079, p <.001. Table 3.4 displays a 

comparison of pre- and post-intervention TSES scores.   
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Table 3.4 

Pre- and Post- TSES Self-Efficacy Ratings 

 Pre-Intervention  Post-Intervention  Difference 

Item Mean 
Standard 

Deviation 
 Mean 

Standard 

Deviation 
 Mean 

Standard 

Deviation 

Item 1 5.37 1.13  6.46 1.57  +1.09 +0.44 

Item 2 5.41 1.24  6.76 1.24  +1.43 0.00 

Item 3 5.51 1.31  6.76 1.20  +1.35 -0.11 

Item 4 5.51 1.34  6.39 1.16  +0.88 -0.18 

Item 5 6.37 1.36  7.68 1.23  +1.31 -0.13 

Item 6 6.39 1.12  7.61 1.16  +1.22 +0.04 

Item 7 5.20 1.36  7.41 1.28  +2.21 -0.08 

Item 8 5.49 1.38  7.51 1.10  +2.02 -0.28 

Item 9 5.39 1.36  7.17 1.20  +1.78 -0.16 

Item 10 5.10 1.39  7.29 1.08  +2.19 -0.31 

Item 11 5.17 1.53  6.71 1.36  +1.54 -0.17 

Item 12 5.56 1.47  6.88 1.17  +1.32 -0.30 

Item 13 5.54 1.10  7.07 1.19  +1.53 +0.09 

Item 14 5.15 1.41  6.61 1.28  +1.46 -0.13 

Item 15 5.29 1.35  6.49 1.33  +1.20 -0.02 

Item 16 5.37 1.13  7.20 1.25  +1.83 +0.12 

Item 17 5.02 1.41  7.07 1.08  +2.05 -0.33 

Item 18 5.20 1.79  7.12 1.12  +1.92 -0.67 

Item 19 5.34 1.13  7.07 1.31  +1.73 +0.18 

Item 20 5.78 1.46  7.34 1.11  +1.56 -0.35 

Item 21 5.29 1.55  6.76 1.32  +1.47 -0.23 

Item 22 5.39 1.41  6.78 1.13  +1.39 -0.28 

Item 23 5.15 1.30  6.93 1.19  +1.78 -0.11 

Item 24 5.22 1.57  7.12 1.17  +1.90 -0.40 

 

 Instructional strategies. Table 3.5 displays a comparison of pre- and post-

intervention TSES items in the instructional strategies domain from the teachers who 

completed the survey. The results from the pre-test (M = 5.23, SD = 1.18) and post-test 

(M = 7.13, SD = 0.90) TSES indicate a statistically significant increase in the confidence 
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of beginning teachers’ use of instructional strategies that lead to student success between 

the start and end of the beginning teacher induction program, t(40) = -8.835, p <.001. 

Table 3.5  

Pre- and Post- TSES Self-Efficacy Ratings for Instructional Strategies 

 Domain 

Mean 

Item 

7 

Item 

10 

Item 

11 

Item 

17 

Item 

18 

Item 

20 

Item 

23 

Item 

24 

Pre-intervention 5.23 5.20 5.10 5.17 5.02 5.20 5.78 5.15 5.22 

Post-Intervention 7.13 7.41 7.29 6.71 7.07 7.12 7.34 6.93 7.12 

Difference +1.90 +2.21 +2.19 +1.54 +2.05 +1.92 +1.56 +1.78 +1.99 

 

The mean value for each item in the survey related to the use of high yield 

instructional strategies increased. The highest mean value increase corresponded to item 

seven, which asked participants to what extent they can respond to difficult questions 

from their students. Thirty-seven teachers (90%) indicated they had a high ability to 

address student questions during the evaluation phase, as compared to 14 teachers (34%) 

in the reconnaissance phase. 

 Mean values had the lowest increase in item eleven when teachers were asked to 

what extent they can craft good questions for their students. During the evaluation phase, 

thirty-two teachers (78%) indicated high self-efficacy in this area compared to 41% of 

teachers (17) in the reconnaissance phase. No teacher in the evaluation phase indicated a 

low level of self-efficacy for any item related to the implementation of instructional 

strategies. 

Student engagement. Table 3.6 displays a comparison of pre- and post-

intervention TSES items in the student engagement domain from the teachers who 

completed the survey. The results from the pre-test (M = 5.52, SD = 0.99) and post-test 

(M = 6.83, SD = 0.90) TSES indicate a statistically significant increase in the confidence 
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of beginning teachers’ ability to engage students in a way that leads to student success 

between the start and end of the beginning teacher induction program, t(40) = -7.312, p 

<.001. 

