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Abstract

An Examination of Practices in an Approved Private Special Education School: A Focus
on Induction Programming
Shawn Addison Miller, EdD
University of Pittsburgh, 2020

Increases in identification of students with special needs have brought increases in the
number of new special education teachers nationwide (Billingsley, 1993). The retention of these
teachers is a challenge for administrators (Hargreaves & Fullan, 2000). Research reveals that 14%
of new career teachers will leave the field of education within five years (Ingersoll & Strong,
2011). Teacher induction programs are one system addressing the crisis of retention. The purpose
of this case study was to investigate participants’ perceptions of effective practices and challenges
encountered as part of induction program implementation at a specific approved private school.
This case study also asked what recommendations the participants would make to improve the
current program. Participants were five new and six mentor special education teachers, as well as
the Induction Coordinator. They each participated in a survey and an interview. In this qualitative
study, the researcher analyzed and coded the data as themes and patterns that were revealed from
the participants’ responses. Major themes that emerged included: mentor-mentee pairing,
collaboration, access to information, communication from administration, the resource of time and
acknowledgement of mentors. Participants provided both examples of effective practices, as well
as challenges that existed within these themes. Participants further engaged in creating suggestions
to improve elements of the program that they felt posed challenges for the new teachers and their
mentors. The study concludes with recommendations to the induction committee for
improvements to its current induction program.
Key words: teacher attrition, teacher retention, mentoring, induction program
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1.0 Introduction

Every year, thousands of graduates begin their professional career of teaching.
Unfortunately, before teaching for five years, almost half of those teachers will transfer to new
schools or completely leave the profession (Ingersoll, 2012). New teachers are more likely than
their experienced counterparts to disengage and leave teaching (Billingsley, 1993) due to feelings
of inadequacy and isolation (Heider, 2005). In the face of increasingly diverse school populations,
school districts must maintain professional development standards for teacher quality while also
recruiting and developing new teachers and further seek to retain their most proficient current
teachers (Perry & Hayes, 2011).
Research has demonstrated that new special education teachers are leaving the profession
of teaching for a number of various reasons, from lack of support and dissatisfaction with their
teaching assignments to challenges related to policies (e.g., advanced and permanent teacher
certifications) and procedures (e.g., working with paraprofessionals, private duty nurses and other
professionals working in the classroom; Hagaman & Casey, 2018; Hughes, 2012; Ingersoll, 2001;
Kent, Green, & Feldman, 2012; Long, 2010). When teachers leave either their school or the
profession, they leave a gap that is usually filled by someone unfamiliar with the school and
students, and the cycle perpetuating the inability to meet transformational goals continues
(Hagaman & Casey, 2018). The retention of teachers is vital to breaking the cycle of inadequacy.
New special education teachers have specific needs and are faced with unique challenges;
therefore, researching methods for retention of newly hired special education teachers has become
a topic of significant discussion (e.g., Feiman-Nemser, 2003; Ingersoll & May, 2010; Ingersoll &
Strong, 2011; Kent, Green, & Feldman, 2012). However, the solution may not lie in a salary
1

increase, as many speculate (Ingersoll, 2012). In fact, with teaching being America’s largest
profession, it is encouraging to realize that a solution to the teacher retention problem may not cost
money (Hughes, 2012; Ingersoll, 2012; Zhang & Zeller, 2016). Specifically, some have speculated
that the level of support a new teacher receives from a new teacher induction programs, also known
as mentoring programs, can vastly impact the decision to leave their current placement, or even
dissuade them from leaving the teaching profession altogether (Billingsley, 1993). A strong
induction program can increase new teacher retention (Ingersoll, 2012; Ingersoll & Strong, 2012;
Kent et al., 2012; Long, 2010). It may also improve student achievement due to increased
collaborations amongst teachers and mentors within the school (Hagaman & Casey, 2018).
Furthermore, effective induction programs may aid teachers to develop confidence, competence
and comprehension of the craft; reduce of new teachers’ feelings of isolation (Ingersoll, 2012);
advance teachers’ professional growth (e.g., Ingersoll & Strong, 2011), as well as help them
discover their personal identity among their more experienced peers (Hargreaves & Fullan, 2000).
Many educational researchers have explored the problem of induction and mentoring
programs for new teachers from the teachers’ perspectives. Recurring themes of research
encompassing induction and mentoring programs include effective mentoring, collaboration,
access to resources, and administrative support (Andrews & Quinn, 2005; Billingsley, 2007; Carr
& Evans, 2006; Guerra, Hernandez, Hector & Crosby, 2015; Jones, Young & Frank, 2013;
Marshall, et. al., 2013; Pearson, 2008; Schlichte, Yssel, & Merbler, 2005; Smith & Ingersoll, 2004;
White & Mason, 2006). Main findings of this literature include the need for effective mentors and
mentor education, collaboration between mentor and new teacher, the need for access and training
in use of resources and getting administrations to understand the role of the new teacher and how
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it impacts the education of the students. Gaps in the literature include perspectives from the
administration and recommendations for program improvement.

1.1 Statement of the Problem

The ABC School is an approved private school, located in Northwestern Pennsylvania, that
works with students with disabilities that cannot be serviced by the student’s neighborhood school
district. The ABC School provides smaller class sizes, increased staff to student ratios and access
to services such as speech therapy, occupational, physical, and behavioral therapies, as well as
access to mental health psychologists through its mental health partial program. The induction
program has been in existence at the ABC School since roughly 1985. It is a specified part of the
school’s larger professional development plan that is approved by the Pennsylvania Department
of Education and will need to be reauthorized during the 2020 school year. The ABC School
induction committee is dedicated to assessing the strengths and gaps observed within the induction
program to best meet the challenge of revision and improvement to its teacher education program.
To this end, the school has been obtaining feedback from both mentors and new career teachers to
ascertain what areas of the induction program are both correlated to creating highly effective
special education teachers, as well as what aspects of the program may need possible revision to
best serve the pedagogies of the new career special education teacher and ultimately assist in the
promotion of skills obtained by the individual student. Upon revision, the professional
development plan would be subject to resubmittal to the Pennsylvania Department of Education
for authorization and reimplementation for the 2020-2021 school years and beyond.

3

One issue that provided an impetus for this study was related to ongoing problem with
teacher retention in the ABC School. In my observations as a fellow teacher at the school, it was
believed that effective teachers were leaving the profession altogether and not just using the ABC
School as necessary experience in their career path. Research into the rate of turnover needed to
be calculated to determine the severity of the problem. (See Appendix A).
With R values, or the rate of turnover, at 47.36% and 90.00% for the periods of 2009 to
2014 and 2014 to 2019 respectively, the rates of turnover for the periods given should be large
reason for administration at the ABC School to have concern regarding the rates of attrition. This
increase in the turnover rate suggests further need for a strong induction program to potentially
reduce these numbers. They may also suggest that some aspects of the induction program may not
be working well enough to promote retention. Since effective induction programming has been
proposed as a potential solution for remediation of teacher retention problem, this study focused
on an examination of effective practices and challenges within ABC School’s induction program.
Therefore, the goals of this study align well with both the goals of the ABC School and the
Pennsylvania Department of Education. Using a familiar population and sample, this study
provided an authentic depiction of the perceptions and understandings of both early career and
veteran special educators. As an early career teaching mentor in a dynamic approved private school
in Northwest Pennsylvania, there was regular contact with the participating new and mentor
teachers, which produced deep understandings of the positive aspects of effectiveness and
challenges perceived regarding the induction program.

4

1.2 Purpose of the Study

The current study sought to understand the perceptions of teachers, mentors, and the
coordinator regarding their experiences with induction in the ABC School. Specifically, it
addressed the following research questions.
1) What are the stakeholders’ perceptions of components that make this program
effective?
2) What are the stakeholders’ opinions regarding the challenges they face through the
induction program?
3) What are the stakeholders’ suggestions for improvement of the current iteration of the
induction program?

1.3 Definition of Terms

Attrition
Attrition is loss of employees. In the current study, attrition reflects teachers leaving the
school whether for a different position outside of the current placement, or leaving the field
altogether (Billingsley, 1993).
Induction
Induction is a long-term process (usually a school year) that assists a new teacher to
acclimate to the school in order to be ready for the classroom (Anhorn, 2008). Induction can also
be known as a mentoring program.
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Mentor Teacher
For the purposes of the current study, “mentor teacher” refers to a teacher who has achieved
master teacher status and aids new teachers in acclimating to the school climate during an induction
period (Ingersoll, 2001).
Mentoring
Often implemented as specified subsection of a support program for induction teachers,
mentoring is a peer support relationship between a teacher and a mentor where teachers gain
experience through mutual observations, collaboration, and reflection (Billingsley, 1993).
New Teacher
For the purposes of the current study, “new teacher” refers to a teacher who has zero to
three years of experience (Ingersoll, 2001).
Teacher Retention
Teacher retention is continued employment in the workforce (Billingsley, 1993). For the
current study, retention refers to continued employment in the ABC School (ABC School, 2019).
Teacher Attrition
Teacher attrition occurs when teachers leave the profession altogether. It includes
retirement and any other reasons for leaving the profession (Ingersoll, 2001). For the current study,
attrition refers to teachers that plan to leave the ABC School (ABC School, 2019).
Teacher Turnover
Teachers who transfer to different teaching jobs in other schools contribute to teacher
turnover (Ingersoll, 2001).

6

2.0 Literature Review

2.1 Introduction

School districts, administrators, and policy makers are facing a multitude of problems with
finding and retaining effective teachers (Kelley, 2004). In fact, the national shortage of special
educations teachers could be one of the most important aspects that special education faces today
(Gersten et. al., 2001). Teacher shortages and national attrition rates for all special educators
generally fall between 15.1 and 20.3% (Boe, Cook, & Sunderland, 2007; Keigher, 2010).
Additionally, rates of attrition soar as high as 22% for early career special education teachers
entering the field (Fore, Martin & Bender, 2002). Studies in this area (e.g., Billingsley, 1993; Boe,
Cook, & Sunderland, 2007; Wilson & Lumadue, 2013) have found that special education teachers
have some of the highest attrition rates for early career teachers. Some of the possible reasons for
this high attrition rates include teacher burnout, low self-efficacy, and feelings of inadequacy and
isolation of early career special education teachers (Perry & Hayes, 2011). Other plausible reasons
for teacher attrition include but are not limited to: increases in class size populations, increases in
paperwork, decreases to planning periods, lack of observation of other special education and lack
of mentoring programs and professional development (Neil, et al., 2011) as well difficulty with
classroom management, student discipline, staff management, creating strategies for organization
and planning daily lessons and thematic units, the motivation of students, and the attempt at
maintaining a healthy and productive personal life outside of the classroom (Troman & Woods,
2001).
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With reports of job satisfaction for early career teacher experiences ranging from poor to
highly satisfied (Lortie, 1975; Veenman, 1984), administrators must find ways to ameliorate the
problem of teacher shortage in special education and improve early career experiences (Williams,
Gillham, & Evans, 2016). School districts and administrators have attempted to decrease teacher
attrition through policy mandates that enforce the necessity of “highly effective” teachers being
placed in schools. Furthermore, schools have additional professional development standards
placed upon them such as continuing education credits and professional development plans that
are to be completed on a yearly basis.
Additionally, school districts, intermediate units, charter schools, and area vocationaltechnical schools in Pennsylvania have been required by the Pennsylvania Code (22 Pa. Code
§49.16 and §49.83) (New Teacher Center, 2016) to have a state-approved teacher induction plan
for first-year teachers since 1987 (Duke & Gates, 1990). According to the Pennsylvania
Department of Education (PDE), the induction plan shall be prepared by an induction educator
committee which includes teacher or educational specialist representatives, or both (McMurrer,
2007). As a result, newly employed professional personnel with prior school teaching experience
may be required by the school entity to participate in an induction program (Duke & Gates, 1990).
Quality induction programs for new teachers might not only be able to reduce teacher attrition and
improve student achievement (McLaughlin, 1987); they might be able to save both schools and
school districts necessary capital for other budgetary expenses, by eliminating the need for
constant training of new first year special education teachers (Flanagan & Fowler, 2010).
Induction programs offer an opportunity for preparation and pedagogical knowledge of
mentor teachers to directly impact the early career teachers and acclimate them to the challenges
that are unique to the field of special education (Israel et al, 2013). Induction is also considered
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the transition period for early career teachers, where they may encounter increasingly daunting and
challenging situations that are not taught within the pre-service education curriculum (Wilson &
Lumadue, 2013). However, school induction programs are often characterized by chaotic and
complex frameworks and frequently fail to provide early career teachers the opportunity to
collaborate with a mentor teacher within their area of expertise (Snowden & Boone, 2007). One
possible way to achieve this goal of reduction in teacher attrition, is to strengthen mentor
collaboration for the new career teachers entering the field (Nance & Calabrese, 2009). This
practice can not only reduce the teacher attrition for schools, but it also has potential for increasing
student achievement through the creation of highly effective teachers (McLaughlin, 1987).
Induction programs for special education teachers generally include a minimum of a one-year
apprenticeship with a mentor teacher (Billingsley, 2007). In 1998, the Council for Exceptional
Children (CEC) identified five goals for an induction program for special educators, specifically,
(1) to aid in the facilitation an application of knowledge and skills of the first-year teacher, (2) for
the mentor to share advanced knowledge and skill, (3) for the mentor to aid in timely acculturation
to the school environment and climate, (4) for the mentor teacher to aid in reducing stress and
increase job satisfaction, and (5) guide the professional induction (Whitaker, 2000). Those
guidelines must be considered when developing and implementing a successful induction program
for new teachers.
Much of the current research examining induction programs is qualitative (Billingsley,
2004). Complicating interpretation of findings, many of the previous studies incorporated data
from general education teachers, as opposed to solely focusing on effective practices for special
education teachers (Boe et al., 1997). Although insights from general education provide useful
information regarding effective induction programming, early career special education teachers
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may have a unique perspective on the effective processes involved (Billingsley, 1993).
Furthermore, these teachers may need mentoring supports from special education teachers who
have been in the field and have worked with similar populations of students (Billingsley, 2003;
Israel, et al., 2012). There has been no previous review of qualitative research of special education
induction programs; therefore, a review of the literature focused solely on the qualitative research
that specifically examines the effective practices for special education induction programs is
warranted.
The purpose of this literature review is therefore to synthesize qualitative research on
special education induction programs and challenges experienced by early career special education
teachers during their induction programs. Specifically, it will examine (a) setting characteristics,
(b) participant demographics, (c) components of induction programs that contribute to their
effectiveness, (d) challenges experienced by participants in induction programs (both mentors and
mentees), and (e) suggestions for improvement of induction programs, as perceived by
participants.

2.2 Methods

2.2.1 Search Procedures

Online electronic databases PsycINFO and ERIC were searched to locate qualitative
research on special education teacher induction programs. The author conducted the search in
September of 2018. Search results were limited to include published, peer-reviewed articles in
English language. Various combinations of the following key terms were used: special education,
10

induction, retention. Reports primarily containing tables with minimal narrative analysis were
excluded. Moreover, research papers distinctly directed at personnel supply and demand, attrition
rates, retention rates, job satisfaction, job stress, teacher burnout, and general education attrition
were used only to provide a context for the findings in this paper.

2.2.2 Inclusion Criteria

To be included in this review, studies had to meet the following criteria: (a) present results
of qualitative evaluations including mixed methods studies with supportive qualitative data shown;
(b) provide an examination of induction programs that served to provide support to new career
special education teachers within the first few years of teaching, (c) discuss perceived effectiveness
of induction programs and effective practices within those programs; and (d) discuss challenges
teachers are facing that potentially lead to decreases in teacher retention. Studies were excluded if
they failed to meet the criteria for inclusion, were not peer reviewed, and were not written in
English language.

2.2.3 Coding Procedures

The coding of the articles was conducted to record the following characteristics: (a) context
/setting of the research (e.g., urban, rural, or suburban setting, geographical location, public,
private school, or residential setting), (b) participant descriptions (e.g., number, gender, age, race,
number of years teaching), (c) effective practices within the induction programs reported by the
participants and discussed by the researcher, and (d) teacher-reported challenges. The author was
the only one to conduct the selection of the studies and the coding process.
11

The initial search yielded 25 articles. Four (16%) articles were removed as they did not
report on educational induction programs, two (8%) articles were removed as they dealt with
paraprofessional retention and not teacher retention. From that point 19 (76%) articles were printed
and abstracts reviewed in additional for further compliance to inclusion criteria (described above).
After review, eight (32%) did not report either what practices were deemed effective within the
school or did not list research data. In final, eleven (44%) articles were retained for the review and
further analysis (Andrews & Quinn, 2005; Billingsley, 2007; Carr & Evans, 2006; Guerra,
Hernandez, Hector & Crosby, 2015; Jones, Young & Frank, 2013; Marshall, et. al., 2013; Pearson,
2008; Quinn & Andrews, 2004; Schlichte, Yssel, & Merbler, 2005; Smith & Ingersoll, 2004; and
White & Mason, 2006). Results from the analyses of the eleven identified empirical studies are
reported below (see also Table 1).
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Table 1. Summary of Reviewed Studies

Study (Year)

Andrews and
Quinn (2005)

Billingsley
(2007)

Context and Setting
A school district
serving almost
60,000 students in
both highachieving, high
socioeconomic and
at-risk populations.
The district
encompasses 59
elementary schools,
1 special education
school, eleven
middle schools and
13 high schools.

An urban school
district serving
almost 100,000
students. The
district
encompasses 150
schools, 5200
teachers (600
Special Education).

Participants

182 1YT

99 Leavers with a
return rate
representing 72%
of full study
M 5%
F 95%
MD 54%
C 80%
AA 20%
25% <4 years’
experience.

Design/ Data
Source

Case Study

Case Study

13

Methods of
Inquiry

Effective Practices

Challenges

Questionnaire to
all 1YT and 57
phone interviews
completed

Decreased support
in instruction/
Support with
curriculum and
policy/procedures and
resources and
personal/emotional
supplies.
support. Mentoring
Opportunities to
programs.
observe/ be
observed with
mentor teachers.

Questionnaire to
138 teachers that
left the district
over a three-year
period.

Having a mentor in
the same field. Time
to collaborate with
other teachers.
External network of
teacher system.
Reduce paperwork
and review
procedures for
behavior
management. Create
positive environment
through
administrative
support.

Role overloads
(class size, too
much paperwork,
lack of support
staff). Inadequate
support from
administration.
Inadequate
facilities.

Carr & Evans
(2006)

Guerra,
Hernandez,
Hector & Crosby
(2015)

Jones, Youngs,
& Frank (2013)

Marshall, et al.
(2013)

Louisiana Schools

70 1YT
F 99%
C 91%
MD 77%

Texas
No other data listed

3 Special
Education
Teachers
F 67%
M 33%
L 67%
C 33%
100% aged 25-30

8 Districts in
Michigan &
Indiana

185 Teachers
25% 1SET
83% F
17% M
90% C
7% AA

South Carolina
22 Schools

7,622 identified
educators.
786 returned
Educator Surveys
and 1,662 Special
Educator Surveys
returned.

Case Study

Survey with fivepoint Likert scale.

Case Study

Individual
interviews
yielding 42
transcripts.

Mixed Methods

Mixed Methods
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Survey

Survey and 25
interviews

Systematic, sustained
support. Mentors play
a pivotal role.
Collaboration can
maximize success.

Classroom
management and
accommodating
individual
differences.

Identifying and
developing
engagement styles.

Isolation or not
heard.

Mentoring Social
Networks

Decreased teacher
commitment.

Project ReSpecT
mentoring model.
Familiarity with
resources and ability
to write effective
IEP’s.

Too much
paperwork, lack of
planning time,
responsible for too
many types of
students, number
of students and
lack of parental
support.

Pearson (2008)

Quinn &
Andrews (2004)

Schlichte, Yssel,
& Merbler
(2005)

266 schools in
336 randomly
Leeds, United
selected
Kingdom with
respondents.
populations ranging Service length <1from 12 students to
26 years with a
2,200 students.
mean of 7 years.

A school district
serving almost
60,000 students in
both highachieving, high
socioeconomic and
at-risk populations.
The district
encompasses 59
elementary schools,
1 special education
school, eleven
middle schools and
13 high schools.

Midwestern State

182 1YT

5 first-year special
educators.
80% F
20% M

Case Study

Survey,
questionnaires,
and interviews

Organized forms of
collaborations and
networking.

Caseload. Time
allotted for
mentoring.

Case Study

Questionnaire to
all 1YT and 57
phone interviews
completed

None listed

More & better
orientation

Case Study
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Interview

Administration
addressing
collaboration.
Networking.

Problem students,
classroom
management,
excessive
paperwork,
knowledge of
special education
law, and

connecting with
peers and
administration.
Need for
mentoring.

Smith &
Ingersoll (2004)

All beginning
teachers in the US
from 1999-2000
including
52,000 elementary
and secondary
teachers.

Random sample
of 3,235.
Mean data
reported:
Age 29.143
SPED. 0.091
M 0.264
Minority 0.187

Empirical
Evaluation

Schools and
Staffing Survey
(SASS)

Participation in
induction program.
Mentor in SPED.
Similar plan times.
Collaboration.
External network.

Adequate staffing.
Ineffective
support.
Ineffective
communication.