Table 3.6  

Pre- and Post- TSES Self-Efficacy Ratings for Student Engagement 

 Domain 

Mean 

Item 

1 

Item 

2 

Item 

4 

Item 

6 

Item 

9 

Item 

12 

Item 

14 

Item 

22 

Pre-intervention 5.52 5.37 5.41 5.51 6.39 5.39 5.56 5.15 5.39 

Post-Intervention 6.83 6.46 6.76 6.39 7.61 7.17 6.88 6.61 6.78 

Difference +1.31 +1.09 +1.35 +0.88 +1.22 +1.78 +1.32 +1.46 +1.39 

 

The mean value for each item in the survey related to student engagement 

techniques increased. The highest mean value increase corresponded to item nine, which 

asked participants how much they can do to help their students value learning. Thirty-

eight teachers (93%) indicated they had a high ability to help students value learning 

during the evaluation phase, as compared to 20 teachers (49%) in the reconnaissance 

phase. 

Mean values had the lowest increase in item four when teachers were asked to 

what extent they can motivate students who show low interest in schoolwork. During the 

evaluation phase, twenty-nine teachers (71%) indicated high self-efficacy in this area 

compared to 56% of teachers (n=23) in the reconnaissance phase. Five teachers in the 

evaluation phase indicated a low level of self-efficacy for at least one item related to 

student engagement. 

Classroom management. Table 3.7 displays a comparison of pre- and post-

intervention TSES items in the classroom management domain from the teachers who 

completed the survey. The results from the pre-test (M = 5.52, SD = 0.95) and post-test 
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(M = 7.07, SD = 0.83) TSES indicate a statistically significant increase in the confidence 

of beginning teachers’ ability to implement effective classroom management systems that 

lead to student success between the start and end of the beginning teacher induction 

program, t(40) = -8.079, p <.001. 

Table 3.7  

Pre- and Post- TSES Self-Efficacy Ratings for Classroom Management 

 Domain 

Mean 

Item 

3 

Item 

5 

Item 

8 

Item 

13 

Item 

15 

Item 

16 

Item 

19 

Item 

21 

Pre-intervention 5.52 5.51 6.37 5.49 5.54 5.29 5.37 5.34 5.29 

Post-Intervention 7.07 6.76 7.68 7.51 7.07 6.49 7.20 7.07 6.76 

Difference +1.55 +1.25 +1.31 +2.02 +1.53 +1.20 +1.83 +1.73 +1.47 

 

Like the instructional strategy and student engagement domains, the mean value 

for each item in the survey related to classroom management increased. Items 8 had an 

increase of over 2. Item 8 asked participants how well they could establish routines to 

keep activities running smoothly. Thirty-nine teachers (95%) indicated they had a high 

ability to establish such routines during the evaluation phase, as compared to 20 teachers 

(49%) in the reconnaissance phase. 

Mean values had the lowest increase in item three when teachers were asked to 

what extent they can control disruptive behavior in the classroom. During the evaluation 

phase, thirty-four teachers (83%) indicated high self-efficacy in this area compared to 

54% of teachers (n=22) in the reconnaissance phase. Two teachers in the evaluation 

phase indicated a low level of self-efficacy for one item related to student engagement. 

Qualitative Data 

Qualitative data collected in the evaluation phase of the study was used to provide 

additional understanding of the quantitative data, inform me of further study needed, and 
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provided insight for the monitoring phase of the study. A semi-structured interview with 

the district program coordinators was conducted along with a focus group comprised of 6 

teachers who completed the induction program. Scripted interview and focus group 

protocols were developed by me (see Appendices E & F) to guide the data collector. The 

interviews and focus group occurred at the conclusion of the induction activities. The 

sessions were audio-recorded using software on the data collector’s personal computer. 

Program coordinator conversations. Conversations with the program 

coordinators commenced at the start of the teacher induction sessions (action phase) and 

included email exchanges and face to face conversations. Data collected from coordinator 

conversations include dialogue between the program coordinators and the data collector 

and reflective conversations between the program coordinators and me. 

 Coordinator conversations present an accurate account of how the induction 

program unfolded. Conversations over the six-month study period allowed me to collect 

unique or unexpected information that arose during the induction program 

implementation,  ensure that the program was delivered as it was designed in the 

planning phase,  understand beliefs that teacher had about their self-efficacy, and  explore 

potential program changes that need to take place over time. Dialogue of participant 

teacher commentary and discussions was collected throughout the study period and were 

stored separately in a password-protected area on the data collector’s personal computer. 

Commentary from coordinator conversations support answering the research question. 

Participant focus group. A focus group was conducted one week after the 

response time-window for the TSES closed. All beginning teachers in the study were 
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invited to participate in the focus group. Seven teachers (three elementary, three middle, 

and one high school) volunteered to participate.  

In the focus group, the data collector asked teachers to reflect on how the 

induction program assisted in their ability to implement high yield instructional 

strategies, authentically engage students, and efficiently develop classroom management 

systems that lead to student success. Participating teachers were asked how the program 

might better support future beginning teachers in these areas as an exploratory line of 

questioning. 