Paperwork (IEP’s,
referrals and
147 1SET
evaluations).
Mentor program.
F 84% 1SET
Access to
Effective mentor
M16% 1SET
materials.
pairing (same
7 National Sites
F 96% MEN
Survey and focus
Acclimation to
White & Mason
Mixed Methods
building, same
group interviews.
All regions and
M 4% MEN
school climate.
(2006)
subject, same grade).
pop. of US.
Age range
Behavior
Supportive
1SET 22-58
management.
administration.
Mentor 24-63
Collaborating with
general education
teachers.
st
Notes. 1SET: 1 Year Special Education Teacher; SPED: Special Education Teacher; MD: Master’s Degree; 1YT: First Year Teacher;
F: Female; M: Male; C: Caucasian; AA: African American; L: Latino.
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2.3 Results

2.3.1 Context and Setting

All studies, but one that was conducted in Leeds, United Kingdom (Pearson, 2008; 9.09%) were
conducted within the continental United States. Studies ranged in the level of description of
geographical setting provided, from general descriptions (e.g., reference to “southern states”, see
Marshall, et al., 2013) to specific settings. One study (9.09%) was conducted in the Northern States of
Indiana and Michigan (Jones, Youngs, & Frank, 2013) and one study (9.09%) was conducted in an
undisclosed setting in a Midwest State (Schlichte, Yssel, & Merbler, 2005). Five studies (45.45%) do
not list the individual states name; however, two of the studies do state various locations throughout
the United States (Smith & Ingersoll, 2004; White & Mason, 2006).
One of the eleven studies (9.09%) described the setting as “urban” (Billingsley, 2007). The
other ten studies (90.90) did not give the setting information. In terms of type of educational setting,
none of the studies reviewed described whether they were conducted at public, private, residential, or
approved private facilities. Only one study (9.09%) provided information on the eight school districts
reporting an average of 51% percentage of students receiving free/reduced lunches, with a range of 3655%, a common correlation indicator of low socio-economic communities (Jones, Youngs, & Frank,
2013). It should be mentioned that two studies (18.18%) had a combination settings, determined by
nature of the study (e.g., a nation-wide survey) and information on the specific setting type could not
be obtained.
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2.3.2 Participants

Across all the studies, approximately 11,853 individuals participated. One article (9.09%)
included mentors in addition to the first-year special education teachers (i.e., White & Mason, 2006).
In eight studies (72.72%) the sample consisted of both new career special education and general
education teachers (e.g., Carr & Evans, 2006; Guerra, Hernandez, Hector & Crosby, 2015; Schlichte,
Yssel, & Merbler, 2005). None of the studies included administrators. Five of the eleven articles
(45.45%) described age or experience of teacher, including both mentor and novice teacher (i.e.,
Billingsley, 2007; Guerra, Hernandez, Hector & Crosby, 2015; Pearson, 2008; Smith & Ingersoll, 2004;
and White & Mason, 2006). Three of the eleven studies (33.33%) reported the age of the teaching
population, with ranges from the youngest of 22 years of age to the oldest being 58 years of age (i.e.,
Carr & Evans, 2006; Smith & Ingersoll, 2004; White & Mason, 2006). Two of the eleven (18.18%)
studies looked at the overall experience range of the teacher with reported ranges with less than oneyear experience to twenty-six years’ experience with a mean value of seven years (Billingsley, 2007;
Pearson, 2008). Three of the eleven studies (27.27%) gave no identifying information of the sample
(Andrews & Quinn, 2005; Marshall, et. al., 2013; Quinn & Andrews, 2004). In terms of reported
educational attainment, two of the eleven studies (18.18%) reported educational attainment. On average
from reported data in the two studies, 65.5 % of teachers reported having their master’s degree
(Billingsley, 2007; Carr & Evans, 2006). No background information to teacher specialty (e.g. Autistic
Life Skills, Emotional Behavior Support, and Teacher of Visual Impairment) was identified for any
participant.
Seven articles (63.63%) described gender of the participants, which included both new teachers
and mentor teachers, although no specified breakdown of participant role was described (Billingsley,
2007; Carr & Evans, 2006; Guerra, Hernandez, Hector & Crosby, 2015; Jones, Young & Frank, 2013;
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Schlichte, Yssel, & Merbler, 2005; Smith & Ingersoll, 2004; and White & Mason, 2006). In 100% of
articles stating gender, female teachers were the predominate gender of those teachers participating.
Five articles (45.45%) described race, such as Caucasian, African American, Latino, or simply list the
minority percentage (Billingsley, 2007; Carr & Evans, 2006; Guerra, Hernandez, Hector & Crosby,
2015; Jones, Young & Frank, 2013; and Smith & Ingersoll, 2004). In all but one study (9.09%) from
Texas, where Latino teachers comprised 67% of the population, Caucasian teachers were the
predominate ethnicity of teachers participating in the research.

2.3.3 Method of Inquiry

Five of the eleven studies (45.45%) used more than one research method to extrapolate and
report teacher opinions and attitudes regarding the potential to leave or stay (Andrews & Quinn, 2005;
Marshall et. al., 2013; Pearson, 2008; Quinn & Andrews, 2004; and White & Mason, 2006). Four of
those utilized a survey questionnaire to gather data from participants for reporting (Andrews & Quinn,
2005; Billingsley, 2007; Pearson, 2008; Quinn & Andrews, 2004). One (i.e., Marshall et al., 2013) used
interview methods in addition to surveys. Six studies used one sole method to uncover data (i.e.,
Billingsley, 2007; Carr & Evans, 2006; Guerra, Hernandez, Hector, & Crosby, 2015; Jones, Youngs,
& Frank, 2011; Schlichte, Yssel, & Merbler, 2005; & Smith & Ingersoll, 2004). Of those, 4 used survey
and 2 used interview.

2.3.4 Effective Practices

Participants in seven (63.63%) studies perceived induction programs as effective practice to
reduce the attrition rate in both new career and veteran teachers (Andrews & Quinn, 2005; Billingsley,
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2007; Carr & Evans, 2006; Jones, Young & Frank, 2013; Marshall, et. al., 2013; Smith & Ingersoll,
2004; and White & Mason, 2006). The remaining four studies (37.37%), did not state induction
practices were noneffective and did not make recommendation in order to improve programming
(Guerra, Hernandez, Hector & Crosby, 2015; Pearson, 2008; Quinn & Andrews, 2004; Schlichte, Yssel,
& Merbler, 2005).
In terms of specific practices that contribute to the effectiveness of mentoring programs, five
studies (45.45%) reported the use of collaboration, including team teaching and co-teaching, as an
effective practice utilized by administrations as part of mentoring programs for their schools
(Billingsley, 2007; Carr & Evans, 2006; Pearson, 2008; Schlichte, Yssel, & Merbler, 2005; Smith &
Ingersoll, 2004). Additionally, five studies (45.45%) discussed the effective practice of external
networks, such as contacts or mentors that are located outside of the new teachers physical building
that the new teachers may contact should they have questions, as a means to address ineffective
programs (Billingsley, 2007; Jones, Young & Frank, 2013; Pearson, 2008; Schlichte, Yssel, & Merbler,
2005; and Smith & Ingersoll, 2004). In four studies (36.36%) teachers discussed the importance of
administrative support in mentoring programs, ranging from emotional and personal support to support
with systems and policies, as the best way to address and reduce teacher attrition in the schools
(Andrews & Quinn, 2005; Billingsley, 2007; Carr & Evans, 2006; White & Mason, 2006). In the study
by Guerra, Hernandez, Hector & Crosby (2015) the authors explained that the identification and
development of engagement styles for teachers , such as moving from passive focus and venting focus
systems of engagement to creating a goal-orientated focus for engagement styles, is the most effective
practice to beat the climbing attrition rates for teachers. Only one study (9.09%) did not explicitly state
the effective practices as reported by their participants, but generally referred to induction programs as
a means to address teacher attrition (Quinn & Andrews, 2004).
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2.3.5 Challenges

The challenges reported through all studies varied widely, from assistance needed with special
education paperwork, inclusion into the general education program and access to mentors within the
same building; however, a few commonalities were apparent in several of the studies. In four of the
eleven studies (36.36%; Billingsley, 2007; Marshall, et. al., 2013; Schlichte, Yssel, & Merbler, 2005;
White & Mason, 2006) the number one listed challenge for new career special education teachers was
learning to complete paperwork associated with their role as teacher, with items such as Individual
Education Plans (IEP) writing, behavior modification plans and data collection being noted most
frequently reported (36.36%). This was often taught by the mentor teacher throughout the process of
the induction program. Another largely reported challenge for new career special education teachers
was caseload or class size, including both number of students and type of students, which can be
addressed with support from mentor teachers with strategies and personal experiences during the
induction program through individual meetings, observations and coaching sessions (Billingsley, 2007;
Marshall, et. al., 2013; Pearson, 2008). Another common theme throughout the studies suggested that
a lack of resources was perceived as a major challenge that teachers face in the school that leads to
increases in teacher attrition. In fact, eight studies (72.72%) list lack of resources as a top challenge;
ranging from inadequate staffing, inadequate access to curriculum and materials, inadequate time for
planning and observing and collaborating with peers and mentors, as well as inadequate orientation to
policies and procedures and acclimation to demanding and difficult school climates (Andrews & Quinn,
2005; Billingsley, 2007; Marshall, et. al., 2013; Pearson, 2008; Quinn & Andrews, 2004; Schlichte,
Yssel, & Merbler, 2005; Smith & Ingersoll, 2004; and White & Mason, 2006). Three studies (27.27%)
list behavior and classroom management as a top contributor to increases in teacher attrition according
to the results (Carr & Evans, 2006; Schlichte, Yssel, & Merbler, 2005; and White & Mason, 2006).
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Finally, feelings of insufficient support from parents (Marshall, et. al., 2013), feelings of isolation
(Guerra, Hernandez, Hector & Crosby, 2015) and feelings of decreases in teacher commitment (Jones,
Youngs, & Frank, 2013) each were discussed in one study each (9.09%).
In three of the studies (27.27%) findings revealed the need in the partnership between special
education mentor and new career special education teacher, as opposed to general education mentors
with special education new career teachers (Marshall, et al., 2013; Jones, Youngs, & Frank, 2013; and
White & Mason, 2006).

2.4 Discussion

2.4.1 Discussion

The variables that this literature review of qualitative research examined were: (a)
setting/context characteristics, (b) participant demographics, (c) components of induction programs that
contribute to their effectiveness, (d) challenges experienced by participants in induction programs (both
mentors and mentees), and (e) suggestions for improvement of induction programs, as perceived by
participants. Although previous literature reviews and meta-analyses (e.g., Bay & Parker-Katz, 2009;
Billingsley, 2004; Fore, Martin, & Bender, 2002) have been conducted to examine effective means to
reduce teacher attrition in both general and special education, this review represents the first systematic
review of qualitative research examining components and outcomes of effective induction and
mentoring programs for new career teachers, as well as challenges associated with their
implementation.
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In reviewing context and setting, it was found that regardless of geographical location, type of
area (rural, urban) and socio-economic status of the school and district surveyed, induction programs
with mentoring components had a positive impact on the new career teacher. With mentoring being a
capstone of the early career teaching experience, professional development for both the new career
teacher and the mentor are necessary to further address and reduce the intention rate of the special
education teacher and improve the field of special education. The analysis of demographic information
revealed that the race for most of the participants (M = 73.5%) were Caucasian although it could be
concluded that some studies did not adequately report participant demographics. With 84% of the
current teaching force identifying as White/Caucasian (National Center for Educational Statistics,
2003), there is a belief that, as these teachers engage in their ideal and belief systems, they propagate
and substantiate white privilege within the classroom and potentially negatively impact and affect the
black students (Parsons, 2005). An analysis from the National Center for Education Statistics (2012)
data revealed that students of color resulted in more than 45% of the Pre-Kindergarten–12 population,
whereas teachers of color made up only 17.5% of the educator workforce. Overall, therefore, the data
obtained in this analysis of literature are consistent with the nation-wide statistics. The lack of
participant diversity is concerning and suggests needing to examine the perspective of a more diverse
population of teacher to better obtain both the most effective practices and largest challenges to the
successful implementation to the induction program (Parsons, 2005).
Reviewing methods of data collection, it was surprising that six of the eleven studies used a
single method of data collection to determine and calculate perceived effectiveness of programs. Using
multiple methods to study a phenomenon is one proposed means to produce results that are more robust,
more compelling, and more substantially rigorous than single method studies (Creswell, 2009). The
world of educational research is becoming increasingly interdisciplinary and complex; therefore, many
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researchers will need to augment one method with another to provide superior research (Johnson &
Onwuegbuzie, 2004).
Ten of the eleven reviewed empirical studies met the criteria of specifically targeting effective
practices, while all eleven of the studies additionally listed challenges most associated with increases
in teacher attrition. The findings of this literature review suggested that while much of the research
shows advantages of mentoring from special education teachers for first-year special education teachers
needing mentoring, there are critical gaps in the belief of what administrators see as problematic
opportunities or challenges identified to reduce teacher attrition and the perceived realities of teachers
working in the field. First, consistent with the findings of Billingsley, (2007); Carr & Evans, (2006);
Pearson, (2008); Schlichte, Yssel, & Merbler, (2005); and Smith & Ingersoll, (2004), this review
indicated that one key practice administrators can implement within the school to potentially reduce
teacher attrition for both new career special education teachers and their general education colleagues
is increases in the number of opportunities available to new teachers to engage in collaboration with
peers and mentor teachers. In collaborations, new career teachers feel less isolated (Guerra, Hernandez,
Hector & Crosby, 2015) and collaboration could promote more effective communication (Smith &
Ingersoll, 2004), while connecting peers (Schlichte, Yssel, & Merbler, 2005) and increasing teacher
commitment to reduce the increases in teacher attrition (Jones, Youngs, & Frank, 2013).
Another key perceived outcome observed from the literature is the mentoring and induction
processes, such as effective pairing protocols, mentor/mentee observations, and communication
between new teachers and administrations (Andrews & Quinn, 2005; Billingsley, 2007; Carr & Evans,
2006; Jones, Young & Frank, 2013; Marshall, et. al., 2013; Smith & Ingersoll, 2004; White & Mason,
2006). One of the key goals of mentoring and induction programs is specifically to retain qualified
special education teachers and develop new career teachers into effective practitioners (Andrews &
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Quinn, 2005). The role administrators play in both induction and mentoring for new career teachers is
both complicated and challenging, but if the systems are properly implemented, new career teachers
develop appreciation of more positive school climates and instrumental collaborations amongst
professionals (Correa & Wagner, 2011). If administrators focused on successful mentoring and
induction programs, teachers would potentially understand curriculum and behavior plans better as well
as also be able to more effectively manage increased paperwork loads while further developing a better
school climate for all teachers (Andrews & Quinn, 2005; Billingsley, 2007; Carr & Evans, 2006;
Marshall, et. al., 2013; Quinn & Andrews, 2004; Schlichte, Yssel, & Merbler, 2005; and White &
Mason, 2006).
Alternatively, in addressing some of the challenges in induction programming, administrators
have the potential to further reduce the rate of attrition. In matters such as increased administrative
support, administrators have a great deal of influence in changing the culture and providing a positive
experience for both new career and veteran teachers (Smith & Ingersoll, 2004). However; reviewing
many of the challenges reported in the studies, administrators should make changes to their schools to
address these challenges, but based on available resources, such items such as classroom size,
inadequate facilities and access to supplies and curriculum might be unobtainable (Andrews & Quinn,
2005; Billingsley, 2007; Marshall, et. al., 2013; Pearson, 2008; Quinn & Andrews, 2004; Schlichte,
Yssel, & Merbler, 2005; Smith & Ingersoll, 2004; and White & Mason, 2006).

2.4.2 Limitations

The results of this literature review should be interpreted with consideration of the following
limitations. First, the reviewer located only eleven studies that met the inclusion criteria. Although not
a limitation, but rather a finding, the fact that so little data exists in the realm of effective practices in
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special education in comparison to effective practices for general education is of great concern. Within
the review itself, more than half (63.63%) of all articles reviewed had a general education teacher
population reporting in addition to special education teachers. Furthermore, the reviewer only utilized
two well-established databases to conduct the initial search. Descendent searches were utilized but did
not add any studies to the sample. Similarly, results were limited to include only peer-reviewed journals
and did not include other literature such as dissertation studies or those that did not undergo the peerreview process. The low number of studies meeting the criteria, as well as the range of effective
practices and contributing challenges, limits generalizability of findings. When examining initially
developing inquiry, future authors may consider whether to include additional databases as well as
other sources such as dissertation studies. Future studies should use an interdisciplinary approach to
using quality indicators to examine the evidence of practices recommended for use across educational
contexts serving all mentors and first year teachers. Finally, inter-rater reliability was not assessed for
selection and coding of the studies; therefore, additional research conducted with the same studies could
potentially yield varied reliability of selection and coding of the given studies. Finally, perceived
“effective characteristics” and some conclusions were based on qualitative literature; therefore, the
actual numeric correlation is unclear, and conclusions should be interpreted through this lens.

2.4.3 Implications for Practice

The findings of this review have implications for special education teachers, administrators, and
policymakers. First, special educators must continue to mentor new career teachers through increased
collaboration in order to best educate the new teacher in policies and procedures not generally known
by their general education peers. Secondly, administrators must acknowledge the differences in general
and special education mentoring needs and allow for these two systems to work in conjunction with
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each other, while maintaining their individual properties, such as behavior and population specifics.
Administrators must also promote effective practices as reported by the literature and address teacher
reported challenges to attempt reductions of new career teacher attrition, even when maters of resource
availabilities are out of their control. Finally, policymakers need to work to mandate professional
development for the mentor teacher to better serve the needs of the novice teacher, while providing
opportunities for aid in time and financial compensation on behalf of the role of mentor teacher. This
could be relegated and have some correlation to the research data from participants stating mentor and
teacher formal networks and how the field of education utilizes growth of mentoring a novice teacher
to improve their own teaching experience (Jaspers et. al., 2014).

2.4.4 Suggestions for Future Research

This is the first literature synthesis of qualitative literature to focus on addressing not only
effective practices, but teacher reported challenges and research related to professional development
for mentors and intervention studies for induction programs. The relatively small number of studies,
producing results of this systematic literature review suggest that there is a considerable lack of research
focused on induction programming specifically for teachers in the field of special education. This is
not surprising as special education is a highly specialized realm of education that is a unique
counterculture of education and therefore might not have as much research available in exclusivity. On
the other hand, it is surprising given the data presented for retention for special education teachers in
particular. This shows that there is a need for further research into the phenomenon of both effective
practices in special education and the potential for effective inclusive special education practices in the
realm of the general education arena, since the research sites only general education curriculum is the
Pre-K Counts program.
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Future research should focus on the realm of special education effective practices. Other aspects
for future research could include using additional methodologies to best ascertain both quantitative data
while further expanding qualitative data in teacher perceptions of effective practices and challenges
experienced by both new and experienced teachers. Further, diversifying the demographics of the
sample, context and participants could yield very different results. For example, data extrapolated from
approved private schools, or with higher proportions of minority populations could show vastly
different effective practices and challenges for the new teacher. Additionally, research into more
quantitative studies to find numeric correlations between professional development, mentoring, the
resource of time and attrition could greatly increase the administrations perspective into the need to
address the severity of current teacher retention practices.
In summary, this study is necessary to address the gaps in the previous literature by examining
the induction program practices within special education rather than the general education settings.
Further, it addresses gaps in the literature by providing an examination of practices within the approved
private school using a reverse inclusion model. Finally, the need in diversifying the methodology of
the investigation will be addressed by using a combination of survey and interview methods.
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3.0 Methods

3.1 Research Questions

The purpose of this study was to examine perspectives of stakeholders (including induction
program coordinator, new career special education teachers, and mentor special education teachers)
who support new career teachers with induction programming at one approved private day school
located in Northwestern Pennsylvania, to be identified as ABC School. This study attempted to
determine stakeholders’ beliefs related to practices within an existing induction program. Additionally,
this study examined gaps in execution of the existing program, as well as challenges that new career
teachers face that may contribute to an increase in the rate of attrition within the identified approved
private school. The specific research questions that this study addressed were the following:
1) What are the stakeholders’ perceptions of the components that make this induction
program effective?
2) What are the stakeholders’ opinions regarding the challenges they face through the
induction program?
3) What are the stakeholders’ suggestions for improvement of the current iteration of the
induction program?
Participants included (a) the induction program coordinator, (b) new career teachers, and (c)
mentor teachers in the ABC School.
Due to my role as a teacher at the chosen research school site and this study’s researcher, it is
essential that I (the researcher) addressed my own bias as it related to the study. I had been a past
participant of the current iteration of the induction program and had served as mentor to two new career
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teachers. It was essential that consideration and reflection on my own experiences related to the
induction programming were addressed in order to examine the existing bias that may have been
present. This assisted me in moving away from a focus on anticipated challenges to a positive and
precise lens that investigated effective practices associated with the induction program.

3.2 Study Context

3.2.1 School Setting

The study setting, ABC School, was an approved private day school located in the North West
region of the Commonwealth of Pennsylvania. The school was one branch of a larger provider of
disability services for the North West sector of Pennsylvania. The school was founded in 1952 and was
designated as an Approved Private School by the Commonwealth of Pennsylvania in 1963. The school
found residence at its current location in 1970. The school contained 21 classrooms with each classroom
designed to provide special education services to a maximum of ten students per room with exception
of the Early Intervention and Pre-K Counts rooms, which held a capacity of fifteen students each. 100%
of the students received free or reduced-priced lunch. A vast majority of students received special
education services that included physical, intellectual, emotional and behavioral goals and
programming.
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3.2.2 Student Information

The school fundamentally operated on the premise of reverse inclusion, wherein typically
developing students were placed with peers that all have intellectual, physical or emotional/behavioral
disabilities (ABC School, 2014). Students with disabilities were educated with peers with similar
disabilities and neuro-typical peers were included in various activities throughout the year to support
adaptation and integration into the community. There were 243 students that attended the school; 196
students received special education services, while 47 students were part of the general education
curriculum. Of the 243 students, the percentage of race was as follows: White (70.36%); Black or
African American (20.15%); American Indian or Alaskan Native (4.52%); Native Hawaiian or Other
Pacific Islander (2.46%); Asian (1.64%); Unknown (0.41%); and Declined to Answer (0.41%).
The percentages of students who were enrolled at the school were identified with the following
educationally-relevant disabilities: Autism (34.15%); Intellectual Disability (16.04%); Multiple
Disabilities (14.81%); Developmental Delay (12.34%); Other Health Impairment (.08%); Hearing
Impairment (.08%); Visual Impairment (.08%); Deaf/Blind (.04%); and, Traumatic Brain Injury
(.04%). The remaining students had no diagnosed disability (19.34%) and were part of the general
education, Pre-K Counts curriculum.

3.2.3 Demographics, Educational Background, and Instructional Tenure of the Teaching Staff

There were 21 teachers employed by the school on a full-time (35 hours per week) basis (ABC
Corporation, 2019). Included in the 21 teachers was one health and physical education teacher with no
additional special education certification. There was also one art teacher that was additionally certified
Nursery-12 special education. The Deaf Education teacher was certified in both speech corrections and
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hearing-impaired education. The remaining 18 teachers held various certifications and, in most cases,
dual certifications relating to education. Three teachers held an Early Childhood Education
Certification (EC Ed) and eight teachers held an Early Intervention Certification (EI Ed K-6). Four
teachers held a mentally and physically handicapped certification, while seven teachers were certified
in special education grades PreK – 8. Two of these teachers were certified in special education from
PreK – grade 12, and eight teachers were certified in special education birth – grade 12. Two teachers
held waiver certificates to teach secondary special education based on the needs of the school.
The demographics, educational background and instructional tenure of the teaching staff were
varied. Nine teachers had earned a Bachelor’s degree, while twelve teachers had earned a Master’s
degree. Six of the 21 teachers identified as male. Nine teachers had 10 or more years teaching
experience, with the longest teaching experience being thirty-nine years. Twelve teachers had less than
10 years of experience (range <1 year – seven years). All 21 of the teachers recognized and described
their race as Caucasian.