I collaborated with the data collector to develop a systemic process for labeling 

participant responses during the focus group session. The data collector evaluated teacher 

responses and applied a numeric label.  The label 0 signified the induction program had 

“very little or no” positive impact in the teacher’s skillsets in the specified domain. 

Keywords and phrases “none,” “it didn’t,” or “very little” served as distinguishing 

markers for the label of a 0. If the teacher indicated that the induction program had “a 

little” or “some” positive influence, the response was labeled as 1. When teachers 

indicated a significant positive impact on their development in a specific domain, a 

designation of 2 was given. Table 3.8 below displays the ratings given for the seven 

teachers who participated in the focus group.  
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Table 3.8  

Teacher Perceptions of the Induction Program’s Impact by Construct 

Construct Teacher 

1 

Teacher 

2 

Teacher 

3 

Teacher 

4 

Teacher 

5 

Teacher 

6 

Teacher 

7 

Instructional 

strategies 

1 0 2 0 1 1 0 

Student 

engagement 

1 0 0 1 1 1 0 

Classroom 

management 

0 0 2 1 2 1 1 

Note. *A “0” represents “very little or no” impact, a “1” indicates “little to some” positive impact, 

and a “2” represents a significant positive impact. 

 

Instructional strategies. All focus group teachers agreed that the coaching 

sessions were an impactful component of the induction program by providing valuable 

resources for instruction while assisting and providing feedback on implementation. The 

induction plan included at least one coaching session for beginning teachers led by one of 

the induction program coordinators. Beginning teachers had the opportunity to request 

more coaching sessions from the program coordinators if needed. Instructional coaches 

were also assigned to each building in the district for additional support. One teacher 

described a significantly positive relationship between the induction experiences and their 

implementation of high yield instructional strategies. This was attributed to the induction 

coordinator assisting the teacher during scheduled coaching sessions. 

Two teachers accredited the positive impact that the induction program had on 

them to the coaching sessions held throughout the program. Another teacher indicated the 

induction program had little impact on implementation of high yield instructional 

strategies because of the limited nature of interaction the teacher had with her program 

coordinator. Another teacher agreed, stating she only talked to the program coordinator 

once, in the first few weeks of the program. 
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One teacher gave a significantly positive response concerning the program’s 

ability to enhance her development of implementing high yield instructional strategies, 

which the teacher directly attributed to the in-person professional development sessions 

held four times throughout the program. Another teacher also referenced the professional 

development sessions as beneficial but gave a generally low rating to the program’s 

impact on her development of implementing high-yield instructional strategies. The 

description of these sessions specified that teachers received “support related to the 

district pacing guides, the district instructional process, instructional best practices, and 

resources for specific content areas.” While instructional strategies were shared 

throughout the program, opportunities for assisted implementation and feedback were 

limited. 

One of the four professional development modules focused exclusively on 

designing high-quality instruction. Instructional strategies were covered in the session 

and woven into other sessions as well. Coaching sessions were used to provide 

personalized support to beginning teachers. All teachers in the focus group mentioned 

coaching, and the ongoing professional development sessions had a positive impact on 

their growth in the ability to implement high yield instructional strategies. 

Student engagement. The data collector asked members of the focus group to 

describe how their experiences in the induction program impacted their perceived ability 

to maintain student engagement throughout a lesson. Three of seven teachers stated that 

the induction program did not influence their ability to engage students. One teacher 

stated, “I feel like student engagement was talked about the least of everything. Honestly, 

I can’t remember anything specific regarding student engagement.” Another teacher 
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added, “I don’t think so. I remember we were given a few strategies in a round robin type 

setting and I remember thinking that some of them were good. That was early on in the 

school year and I think at that time, we were so inundated with so much stuff that we 

didn’t retain as much as we could have.”  

Four teachers indicated “little” to “some” positive impact on their ability to 

engage students through an entire lesson. One teacher stated, “I used some of the ideas 

that other members of my group shared in lessons in my own classroom. This allowed me 

to maintain student engagement on several occasions.”  

Three teachers shared the same thought about the coaching sessions. The support 

provided during the coaching was conveyed as a strength of the program. However, all 

three teachers attributed the positive impact to the relationships they developed with the 

program coordinator and the instructional coached in their building.  

Student engagement was the lowest-rated construct of the three. No teacher 

claimed a significant influence on their ability to engage students in their class. Three of 

the four teachers who reported some impact on their engagement skills attributed their 

growth to the coaching experiences they received. 

Classroom management.  Through the data collector, I asked teachers to describe 

in what ways the induction program assisted them in developing effective classroom 

management strategies. Teachers generally offered a more positive perception of the role 

induction played in acquiring classroom management skills. Three of the seven teachers 

indicated “little” or “some” positive impact. 