3.2.4 Induction Programming and Professional Development

The current induction program at the ABC School was centered on the approved private
school’s plan for professional development, which is approved by the Pennsylvania Department of
Education every six years. The current iteration was approved for the ABC School on May 14, 2004.
This study buttressed the current plan and informed committee members as to potential, critical
opportunities for improvement of the induction plan. As the next iteration will be due to be submitted
by Mary 13, 2020, this study was well timed and a necessary aspect for the ABC School.
Professional development associated with the existing induction program consisted of a fullyear course of programming that was designed and developed by administration to support the first
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year or new-to-the-school teachers. Its purpose was to inform new career special education teachers of
the inclusive exposure and encompassment of school policy, procedures and environmental
encapsulation (September – May). The program sought to provide high levels of interaction between
the new career teacher and their mentor teacher.
The responsibilities of the newly inducted teachers were: (a) to participate in in-service
components of the induction process; (b) to maintain a journal of activities related to induction
programming (topic, date, recommended actions) aimed at enhancing the practice of reflective
teaching; (c) to attend scheduled meetings of the Induction Team (Inductees, Support Teachers, and
Coordinators); (d) to schedule observations of support teacher and other support team members (as
appropriate) according to a specified schedule; and, (e) to participate in an evaluation of the induction
program. From this, the newly inducted teachers were able to suggest modifications, as necessary (ABC
School, 2014). Participation in the school’s induction program was designed not only for first year
teachers, it was also implemented for first-year or newly hired therapists, as well. These professionals,
however, were not chosen to be participants for this study.
The Induction program was set up so that when a new teacher is hired, they attended a
mandatory week-long orientation that all employees of the ABC Corporation must attend. During the
orientation, the new teacher, along with other newly hired members of the ABC Corporation family,
learned the mission statement, the guiding philosophy, and the vision statement. Additionally, the
history of the corporation and the various current entities were described. From there, basics on
corporate compliance, policy, legal rights, were reviewed. Also included in the orientation for all staff
was an introduction to intellectual and developmental disabilities, an autism overview, emergency
preparedness, records management, billing accuracy, and the health insurance portability and
accountability act (HIPAA), in addition to other mandatory topics (ABC Corporation, 2019). From that
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point, usually during the last day of orientation, the new teacher worked with the critical skills specialist
and school specific trainer for more specified learning, such as Carelogic (ABC School specific billing
program), specific feeding programs, specific splint or stander protocols, specific occupational therapy
protocols, such as weighted or compression vests, posture chairs or wedges, and other implementations
from the occupational therapy department.
One week before school starts, new teachers engaged in a number of in-service trainings. Their
goal was to energize the staff for the upcoming school year and further informed the staff of any changes
in policy or procedures, as well as reemphasizing current policy and procedures. The new teacher had
the opportunity to meet and interact with their individual staff and prepared the room for the students.
Information exchanges on the students were one of the most important aspects for the new teacher
during this time. The information exchange provided detailed information on each student, such as
dominant hand preference, preferred communication system utilized, potential behavioral concerns and
even level of independence. If the teacher was taking over their classroom from a teacher still in the
school, the exchange was completed between the previous teacher, the new teacher, the current staff,
the behavioral therapist, the occupational therapist, the speech therapist and if necessary, the physical
therapist. For a new teacher, the first week could have been very overwhelming; as such, specified
induction activities were not completed during this time.
A mentor teacher was assigned by the induction coordinator to the new teacher. As explained
through her interview, the induction coordinator related that when assigning a new teacher a mentor,
she reviewed the new teachers assignment and looked for mentor teachers with similar assignments or
past experiences in similar assignments, location and proximity between the potential pair and finally,
she looked at other factors, such as past experiences and personality. Then the new teacher completed
an efficacy checklist, listing what they believed that they needed help with the most and in what

34

sequences. The mentor teacher reviewed the IEP Calendar and assisted the new teacher in setting up
the appointments for the IEP meeting as well as a pre-IEP meeting with therapists. The IEP document
was reviewed, as well as the School Function Assessment (SFA) which was the assessment form that
all students at the ABC School are assessed with. If additional assessments were used, the mentor
teacher reviewed those as well. Generally during this time, the mentor also explained the email and
intercom systems to the new teacher.
After the week of in-services was completed and the students had arrived, the mentor and new
teacher set up a meeting schedule to touch base periodically during the year. In most cases, early on in
the year, the mentor and new teacher met weekly to discuss challenges; this faded to bi-weekly and
eventually only occurred on a monthly basis. As part of the school’s professional development, each
classroom staff was mandated to have met weekly and needed to document their meetings. Usually the
mentor invited the new teacher to their classroom meeting and demonstrated how it was to be completed
and then attended the new teacher’s meeting and gave feedback.
A few weeks into the year, the mentor and new teacher met with the induction coordinator, the
critical skills specialist and the director of children and youth and began the formal induction process.
A copy of the “Survival Guide for New Special Education Teachers,” along with a copy of, “What
Every Special Education Teacher Should Know” was given to each teacher and the critical skills
checklist was reviewed. In past years, because there were a large number of new teachers at the same
time, a weekly professional learning community was held, that was moved to bi-weekly and finally
ended up monthly. During this meeting, the critical skills specialist met with the new teachers as a
group to discuss predetermined topics, to enhance new teacher learning and efficacy. Essential
information that needed formal review from the mentor teacher included: Individual Education
Program (IEP) development; behavior plans; lesson plan format and development; and a triage plan so
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that the mentee was aware of what member of administration to talk to if the mentor was unavailable.
The new teacher continued to meet with their mentor and the critical skills specialist throughout the
year. They attended various additional in-services and continued their journey into completing their
induction year. Between December and January, most teams met bi-weekly or even monthly and
continued the journey into topics that were not as critical to complete, but still were extremely
important. By the end of the year, the mentor and new teacher might only need to have met when
specific questions arose. Topics for these meetings could have ranged from working with various staff,
learning, and understanding protocols, and/or even included informal brainstorming sessions.
Mentors must have met specific criteria in order to serve in the induction programming. They
must have had at least two years of successful teaching and had obtained or were working to obtain
permanent certification. Mentor teachers must have demonstrated their support of effective teaching
and they must have been able to have modeled behaviors of continuous learning and reflection.

3.3 Participants

3.3.1 Participants

The study included a population of 5 new special education teachers, who completed the
induction program during the 2017-2018 school year, as well as their 6 mentors (a total of 11 teachers),
as well as the Induction Coordinator who was a member of the administration. An additional new
teacher that was part of the induction program during the 2017-18 school year was terminated just prior
to data collection and was not deemed eligible by the ABC Corporation to participate in the study. Each
participant had completed an individual induction program and had earned at least a Bachelor’s degree
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in education. All of the participants held an active Pennsylvania teaching certificate or a teaching
certificate from a reciprocal state.
The goal of this study was to understand whether the current practices of the induction program
were effective and what could have been done to improve them. As early career teachers became
veteran teachers, they held with them the knowledge that they learned while engaged in the induction
program. Thus, it was imperative that we gained perspective of both early career and veteran teachers.
There were almost an equal proportion of teachers in life skills support n = 4 (36.4%) and autistic
support teachers n = 5 (45.5%), while only a small number of respondents taught in multiple
disciplinary handicapped classrooms n = 2 (18.2%).

3.3.2 Participant Selection

Special education teachers were recruited from the approved private day school that had either
finished their induction program during the 2017-2018 school years or were mentor teachers to the
newly inducted teachers. Teachers from the 2017-2018 induction program were utilized for the study
participants, as teachers from the 2018-2019 induction program had not yet completed their program
at the time of the studies data collection. Because the teacher selection pool was small, all teachers that
met the qualifications and agreed to consent to participate were eligible to participate in the study. This
study utilized a convenience sample (Creswell, 2015), to allow for exploration of the efficacy of the
induction program within a given school. Once permission to begin the current study was obtained, the
researcher solicited information from the Induction Coordinator and Executive Vice President to obtain
the contact information of the participants that met inclusion criteria. Participants were contacted via
electronic mail to participate in the study and then personal face to face communication was utilized
by the researcher to confirm attendance to focus group and meeting time and place.
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3.4 Design

This study followed a qualitative case study design (Shadish, Cook, & Leviton, 1991). Glesne
(2011) states that qualitative research studies are best suited for contributing to a larger competency of
“perceptions, attitudes, and processes” (p. 39). This research utilized a case study design in order to
obtain greater understanding of the perceptions of new career special education teachers and to
ascertain the many factors that bolster and augment their retention in the field of special education, as
related to the induction program. The benefit of a case study design was rooted in collecting information
through various means, rather than relying exclusively on one singular method.
The utilization of a case study in this research afforded substantial descriptions regarding the
perceptions of both new career and mentor special education teachers (Lapan et al., 2012). The research
tools for this study included in depth, face-to-face semi-structured individual and group interviews. The
method of analysis included codification of data based on categories, theoretical themes that emerge,
and themes illuminating the research questions that framed this study.

3.5 Instruments

3.5.1 Induction Program Coordinator Interview (IPCI)

To gather the perceptions, vision and interpretation of the induction program regarding the
effectiveness of systems, and the potential gaps in execution of induction program at ABC School, the
researcher had designed an instrument, the Induction Program Coordinator Interview (IPCI) (see
Appendix E). The tool was created from various other research and previous literature on mentoring
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and induction practices, as well as the School and Staffing Survey (SASS), which is utilized and
endorsed by the National Center for Education Statistics (NCES, 2018); however, the SASS was only
used to inform the current iteration of the interview and no questions were taken directly from the
SASS. This meant that the researcher needed to collaborate with the Induction Coordinator to find how
and for what purposes the program was originally conceptualized.
The interview for induction program coordinator consisted of the following three broad parts:
1. What is working within the current induction programming?
2. What are the challenges of the current induction programming? and;
3. What are the recommendations for improvement of the current induction programming?
The original interview instrument consisted of a collection of 4 main questions being: (a) the
vision of the induction program; (b) what is working; (c) challenges that the induction program
coordinator anticipated the teachers would have; and, (d) and challenges that are personally recognized
by the induction coordinator, with additional probe questions that query the intended vision of the
induction program and the actual execution of programming. Additionally, the interview solicited a
review of systems within the induction program that were believed to cause challenges for new career
teachers. For this study, semi-structured in-person interview was expected to last between 45 to 60
minutes, but in fact lasted approximately nearly 90 minutes and had to take place over two sessions.
The data analysis approach was thematic coding and analysis. With these considerations in mind, the
researcher generated a list of questions to best interpret the effective aspects along with the challenges
foreseen within the induction program (see Appendix B).