Two teachers used the word “helpful” when describing the impact; the induction 

program had on their ability to manage a diverse classroom. This keyword signified a 
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significant positive influence on teacher development. Another teacher had positive 

statements regarding the program’s impact on her management techniques. This teacher 

gained her certification through an alternative program, meaning she did not have the 

benefit of completing a teacher preparation program nor a student teaching experience 

and expressed gratitude for the classroom management focus of the induction program.  

Another teacher described the program as helpful in developing her management 

ability. He explained that he received a large packet of handouts that he wished he had 

known for classroom management procedures. Her final statement concerning the impact 

of program elements related to management was, “We were given a packet- good stuff on 

things I wish I’d known like procedures, examples . . . I’ve not looked at any of that.” 

Therefore, although this teacher described the program as “helpful” and its resources as 

“good” which implied a significant positive impact, the teacher admitted to never 

utilizing any of the strategies offered through the program. 

Three teachers acknowledged management techniques discussed during induction 

meetings, but one stated that it was difficult to acquire new strategies in a room with a 

wide variety of teachers with differing types of classrooms. Although this teacher used 

the term “helpful” when describing the classroom management training in the 

professional development session, she then added, 

It was also redundant from some of the other trainings I participated in and 

graduate classes I was required to take.  I do not specifically remember using any 

of these strategies in my classroom during lessons. This is partly because the 

training seemed to be designed for elementary school teachers. I teach high school 

and all of my classes are different. I found it hard to apply a lot of the strategies 

presented in my setting. 

 

Another teacher accredited her instructional coach with sharing best practices 

during their coaching conversations. According to this teacher, coaching sessions were 
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led by the beginning teachers who shared problems they were having in a particular 

domain with the program coordinators and the building instructional coach. She 

described coaching sessions as “a great discussion and problem-solving session.”  This 

teacher elaborated to explain that the coach “share some best practice, and in some 

instances observe the implementation of the shared practice and provide feedback for 

improvement.” 

Two teachers indicated that the program had no positive impact on their 

classroom management skill development. One teacher worked in an elementary 

classroom as an instructional assistant before earning her teacher certification. She shared 

that through her experience as an instructional assistant, she acquired an understanding of 

procedures, systems, and setting behavior expectations to efficiently operate a classroom. 

Having prior classroom experience made the program seem less valuable to her. While 

she hoped to learn innovative strategies to effectively manage her class, she experienced 

a repeat of simple principles that she had learned as an assistant. She explained, “I didn’t 

learn anything that I didn’t already know. I mean, just basic, clear expectations and, 

routine, routines, routines at the beginning of the year.” 

Focus group summary of results. Teachers who participated in the focus group 

reported that classroom management skills were most impacted by the program, followed 

by instructional strategies.  The ability to keep students engaged throughout a lesson was 

least impacted by the program. An analysis of teacher responses concluded that coaching 

sessions were viewed as the most beneficial aspect of the program. 

Teachers reported that the program most positively impacted their ability to 

develop and implement effective classroom management systems, followed by 
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implementing high yield instructional strategies to increase student success. Student 

engagement was described as least supported by the induction program, with three 

teachers stating that student engagement was not addressed at all and four teachers 

describing “little to some” degree of limited support. Teachers in the focus group 

collectively perceived little or no support in instructional strategies, student engagement, 

and classroom management provided by the program. 

Meta Inferences 

This section discusses inferences made from qualitative and quantitative data 

analysis. The increase in beginning teacher self-efficacy in instruction, engagement, and 

classroom management at the end of the induction program compared to the beginning of 

the program is undeniable. The qualitative data collected from the teacher focus group 

session indicates the degree to which deliberate attention were given to each construct 

should be examined to evaluate how well the program structure supports increasing self-

efficacy in instructional strategies, student engagement, and classroom management. 

Program Alignment to the Three Constructs 

Instruction. The district’s effort to support beginning teachers in instruction 

focused on the in person professional development sessions designed to ensure that all 

essential elements of the instructional process were understood by beginning teachers 

throughout the program to provide support related to curriculum, pacing, best practices, 

and resources. One of the ongoing professional development sessions in the google 

classroom was dedicated to “Curriculum Planning.” Regarding instruction, the program 

demonstrates a purposeful effort to address this construct through multiple lesson 

planning sessions with the program coordinators and the instructional coaches. With 
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respect to supporting teachers’ ability to effectively deliver the information to students, 

the program provides beginning teachers with support from the program coordinators and 

the building instructional coaches to share resources and best practices. 

Individual coaching sessions could address the constructs; however, there is no 

evidence of set agendas or accountability to cover specific topics. These sessions are 

designed to be flexible to respond to beginning teacher needs. There is no evidence of 

deliberate support in lesson delivery skills, such as techniques to build background 

knowledge and strategies to help students retain vocabulary terms. It is possible, 

however, that instructional coaches and program coordinators offer support at a more 

individualized level. 