39

3.5.2 Purpose and Development of the Group Interview

The intent of the new teacher and mentor interviews was to gather teachers’ perceptions about
the level of support provided by the induction program and what challenges the current iteration poses
to the new career teacher, as well as discovering whether mentors perceive that they have been
supported by the induction program in meeting the needs of teachers new to the profession. In exploring
the potential outcomes, the researcher has broken down the overarching potential themes into sections:
1. What is working within the current induction programming?
2. What are the challenges of the current induction programming? and;
3. What are the recommendations for improvement of the current induction programming?
With the above considerations in mind, the researcher generated a list of questions to best
interpret the effective aspects, along with the challenges foreseen, within the induction program (see
Appendix C). The survey instrument consisted of a collection of 3 questions that probed the individual
experiences of the induction program participants. For this study, 4 separate semi-structured group
interviews lasted approximately 60 minutes each.
The interview questions were included in the semi-structured interview protocol for the group
interview and each participant was given the opportunity to speak. According to Creswell (2015), the
procedure for interviewing includes designing open-ended questions allows participants the
opportunity to voice their experiences without restricting their views. In addition, open-ended responses
empowered the participants to create their own options for responding and sharing their own
experiences in the induction program. The interview questions were created to answer the research
questions for the qualitative study. The researcher audio recorded and later transcribed every interview
verbatim.
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3.6 Study Procedures

This study consisted of three components, an individual interview with the induction
coordinator, a focus group interview with the five new career teachers and a focus group interview with
the six mentor teachers. The interview questions in appendices B and C were developed by the
researcher to probe the perceptions of participants. The interview questions were developed in
conjunction to buttress the survey data collected and were reviewed by doctoral student peers and
colleagues, including the Induction Coordinator. The data from participants (along with the research
topic discussed) included teachers’ individual interpretation of the effectiveness of the induction
program, as well as execution gaps, participant understanding of effectiveness and gaps from the
perception of new career special education teachers (RT2); the understanding of effectiveness and gaps
from the perception of the mentor special education teachers (RT3).
All interviews were conducted in person and audio recorded. The researcher asked the main
question and allowed participants to answer. If there were lulls in conversation, the researcher asked
probe questions to provide a continuation of the conversation. The interviews were held in a private
meeting room at the ABC School during the month of May of 2019, and each lasted approximately 60
minutes. The first component of the study was to examine the perspectives of the induction coordinator.
I met with the Induction Coordinator and ascertained through the interview questions how perceptions
of the program could differ between the policy and/or procedures for the induction program and the
execution and continued use of the induction program.
Potential subjects were invited to participate in this study using the invitation to participate (see
Appendix D). Consent forms (Appendix E) and initial demographic information surveys (Appendix F)
were sent to each individual a week prior to scheduled interviews. Recruitment of participants was
based on those teachers at the ABC School that had completed their induction program during the 201741

18 school year and the mentor teachers of the ABC School. Although IRB was not required by the
governing board, participants were provided with documentation on how to contact IRB, had they any
concerns during or after the study was completed. Once all potential participants consented to
participate in the study, a meeting was scheduled. One hundred percent of invited participants accepted
the invitation to participate in the study. One mentor participant declined to answer survey questions
regarding their individual experiences with the induction program, as the induction program was not in
effect during their first years of teaching.
Informed consent was obtained from each participant before interviews were conducted. Before
each interview began, the researcher communicated the purpose of the current study to each participant
or group, the amount of time the interview was expected to take, how the data gathered would be used,
and the process by which the participants would receive a summary of the data from his or her interview
(Creswell, 2015).
Interviews were conducted with the induction coordinator, new teachers who completed the
induction program, and experienced teachers who mentored the new career teachers. Qualitative, semistructured, individual and group interview protocols were used to conduct the interviews. Each
interview was audio recorded and transcribed with field notes taken during the interview.
The researcher transcribed the data using software from the Apple iPhone and speech to text
application and then listened to all the recordings and ensured that the translation was correct and
verbatim. The researcher ensured the confidentiality of each participant by assigning a unique
identification code to each transcribed interview summary. The researcher provided each participant
with the option to have his or her summary sent through email or delivered in person. All participants
agreed to receive reviews through email. Each participant received a summary of the data from his or
her interview via email within two weeks of the initial interview, as a means for member checking
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meant to verify the data provided by the participant. A follow-up meeting was scheduled with each
participant within a week after the participant received his or her interview transcript. During the second
meeting, participants were invited to confirm or correct the interview transcript provided to them.

3.6.1 Data Analysis

Once data were collected, an inductive strategy was utilized to analyze data in order to develop
and uncover themes that further expand and guide the inquiry process. The process evolves into the
beginning of an analytic pathway, guiding the researcher further into the data and revealing additional
relationships (Yin, 2013). This strategy mirrors the “grounded theory” approach to data analysis.
According to Yin (2013), in this theory, the researchers ascribe codes to the data and each individual
code represents a unique concept or abstraction of potential interest and learning.
In order to better understand the process of data analysis, I conducted a series of procedures to
better guide me in analyzing and interpreting interview data. Prior to transcription, I reviewed and
relistened to each participant’s or groups’ interview in its entirety to get a better-informed
understanding of the overarching themes of what each participant attempted to reveal during the
sessions (Hycner, 1985). After reviewing each recording in its entirety, I listened to each recording for
a second time, to gain better understanding of the essence provided and began to look for themes to
emerge.
The next step in data analysis included transcribing the collated data from the audio recording
or subsequent interview notes into a Microsoft Word document using a verbatim transcription service.
The files were transcribed from the Apple iPhone application Voice Recorder from TapMedia Ltd with
ratings and reviews at 4.7 out a 5.0 scale. Computer file folders with anonymized transcriptions were
then created with code names that were then put into a University of Pittsburgh Box Drive and a flash
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drive that was given to the Executive Director of the program. The researcher utilized Excel software
that is developed and manufactured by the Microsoft Corporation and data extraction from Qualtrics.
This software permitted the researcher to organize, format, and calculate data with formulas using a
spreadsheet system by rows and columns. This process enabled the analysis of the data that was present
in this case study. This software program was developed for, and is utilized by, other researchers for
data analysis and reporting.
In the next step in the process of data analysis the researcher re-examined the field notes that
were created during each interview session. These necessary field notes were used by the researcher as
a facilitation of the process and allowed the researcher to categorize the data, along with discovering
the themes presented through the interviews. The field notes documented various nuances and specific
anecdotes that were brought to the attention of the researcher during the initial phases of analysis. With
the completion of the review of field notes and construction of the transcripts, the researcher began to
read each transcript, one transcript at a time. Each transcript was then be re-read and re-examined
following Colazzi’s (1978) recommendation to identify discernable statements that directly connected
to the proposed inquiry from the interview. At this point, individual notes in the margins of the
transcripts themselves were created by the researcher, as well as, the development of interpretative
meanings for each of the discernable statements. Transcripts were read through once again. Colored
highlighting was used to distinguish between each piece of transcript allocated to a factor/category and
subcategory. Coded sections were then extracted from the interviews using the software and placed in
a framework matrix under the relevant categories.
Based on individual responses of the interviews, the researcher was able to get precise
information and understand how aspects of the induction program were positively or negatively
affecting the retention rates of the approved private school, if at all. Compliance and transcription of
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data was examined with rigor to further promote credibility, transferability, and dependability of the
study and establish a functional system of supports (Zhang & Wildemuth, 2016). Upon completion of
this process and successful defense, the data will be shared with both the administration through
document sharing for the Induction Committee Review Board as well as the teachers through further
informing the practice in sharing the findings at a teacher in-service.
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4.0 Results

4.1 Introduction

The purpose of this section is to present the research questions, the data collection, and the
findings of this study. The purpose of this study was for new and mentor teachers to review the current
iteration of the induction program; identify effective practices, identify challenges associated with the
induction program and to make recommendations to the induction program committee for
improvements with the hope that those improvements would result in reduced attrition rates in the
future. After coding of the data, the following themes emerged: (a) mentor-mentee pairing, (b)
collaboration, (c) access to information, (d) communication from administration, (e) resource of time,
(f) training, and (g) acknowledgement of mentors.

4.2 Survey Results

4.2.1 Survey Data

To address the research questions, an electronic survey was administered to 11 teachers who
have recently completed their induction program and those mentors that have mentored or were eligible
to mentor during the 2017-2018 school years. The teachers were selected from the total population of
21 teachers currently in teaching positions at the ABC School. The response rate was 100%, with all
teachers completing the survey. The demographic profiles of the sample of eleven teachers were then
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generated. As Table 2 indicates, the majority (91%) of the sampled respondents were female. Ten (9%)
respondents identified as female and one (9%) respondent identified as a male. All respondents reported
their race as Caucasian, n = 11(100%). As also indicated in Table 2, there are almost an equal
proportion of teachers of elementary n = 4 (36.4%) teachers of high school n = 5 (45.5%), while only
a small number of respondents teach middle school n = 2 (18.2%).
Table 2. Participant Demographics

Variable
Gender
Race
Grade Level Taught

Type of Classroom

I have been teaching
for:

I have been in my
current position for:

Highest Level of
Education

Number of
Responses

Category
Male
Female
Caucasian
Elementary
Middle School
High School
Autistic Support
Life Skills Support
Multiple Disability
Support
0 – 4 Years
5 – 10 Years
11 – 15 Years
21 – 25 Years
25 Plus Years
0 – 4 Years
11 – 15 Years
16 – 20 Years
25 Plus Years
Bachelor’s Degree
Bachelor’s Degree +
Master’s Degree
Master’s Degree +

Percentage
1
10
11
4
2
5

9.1
90.9
100
36.4
18.2
45.5

5
4
2

45.5
36.4
18.2

2
1
3
1
4
8
1
1
1
1
3
6
1

18.2
9.1
27.3
9.1
36.4
72.7
9.1
9.1
9.1
9.1
27.3
54.5
9.1

Table 2 also shows that the largest group of respondents as teachers in autistic support
classrooms (n = 5). Four teachers work in Life Skills Support classrooms (n = 4) and an additional two
teachers teach in Multiple Disability Support classrooms (n = 2). Table 2 further shows a wide range
of teaching experience at the ABC School. The range of experience of participating teachers was from
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0 years to over 25 years. Four of the participants n = 4 (36.4%), have over twenty-five years of
experience. Three participants n = 3 (27.3%) have between eleven to fifteen years’ experience. Two of
the participants selected their experience range as from 0 to 4 years’ experience (18.2%). One of the
participants has 5 to 10 years’ experience (9.1%). One additional participant has between twenty-one
to twenty-five years’ experience n = 1 (9.1%).
Although most of the teacher respondents had 5 or more years in teaching, the majority of
respondents have only been in their current position for less than 4 years n = 8 (72.7%). Table 2 further
shows that n = 3 (27.3%) of respondents have been teaching in their current position consistently for 5
years or more. An interesting difference between the demographic composition of mentor and mentee
groups shows that several of the new teachers that just completed their induction program, had an equal
amount of experience as a small portion of the mentors. A complication of the study comes from the
data obtained from the ABC Corporation. The ABC Corporation only calculates from date of hire at
the school and not prior teaching experiences. This data set conflicted with survey data, as participants
relayed all prior and current teaching experience and not just that since their hire date at the corporation.
The majority of participants have obtained their master’s degree or master’s equivalency degree n = 7
(63.6%) with 1 participant acquiring more credits past the master’s level n = 1 (9.1%), indicating that
the sample of respondents had a relatively high level of educational attainment.
It must be noted that while there were eleven participants in the study, only 10 participants
completed the additional non-demographic section. Mentor Teacher C explained that while she has
been a mentor for many years, she did not have an induction program herself. The induction program
was only formalized in its current iteration in 2004 and she did not experience the program firsthand;
therefore, she did not feel that she could not answer the questions reliably. Therefore, she chose not to
answer the questions relating to the induction program.
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In response to the survey question regarding the participants’ perceived individual effectiveness
in their current teaching position, with a seven-point Likert scale ranging from: highly effective, mostly
effective, effective, neither effective or ineffective, ineffective, mostly ineffective, and highly
ineffective (question 9 on the survey instrument, Appendix F), the larger number of participants (n=6;
60.0%), indicated that they believed their individual level of effectiveness to be “mostly effective”. A
smaller percentage (n=4; 40.0%) believed that their level of effectiveness was “highly effective”; while
one participant (n=1; 10%) felt that their individual effectiveness within their current position was
“ineffective”. The survey question had a mean score of 1.8 with a standard deviation of 0.83. Table 3
elaborates on participants descriptive statistics regarding mentor assistance and their individual
perceived effectiveness as teachers.
In response to the survey question regarding the administration’s support of their professional
growth (question 11 on the survey instrument, Appendix F), the greater number of participants (n=5;
50%), indicated that they believe the agreement for support of administration as “mostly agree”. A
smaller percentage (n=3; 30.0%) “agree”; two participants (n=2; 20%) marked their agreement as
“disagree”. Additionally, one participant (n=1; 10%) gave a response “strongly agree”; (M = 2.55, SD
= 0.89).
In review of the survey question regarding mentor’s suggestions for improving work (question
12 on the survey instrument, Appendix F), the largest portion of participants (n=5; 50.0%), indicated
that they “agree” that the mentors’ suggestions were helpful, with additional participants (n=3; 30%)
show that they “mostly agree” with the statement. An additional participant (n=1; 10%) stated that
they “strongly agree” and one participant (n=1; 10%) feels that they “disagree” with the mentor
suggestions helped in improving their work (M = 2.6, SD = 0.80).
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In review of the survey question relating to new strategies learned through the induction
program (question 13 on the survey instrument, Appendix F), the greater number of participants (n=4;
40.0%), indicated that they “mostly agree” with the statement. Additional participants (n=3; 30%)
stated that they “agree” with the statement; however, a smaller group of participants (n=2; 20%) showed
that they “disagree”, while an additional participant (n=1; 10%) “strongly disagreed” with the statement
(M = 3.1, SD = 1.22).
Looking at the question regarding useful feedback from mentor teacher (question 14 on the
survey instrument, Appendix F), a larger proportion of participants (n=5; 50%) stated that they “agree”
with the statement, while equal number of participants (n=2; 20% each) thought that they “somewhat
agree” or were “neutral” to the statement. One participant posted that they “disagreed” with the
statement (M = 3.0, SD = 1.26).
Turning to challenges being experienced by new teachers and their feeling of support from
mentor teachers (question 15 on the survey instrument, Appendix F), four participants (40%) state that
they “somewhat agree” with the statement. An additional three participants (n=3; 30%) state they
“agree” with the statement. One participant (n=1; 10%) feels that they “strongly agree” with the
statement; while one additional participant (n=1; 10%) listed that they “disagree” with the statement
(M = 2.6, SD = 0.92).
In response to the survey question regarding the perceptions of the effectiveness of the ABC
School’s induction program (question 16 on the survey instrument, Appendix F), the majority of
participants (n=4; 40.0%), indicated that they “mostly agree” to this statement. Additional participants
(n= 3; 30.0%) “agree” that the current iteration is effective; however, a small minority of respondents
(n=2; 20%) felt that they would “strongly disagree” with the statement. One participant did however
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believe the converse (n=1; 10.0%) selecting that they would “strongly agree” with the statement (M =
2.6, SD = 0.92).
Table 3. Descriptive Statistics for Mentor Assistance and Perceived Effectiveness

Number of
Responses

Percentage

Mean

Std
Deviation

Highly Effective
Mostly Effective
Ineffective

4
6
1

36.4
54.5
9.1

1.82

0.83

Strongly Agree
Mostly Agree
Agree
Disagree
Strongly Agree
Mostly Agree
Agree
Disagree
Mostly Agree
Agree
Disagree
Strongly Disagree
Agree
Somewhat Agree
Neutral
Disagree

1
5
3
2
1
3
5
1
4
3
2
1
5
2
2
1

9.1
45.5
27.3
18.2
10.0
30.0
50.0
10.0
40.0
30.0
20.0
10.0
50.0
20.0
20.0
10.0

2.55

0.89

2.6

0.80

3.1

1.22

3.0

1.26

When I faced
challenges with the
induction program, I
felt supported by the
mentor teacher:

Strongly Agree
Mostly Agree
Agree
Disagree

1
4
3
2

10.0
40.0
30.0
20.0

2.6

0.92

The current iteration of
the induction program
is effective:

Strongly Agree
Mostly Agree
Agree
Disagree

1
4
3
2

10.0
40.0
30.0
20.0

2.6

0.92

Statement
I would describe my
level of effectiveness
for my current teaching
position as:
The administration has
been supportive of my
professional growth:
My mentor’s
suggestions for
improving my work are
helpful:
I have learned many
new strategies through
the completion of the
induction program:
I have received useful
feedback from my
mentor teacher:

Agreeance
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4.2.2 Open-Ended Survey Data

Question 8 of the survey instrument asked, “What led you to become a teacher”? Answers
included the “desire to work with people with disabilities”, “my brother with special needs”, and
“helping kids”. Additional responses ranged from a desire to help others, to being raised in the school
environment, and have both parents working as teachers.
Participants were also asked, “What will keep you teaching after the completion of the induction
program?” (Question 10). A number of responses centered on the students. (“I remained in this
teaching position because of my love for the students, seeing growth of the students, helping kids,
passion for the students and love of working with the kids and staff.” One comment focused on the
enjoyment of the profession, while one respondent was not sure what their intrinsic motivation was to
continue teaching.

4.3 Interview Results

4.3.1 Interview Data

The researcher interviewed three different types of participants, including induction program
coordinator, two groups of newly inducted teachers and two groups of mentor teachers. As a result of
data analysis, the following themes emerged: (a) mentor-mentee pairing, (b) collaboration, (c) access
to information, (d) communication from administration, (e) resource of time, (f) training, and (g)
acknowledgement of mentors. Those results will be summarized below.
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4.3.1.1 Mentor-Mentee Pairing
Mentoring is a critical and key aspect to successful induction program. Several items of concern
have been brought up by the participants regarding the mentoring aspect. First and foremost, the process
of how mentors are selected was discussed by all interview groups. The induction program coordinator
stated that she looks at classroom and disability type and definitely looks at proximity between mentor
and new teacher. There were some new teachers that did not feel they had a successful pairing with
their mentor such as new teacher B who said, “my mentor was gone for like two months, so I was
unable to speak to her, so I found myself going to other people, that I felt I had a better connection with
and thought fit my teaching style better.” Mentor teachers also spoke on their feelings of the pairings.
Mentor teacher A shared a difficult experience, “I have only been asked to mentor one teacher and I
thought it didn’t go very well at all.” She went on to discuss her thoughts on the pairing, stating “I think
I was paired up with the teacher, because we have the same type of population.”
However, there were some participants that related a more positive story. New teacher D was
happy to relate that she and her mentor still talk. Mentor teacher D reminisced about her experience,
“She (my mentor) allowed me to come in and sit and watch a lesson she was doing, so that I got a
general sense of how things worked.” New Teacher D commented on her positive experience. “I could
go to her, ask her anything about room set up, different activities I could have or just anything and she
always, she always had an answer for me.” She expressed her belief of effectiveness through, “she
definitely (gave me) confidence.”
Mentor Teacher B remembered, “I was not mentored, when I came and so, I went and attached
myself to somebody that had my room before me and I asked them a million questions, I mean, I drove
them crazy, but luckily, she was patient.” Mentor Teacher E mirrored this statement, “When I began,
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there was no induction program that was formalized at all, you just depended on the other staff on your
floor.”

4.3.1.2 Collaboration
Another topic that emerged from the discussion with the participants was collaboration. Many
of the participants spoke of collaborating with their mentors through meetings, but other teachers went
to speak about collaboration and meetings with the critical skills specialist and how they were able to
help them through the program. Many teachers, both new and mentors, felt that collaborations with
each other was a challenge due to limited time. Additionally, the process of creating professional
learning communities was discussed in order to engage new teachers together in an open training
environment. New teacher E had this to say about the topic, “it would be nice to go and see other
rooms... the older version of (the students they teach), like what happens in those rooms, in comparison
to my own?” This topic was also discussed by mentor teachers, as a pathway to engage and discover
what similar classroom teachers for similar disability demographics were doing to provide quality
education to their students and further develop a highly effective curriculum not only for the type of
classroom, but also for the different ages of the students. This collaboration could produce a foundation
similar to state standards that are applied at young ages and continue to develop over the course of the
student’s educational journey.

4.3.1.3 Access to Information
Many of the respondents commented on the need to have commonly known policies/procedures
to be listed in a specified location or document for easy reference. The induction program coordinator
commented, “Then (the teachers) come to the school and they have the school specific procedures and
policies. They are given printed information and shown on our shared drive, on our computer network,
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where to find all of that information and how to look it up.” She reiterated later, “I think we make sure
they are given a combination of printed material that they can go back to as well as showing them what
is available on the computer network. And then when I meet with them for the first time, I again show
them, here are paper copies of the induction program, but let’s look at the G: drive, (our shared drive),
‘have you used it yet?’ A lot of information is on that shared G: drive, such as procedural information.
We want to make sure they are able to access that, because there is so much information given in that
first week, those first couple weeks, that trying to put it into perspective.”
On the other hand, teachers experienced challenges in accessing this information. Thus, Mentor
Teacher C said, “Some of that is hard to find. But some of that is on the G: drive. The G: drive used to
be organized and used to have an index, but at some point, it got taken out of the organized person’s
hands and …” Mentor Teacher B replied, “Like if you can’t find something, or if you don’t know where
something is, it’s like… I can’t find it; I go and ask somebody else, if they know where it is.” Mentor
Teacher C revisited her claim, “Some of it is in different places, but it’s not in one place where you can
easily access it.” Mentor Teacher B later stated, “Rather than even going on there (G: drive) you can
just have it, because you’re going to use it more than once in a blue moon.” All respondents verbally
affirmed this statement during the respective group interview. They felt that a physical (printed) manual
could be a good alternative to its current iterations of various pieces scattered throughout a shared
computer drive.
The newly inducted teachers echoed this idea. New Teacher A stated, “I'm still learning new
‘policies and procedures’ (makes air quotations with his fingers) that I was never told about, and I was
just magically supposed to know. I remember directly asking my supervisor is there a rulebook that
states some of the stuff and there's not.” New Teacher B concurred, “I will definitely agree with that.
There are a lot of things that I don't know, and I wouldn't even think to ask.” Both respondents
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described separate instances where they felt confusion and individual frustrations over procedures that
New Teacher A remembered being queried, “Why didn't you know that?” Other new teachers feel
similarly. New teacher C was frustrated and recounted, “I don’t know how to say it, but it just seems
things are not clear. The ways to do things are just not clear. It seems to be a lot of people have opinions
but not like, ‘this is how we do it.’” New teacher D agreed, “There’s nothing finite.”