The program was designed to address critical issues with which all beginning 

teachers struggle through professional development and orientation. More individualized, 

less-structured support is offered through the coaching sessions. The number of coaching 

sessions that beginning teachers received was determined by the beginning teacher. If the 

beginning teachers indicate a need for coaching support in the area on instruction, the 

program guidelines dictated that the program coordinators and the instructional coach 

would provide the necessary support. The professional development sessions focused on 

instruction were aimed at planning and curriculum pacing. Coaching sessions are 

designed to meet teachers’ individualized needs regarding instructional best practices. 

Therefore, I determined that the program made a purposeful effort to address the 

instructional construct. 

Student engagement. Support for student engagement was present in the 

program design, but the scope is limited to relationship building. All seven teachers in the 
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focus group perceived a clear lack of attention given to engagement and expressed 

disappointment that they were not supported with professional development dedicated to 

maintaining student engagement during instructional activities. When comparing 

professional development opportunities dedicated to instructional practices, student 

engagement is noticeably less of a focus. A professional development session entitled, 

“Engaging Students in Learning” occurred early in the program. This professional 

development session was relevant to student engagement; however, no structured 

professional development aimed at specific strategies beginning teachers can implement 

to engage students was evident. 

As previously discussed, coaching and mentor sessions were intended to provide 

support specific to individual beginning teacher needs. If engagement is a struggle for a 

beginning teacher, the instructional coach or program coordinator should offer resources 

and best practices. The instructional coaches and program coordinators were expected to 

provide whatever support is necessary for the beginning teachers, including the 

development of strategies to maintain student attention during learning activities if the 

beginning teacher struggles in this area. However, if beginning teachers did not 

communicate this struggle, coaches nor program coordinators may not have offer 

strategies to the construct. Without the potential informal input from an instructional 

coach or program coordinator, the engagement construct is limited to two hours of in-

person professional development. Therefore, I determined that the program made a 

limited attempt to address the construct of student engagement. 

Classroom management. The induction program was purposefully designed to 

provide substantial support in the domain of classroom management. Most of the 
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professional development activities that beginning teachers participate in at the beginning 

of the program are designed to address classroom management. Additionally, beginning 

teachers are introduced to district behavioral support personnel at the orientation so they 

have someone to contact when counsel is needed in behavior management. 

The deliberate intent to address classroom management was also evident in 

professional development opportunities delivered through Google Classroom. Classroom 

management is interspersed throughout the program to address changing needs. 

Management conversations such as the establishment of rules, behavior plan and 

consequences, and procedures were covered at the first professional development session. 

Beginning Teachers were also required to submit their classroom behavior plan to the 

program coordinators and building instructional coaches for feedback. The coaching 

component of the program permits flexibility to meet individual beginning teacher needs 

as they evolve. I determined there was a deliberate attempt to address the management 

construct by providing multiple professional development opportunities in systems, 

procedures, and processes and coaching sessions designed to meet individual teacher 

needs. 

Summary of results. Based on the qualitative and quantitative results and 

descriptions and artifacts of the program, I conclude the program aligns with all three 

measured constructs, but the attention dedicated to student engagement is most restricted 

in time and scope. The program reflects a deliberate effort to address the instruction 

construct through multiple training sessions dedicated to implementation of the 

instructional process. The program coordinators share resources and best practices during 

in-person professional development sessions and through google classroom. Building 
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Instructional Coaches and program coordinators may address instructional best practices 

in informal settings, dependent on individual beginning teacher needs. I determined that 

the program demonstrates a purposeful effort to develop teacher efficacy in the 

implementation of high yield instructional strategies. Similarly, the induction program 

provides substantial support in the area of designing and implementing effective 

classroom management systems. I noted evidence of deliberate attention given to this 

construct in the form of in-person professional development sessions in systems, 

procedures, and processes and coaching sessions designed to respond to beginning 

teacher needs throughout the year. Significantly less time is dedicated to developing 

teacher abilities to effectively engage students to maximize student success. One in-

person professional development session is aligned to the engagement construct, but the 

construct is limited to relationships. When compared to the professional development 

dedicated to the instruction construct, engagement received considerably less attention. 

Monitoring 

Following the evaluation phase, study results and conclusions were shared with 

district administrators and building principals. Together, the group developed a plan for 

continued implementation of a formal induction program that will positively influence 

teacher-self efficacy in the domains of instructional strategies, student engagement, and 

classroom management. Additionally, progress and revision to the program will be 

monitored and adjusted accordingly, depending on the study of results. 

Discussion and Conclusion 

Based on quantitative data of the TSES instrument, the beginning teachers who 

participated in the induction saw an increase of self-efficacy in all three constructs of 
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instruction, engagement, and management. Mean values of 6.83 in every construct 

indicate “quite a bit” of self-efficacy in each domain. The results of the dependent t-tests 

further support the conclusions that beginning teachers feel highly efficacious after 

participating in the program. Closer examination of data revealed lower levels of self-

efficacy improvement in communicating clear expectations for student behavior (+0.88), 

getting through to difficult students (+1.09), calming a student who is disruptive (+1.20), 

and getting students to believe they can do well (+1.22). Several positive trends emerged, 

such as teacher confidence in their ability to respond to difficult questions from students 

(+2.21), gauge student comprehension of what is taught (+2.19), and adjust lessons to the 

proper level for individual students (+2.05). 

I strived to view the program’s effectiveness through the lens of a teacher by 

coordinating a focus group session for interested participants who completed the 

program. Despite the overwhelming qualitative results, the comments from the focus 

group participants were not as promising. Teachers in the focus group reported that 

developing effective classroom management systems were most impacted by their 

participation in the induction program, followed by the implementation of high-yield 

instructional strategies. Teachers also communicated that the ability to engage students 

was least impacted by the induction program. Collaboration with others was viewed as a 

strength of the program, but teachers noted the lack of support in instructional delivery 

and engagement strategies. Most teachers pointed to coaching sessions as the most 

valuable aspect of the program. Teachers described feeling bombarded by handouts 

during program coordinator facilitated professional development. Teachers wanted 
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increased opportunities for interactive feedback from program coordinators and 

instructional coaches. 

Through conversations with the Induction Program Coordinators and by 

reviewing the evaluation forms completed by participants in the professional 

development sessions, I found evidence that best practices were present to some degree. 

An orientation demonstrates an effort to familiarize beginning teachers to the district’s 

mission, aspirations, core values, policies, and procedures. An effort was made to 

establish coaching guidelines, develop accountability measures for beginning teachers 

through google classroom reflections, and deliver relevant in-person professional 

development. The intended focus of this induction professional development was to 

support teachers in classroom management and lesson planning. I, along with the 

Induction Program Coordinators, acknowledge the lack of rigorous professional 

development in student engagement compared to instruction and management. The 

program’s attention to student engagement was restricted to a two-hour after-school 

professional development session on building positive relationships. 

The induction program addressed all three measured constructs, but the attention 

dedicated to student engagement was limited in time and scope. There was deliberate 

effort to address the instruction construct through rigorous professional development in 

lesson planning and curriculum pacing. Content area specialists shared resources and best 

practices during two, 3-hour professional development sessions. 

Program Coordinators and Instructional Coaches addressed instructional 

strategies in informal settings, dependent on individual beginning teacher needs. There 
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were multiple formal professional development sessions in classroom management 

systems, procedures, and processes designed to respond to teacher needs. 

In conclusion, I learned that a beginning teacher induction program is a promising 

practice to increase teachers’ self-efficacy at Williamstown Public School District. 

Results of the study indicated positive influences for beginning teachers’ efficacy to 

implement high-yield instructional strategies, effectively engaging students, and design 

classroom management systems to impact student success. Although the induction 

program was influential in the overall improvement in the self-efficacy of beginning 

teachers’ adjustments to the program are needed to better address engaging students in 

learning activities. For instance, more focus is needed on developing beginning teachers’ 

ability to authentically engage students in learning. Gain scores on the TSES were lower 

in this domain than other areas measured and was the most significant issue discussed in 

the focus group.  

As to whether everything addressed in this study will account for teachers 

remaining in the district year to year remains to be seen.  Other factors contribute to the 

retention of beginning teachers which were not addressed in this effort. The culture and 

climate, district and school initiatives, and financial incentives play a role in teacher 

retention. Teachers need to feel a level of excitement about the vision and direction of the 

school and district that they are a part of in addition to feeling self-efficacious about their 

work. 

Findings from this action research study serve as a foundation for further 

investigation at Williamstown Public Schools. Due to the rising attrition rates in the 

district, a quantitative study is necessary to establish an average attrition rate over a more 
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extended period of time. WPSD should determine how to best support beginning teachers 

beyond a first-year induction program. The district should perform an analysis of 

multiple data sources to establish financial and student achievement costs related to 

attrition. Future study should include an evaluation of the induction program’s impact on 

student achievement; reducing achievement gaps, and reducing teacher attrition rates.
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APPENDIX A 

Teacher Sense of Self-Efficacy (TSES) Survey 

This questionnaire is designed to help us gain a better understanding of the kinds of things that 

create challenges for teachers. Your answers are confidential. 

 

Directions: Please indicate your opinion about each of the questions below by marking any one of 

the nine responses in the columns on the right side, ranging from (1) “None at all” to (9) “A Great 

Deal” as each represents a degree on the continuum. 

 

1 2 3 4 5 6 7 8 9 

None at 

all 

 Very 

Little 

 Some 

Degree 

 Quite a 

Bit 

 A Great 

Deal 

 

 

Please indicate your opinion about each of the questions below by marking any one of the nine 

responses in the columns on the right side, ranging from (1) None at all to (9) A great deal as 

each represents a degree on the continuum. 

 

1. How much can you do to get through to the most difficult students? 

2. How much can you do to help your students think critically? 

3. How much can you do to control disruptive behavior in the classroom? 

4. How much can you do to motivate students who show low interest in school work? 

5. To what extent can you make your expectations clear about student behavior? 

6. How much can you do to get students to believe they can do well in school work? 

7. How well can you respond to difficult questions from your students? 

8. How well can you establish routines to keep activities running smoothly? 

9. How much can you do to help your students value learning? 

10. How much can you gauge student comprehension of what you have taught? 

11. To what extent can you craft good questions for your students? 

12. How much can you do to foster student creativity? 

13. How much can you do to get children to follow classroom rules? 

14. How much can you do to improve the understanding of a student who is failing? 

15. How much can you do to calm a student who is disruptive or noisy? 

16. How well can you establish a classroom management system with each group of 

students? 

17. How much can you do to adjust your lessons to the proper level for individual students? 

18. How much can you use a variety of assessment strategies? 

19. How well can you keep a few problem students from ruining an entire lesson? 

20. To what extent can you provide an alternative explanation or example when students are 

confused? 

21. How well can you respond to defiant students? 

22. How much can you assist families in helping their children do well in school? 

23. How well can you implement alternative strategies in your classroom? 

24. How well can you provide appropriate challenges for very capable students? 
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APPENDIX B 

Professional Development Session Evaluation 

 

Date:        _______________________________ 
Strongly 

Agree 
Agree 

Neither 

Agree 

Nor 

Disagree 

Disagree 
Strongly 

Disagree 

Content      

1. The objectives for today’s session were clearly stated.      

2. Today’s session was aligned to its stated objectives.      

3. Today’s session was useful and practical.      

4. Today’s session advanced the overall development of my teaching 

capacity. 
     

Process      

5. Today’s activities (presentations, scenarios, group exercises, etc.) 

increased my capacity to use data to improve my practice. 
     

6. Today’s activities (presentations, scenarios, group exercises, etc.) 

increased my capacity to use high yield instructional strategies in 

my classroom. 

     

7. Today’s activities (presentations, scenarios, group exercises, etc.) 

increased my capacity to use highly effective student engagement 

techniques. 

     

8. Today’s activities (presentations, scenarios, group exercises, etc.) 

increased my capacity to develop and implement classroom 

management systems. 

     

9. The facilitators of today’s session effectively modeled appropriate 

instructional strategies. 
     

10. The facilitators of today’s session incorporated our experiences into 

today’s activities (presentations, scenarios, group exercises, etc.) 
     

11. Time was allocated effectively today to deepen my understanding 

of the presented material. 
     

Context      

12. There were opportunities during today’s session to collaborate on 

shared activities. 
     

13. Today’s activities (presentations, scenarios, group exercises, etc.) 

were relevant for my job-related needs. 
     

14. Today’s sessions advanced my understanding of how to engage in a 

continuous improvement cycle. 
     

15. The organization of the learning environment (facilities, tools, 

materials, participant groupings, etc.) met my learning needs. 
     

 



 

 104 

APPENDIX C 

Administrator Interview Guiding Questions 

1. As you reflect on your experience supporting beginning teachers in your building, 

how well do you think they were prepared for the challenges of teaching their own 

class? 

 

2. In what ways could the district better support beginning teachers in their first year of 

teaching in WPSD? 

 

3. Looking back over your experience working with beginning teachers, in what areas 

do you feel beginning teachers need the most support? 

 

4. How do you specifically seek to develop beginning teachers’ instructional skills? 

a. How do you know if you are being successful in developing instructional 

skills?  

b. What specific support do beginning teachers need to increase their ability to 

implement high yield instructional activities in their classroom? 

 

5. How do you specifically seek to develop beginning teachers’ ability to engage 

students in learning? 

a. How do you know if you are being successful in successful in developing 

teachers’ ability to engage students?  

b. What specific support do beginning teachers need to increase student 

engagement in their classroom? 

 

6. How do you specifically seek to develop beginning teachers’ command of classroom 

management? 

a. How do you know if the program has been successful in developing 

management skills?  

b. What specific support do beginning teachers need to design and implement 

effective classroom management systems in their classroom? 

   



 

 105 

APPENDIX D 

Induction Program Coordinator Interview 

 
The purpose of this interview is to help me gain deeper insight into the support services offered to 
beginning teachers in the district. As we talk, I am going to take notes, but I’d like to digitally 

record this interview to ensure accuracy of my notes. At your request, I will stop recording. Do I 
have your permission to record our interview? [Wait for affirmative verbal response.] 

 

1. How was the program implemented? 

a. Frequency of meetings? 

b. Duration of meetings? 

 

2. How did you specifically seek to develop beginning teachers’ ability to implement high yield 

instructional strategies? 

a. How do you know if the program has been successful in developing teachers’ ability 

to implement high yield instructional strategies? 

 

3. How did you specifically seek to develop beginning teachers’ ability to engage students in 

learning? 

a. How do you know if the program has been successful in developing teachers’ ability 

to engage students? 

 

4. How did you specifically seek to develop beginning teachers’ effective development and 

implementation of classroom management systems? 

a. How do you know if the program has been successful in developing and 

implementing classroom management systems? 

 

5. How did you assess or evaluate the induction sessions? 

a. Measurable objectives identified 

b. Multiple data sources – implementation and impact 

c. Data used to inform next steps 

 

6. What would you identify as the greatest strength(s)/weakness(es) of the program? 

 

7. In your opinion, what are the key skills we need to develop in all beginning teachers? 

 

8. Based on research and best practices, how do you know that the induction program provides 

quality support to beginning educators? 

 

9. What, if anything, would you like to improve about the program? 
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APPENDIX E 

Focus Group Protocol  

 
Due to the nature of sequential mixed methods design, the researcher will ask probing 

questions when further elaboration by the participants is necessary. Open-ended questions may 

be asked based upon participant responses. These questions are not conclusive because data 

analyses from the quantitative instrument have yet to be conducted. As statistically significant 

data and trends develop from the descriptive statistics, additional questions may be added. 

 

Questions for Participants 

 

1. How did the induction program aid in your development of instructional strategies that 

address student needs? (If it didn’t…how might the program change to better support 

future beginning teachers?) 

 

2. Please describe how the induction program experiences impacted your ability to maintain 

student engagement throughout a lesson? (If it didn’t…how might the program improve 

to support future beginning teachers?) 

 

3. In what ways did the induction program assist you in developing effective classroom 

management strategies? (If it didn’t…how might the program change to better support 

future beginning teachers?) 

 

4. How would you describe the mentoring program? (Was it helpful? Why or why not?) 

 

5. Was your assigned mentor a good match for you? (Was your mentor from your content 

area?) 

 

6. If it wasn’t a good match, what actions were taken to address this and by whom? 

 

7. What do you perceive to be the most valuable elements of your experiences in the 

induction program? (Why?) 

 

8. Please describe any teacher needs you feel are not adequately addressed by the induction 

program. 

 

9. If you could make a suggestion to improve the beginning teacher induction program, 

what would it be? 

 

10. Is there anything else you’d like to share? 

 

*Additional questions may be added to explore quantitative data trends after TSES responses 

have been analyzed* 
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APPENDIX F 

Action Phase Ongoing Professional Development Material  
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APPENDIX G  

IRB Approval Letter 

 

 
  

 TO: William Bacon, M.S. Ed 

Educational Leadership Studies

PI phone #: 6067483844

PI email: jesse.bacon@uky.edu

 

 FROM: Chairperson/Vice Chairperson

Non Medical Institutional Review Board (IRB)

 SUBJECT: Approval of Protocol

 DATE: 9/11/2019

 

XP Initial Review

 Approval Ends:  IRB Number:

 9/9/2020  52159

  

 

                               

                

                               

              

                   

 

On 9/10/2019, the Non Medical Institutional Review Board approved your protocol entitled:  

New Teacher Induction: Improving Teacher Self-Efficacy               

Approval is effective from 9/10/2019 until 9/9/2020 and extends to any consent/assent form, cover letter, and/or phone script.  If applicable, the IRB approved

consent/assent document(s) to be used when enrolling subjects can be found in the "All Attachments" menu item of your E-IRB application.  [Note, subjects can

only be enrolled using consent/assent forms which have a valid "IRB Approval" stamp unless special waiver has been obtained from the IRB.]  Prior to the end of

this period, you will be sent a Continuation Review (CR)/Administrative Annual Review (AAR) request which must be completed and submitted to the Office of

Research Integrity so that the protocol can be reviewed and approved for the next period.   

In implementing the research activities, you are responsible for complying with IRB decisions, conditions and requirements.  The research procedures should be

implemented as approved in the IRB protocol.  It is the principal investigator's responsibility to ensure any changes planned for the research are submitted for

review and approval by the IRB prior to implementation.  Protocol changes made without prior IRB approval to eliminate apparent hazards to the subject(s)

should be reported in writing immediately to the IRB.  Furthermore, discontinuing a study or completion of a study is considered a change in the protocol’s status

and therefore the IRB should be promptly notified in writing.

For information describing investigator responsibilities after obtaining IRB approval, download and read the document "PI Guidance to Responsibilities,

Qualifications, Records and Documentation of Human Subjects Research" available in the online Office of Research Integrity's IRB Survival Handbook. Additional

information regarding IRB review, federal regulations, and institutional policies may be found through ORI's web site. If you have questions, need additional

information, or would like a paper copy of the above mentioned document, contact the Office of Research Integrity at 859-257-9428.
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APPENDIX H  

Administrators’ Consent to Participate in a Research Study 
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APPENDIX I 

Teacher Informed Consent to Participate in the Study 
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APPENDIX J 

Informed Consent to Participate in the Focus Group 
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