4.3.1.4 Communication from Administration
Another related challenge that was discussed by the participants was the need to have a
documented chain of command and clear line of communication with not only the new teachers, but all
teachers. Discussion and concern from most participants grew as they recounted their personal
experiences with getting conflicting information from various parties from the administration. This
conflicting information has new teachers questioning policy and could be streamlined so that all
information comes from either overall information to all teachers or new teacher specific from the
mentor teacher as a sounding board and information exchange unit. Mentor Teacher A described a
scenario where administration would discuss opportunities for new teachers with the mentor and then
then the mentor would have discussions with the new teacher. The interviewer reiterated the comment,
“The process that the mentees are requesting is that the administration should come to the mentor and
say, ‘this teacher is missing X, Y, and Z, can you touch base with them and fix X, Y, and Z.’” There
was an overall consensus from participants.
The induction program coordinator believed similarly that a mentor needs to drive the program
and run the chain of command,
I think one of the key roles of the mentor teacher is, to develop that relationship and then to be
able to ask, to discern, ‘Do I need the supervisor to be aware of this? Do I just need to go to the
induction coordinator and say ‘here's what we're talking about, here’s what’s coming up, here?
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is something I think they need. That's one of the key roles of the induction coordinator. To find
those other supports and resources, so whether I have a person come in and I talk with them a
little bit, whether I have, maybe there's some real challenges surrounding behavior management
and whether I have our behavior coordinator, counselor, person meet with them aside for a
specific kid and just talk to them. The mentor teacher has that key role in deciding who needs
to know what and when.

4.3.1.5 Resource of Time
Another common theme that emerged from the interview data was the lack of resources
including planning time. Mentor Teacher B started out, “there’s not time for meetings.” Mentor Teacher
C agreed, “For challenges, I would agree that time is a big one. You have your own stuff to do and all
you’re planning and I’m here late all the time.”
New Teacher E reflected, “I don't think time to meet with the person was much of an issue (after
school)” However, when discussing the need to meet during the school day, she felt that this would be,
“not even possible.” When the induction coordinator was asked, “What aspects of induction program,
do you see creating the greatest challenges for new career teachers?” she emphatically responded,
“Time; there is never enough.” She went on to discuss streamlining paperwork and finding time to meet
before or after school and the need for new teachers to focus on, “what am I learning?” “What are the
new strategies?” and the potential for a new teacher to sit down regularly with their mentor and observe
their mentor.
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4.3.1.6 Training
From both the sides of the new teachers and the mentor teachers called for organized training
components and discussed what they might look like. The request for a timeline of completion of
activities and a calendar of meetings and topics could be a very fortuitous addition to the program.
New Teacher A shared his frustration regarding the current training schedule, “It could be run
a lot smoother…and (we could) actually have the meetings.” A greater discussion occurred of how
trainings should look to best fit not only first year teachers within the induction program, but also new
teachers to the ABC School that have already been teaching. Teachers thought that those trainings need
more focus on site specifics, rather than overall general planning. Mentor Teacher A suggested, “The
visual, a visual calendar would be wonderful. Like to have a date set up, and maybe that is something
you could do right in the beginning. Even if it is just a suggested calendar; we suggest you have this
done by this date.” Mentor Teacher F said, “I know one thing, like I agree with the timeline.” An
interesting issue was brought to light by Mentor Teacher E. In the discussion she shared that for the
induction program as a whole there have been many positive changes that she has seen over the course
of her tenure at the school, “I think it (the induction program) has become more formalized and that
happened by need; the need to train people differently.” Additional discussion occurred on the
uniqueness of special education teachers creating individualized plans for students and the induction
program being a unique plan for the individual new teacher as managed and overseen by the mentor
teacher.

4.3.1.7 Acknowledgement of Mentors
Acknowledgement of mentors was called for not only by one group of mentors, but also the
induction coordinator, who stated: “One of the things I would like to recommend to the head of our
school is to consider an honorarium for our mentor teachers. Thanking them, encouraging them to
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continue on. There could be some honorarium or something. I think that it’s very much that the people
who are very successful mentor teachers do it because they love learning, they love helping, and they
like to show what they know… It might require some financial commitment to provide additional time
per month, per week, or per year, or something… to be able to have this time that they are going to be
paid; that they can take sit and do whatever. It might take some time for an honorarium. I think that
there are some things we can do.” Mentor Teacher B did broach the topic during her group interview,
“My daughter acted as a mentor last year, I think, in the (REDACTED) School district and she got
extra money for it. She got like a thousand dollars for a semester.”

4.4 Summary

Chapter 4 explored the results of the data that was collected through surveys and interviews
gathered within the ABC School, an approved private school, from teachers who shared information
about their perceptions of its induction program. These themes were identified as: (a) mentor-mentee
pairing, (b) collaboration, (c) access to information, (d) communication from administration, (e)
resource of time, (f) training, and (g) acknowledgement of mentors. Teachers identified some of the
effective practices of the induction program as the support for the new teachers by the mentors, campus
administrators, and induction trainers; being able to meet with teachers who taught the same subject
and/or are on the same grade level; having knowledgeable peer mentors; and many others. Teachers
also identified several items that they felt challenged the effectiveness of the program and should be
stopped or change. Chapter 5 will discuss the findings, conclusions, recommendations, and implications
of this study.
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5.0 Discussion

The central purpose of the study was to determine the characteristics of the induction programs
in the ABC School that contribute to its effectiveness, the challenges encountered by the teachers, and
their suggestions for improvement of the program. Specifically, this study examined the perceptions of
a select group of special education teachers in order to improve the practices used in the induction
programs. The questions of research were: (a) what is working within the current induction
programming? (b) what are the challenges encountered by the teachers in the current induction
programming? (c) what are the recommendations for improvement of the current induction
programming? This study adds to the literature by providing a specific view into the practices used in
an approved private school. These induction practices of the approved private school bear some
similarities to, but are often very different from their general, public education counterparts and the
induction programs operated by other various school districts. The success of the program was
determined by surveying and interviewing first-year teachers’ and their mentors’ perceptions of the
induction programs.

5.1 Research Question 1: “What is Working Within the Current Induction Programming?”

Reviewing data as presented, there were several themes that were viewed as components of the
program’s effectiveness from the perspective of participants. This unique perspective reveals that many
of the effective practices are viewed as such, commonly and mainly due to their interconnectedness.
Mentor pairing, collaboration, and the resource of time all work together to improve the first-year
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teaching experience and induction program for the new teacher. Each theme can also be viewed
independently to ascertain the effective practices that were found.
One of the prominent themes that emerged throughout the interviews was the importance of
mentor-mentee pairing, as evidenced by numerous examples of successful mentor-mentee pairings and
reported by participants. This theme has been highly discussed in previous research; specifically, it is
consistent with research by White and Mason (2006), who state that a goal for any mentoring program
should be to match new teachers and mentors appropriately, so that the greatest amount of support is
available. Mentoring is seen as a gateway to collaboration amongst colleagues and furthering efficacy
of new teachers during their induction year. Furthermore, mentoring fosters peer feedback which is
often taken better and easier for the new teacher, rather than coming down from administration, which
has the potential for increasing new teachers’ anxiety. Finally, mentoring has the potential to facilitate
information exchange and reduce overwhelming feelings of the new teacher. In her own placement
practices, the ABC School’s induction coordinator reviews physical location and access to mentor
teachers, similar student populations and personality ideals and beliefs, all of which have been
identified as best practices by researchers in the field (e.g., Billingsley, 2004). While survey results did
not directly state whether the participants view their own pairing as being effective, a large number of
participants did agree that the recommendations and suggestions from their mentors were helpful. It
could be derived that if new teachers did not feel this advice from their mentor was effective, it would
coincide with their thought of being effectively paired with their mentor.
In conjunction with mentor pairing, an additional and related theme to emerge from the
interviews was the theme of collaboration. Collaboration was discussed positively by participants, who
felt that there was appropriate, available time to collaborate with classroom staff, therapists, and other
collaboration partners, after the student day has ended. This is similar to the findings of Carr & Evans
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(2006) who suggested that collaboration between teachers, administrators and other school
professionals can maximize teacher success. While participants shared that currently there are small
amounts of collaboration amongst disability category teachers, and additional collaboration happens
mostly amongst the high school teachers, additional opportunities for collaboration exist.
Analyzing this theme further, collaboration is extremely important to the new teacher,
especially through the mentor relationship. However, once the teacher moves from their induction
period, additional realms of professional development emerge for the teacher and additional
possibilities of fostering and developing collaboration amongst teachers begin to be utilized. For
example, in the ABC School, a group of master teachers with oversight from the education coordinator
work in collaboration to review topics of curriculum and review best practices and make
recommendations for change. This group meets monthly and reports their findings as part of their
individual professional development programs during the school year. A new teacher completing their
induction program is additionally required to complete professional development during the induction
period and collaboration with master teachers. An interesting aspect of collaboration from the study
resulted in a fracturing of perspective. Whereas participants viewed collaboration as an effective
practice, there were certain nuances that will be discussed later as challenges.
One final theme that emerged from the study was the resource of time; specifically, time to meet
after the students leave for the day. Throughout the study, participants solidified the thought that there
was sufficient time available to meet with other collaboration partners, therapists and administrators,
as well as completing paperwork, such as IEP’s and lesson plans for the classroom after the students
have left for the day. This effective practice is aligned similarly (e.g., Billingsley, 2007; Smith &
Ingersoll, 2004) with research that states that teachers must be provided time to collaborate and
complete paperwork during their school day and preferably have similar planning times. As teachers
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in the ABC school are required to be present thirty minutes prior and one hour after the students leave,
the participants indicated that this time is adequate for the completion of these tasks. As with the theme
of collaboration, the resource of time was a unique theme in as much that it was perceived by
participants as both an effective practice for being able to meet after school, it was deemed a challenge
by participants to meet for observations or collaborations during the instructional day.
While both mentors and new teachers were quick to discuss collaboration, training, and the
resource of time as effective practices, when pushed further; some aspects of these practices also
produced challenges within the induction program.

5.2 Research Question 2: “What Are the Challenges of the Current Induction Programming?”

While there were many positive aspects discovered by the interviews and surveys, there was
also a great number of challenges that have been identified by the participants. It was observed from
field notes that the first new teacher interview and the first mentor interview were perceived as very
heavily packed with challenges, while both the second new teacher and mentor interviews had more
positive and effective practices discovered. This will be further discussed in future research
recommendations.
As stated earlier, there were a number of effective practices that upon further glance held
challenges for both the mentor and new teacher from the study. Looking further into the challenges
associated with the induction program, we find that a chief complaint regarding the induction program
that was mentioned by all three participant groups was collaboration and training, which is not
surprising and becomes a paired challenge. Teachers were eager to discuss collaboration and observing
and being observed by their mentors; however, in reality there is limited time for teachers to meet and
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collaborate with their mentors and/or new teachers during the instructional day. Thus, the challenge of
collaboration also correlates with that of the resource of time. The induction coordinator definitely
echoed this concern. When asked what the largest challenge facing new teachers at the ABC School
was, she stated emphatically that a large issue that she sees is the need for time to collaborate and train
with mentors. Both new teachers and mentor teachers agreed that a lack of time was a large challenge
during the instructional day. These findings are consistent with previous research, such as Morrison’s
(2010), who shared the top concern for beginning teachers was inadequate planning time with
colleagues and inadequate planning time for themselves.
For new teachers, finding time to meet during the instructional day or finding the time to observe
their mentor or to be observed by their mentor is often difficult or impossible. The induction coordinator
thought out of the box in using various technologies, such as video recordings to aid in recording lessons
and using feedback to aid new teachers in their performance, which surprisingly was not a key
recommendation found from the research. This unique accommodation to allow mentor observations
is one possibility that needs to be considered by the induction program for teachers to observe and be
observed for both new and mentor teachers. Finding from Smith and Ingersoll (2004), where the
researchers state that finding adequate time or opportunities for observation through different
accommodations are imperative for a successful induction, are in parallel. While this is a potentially
viable option, additional options are necessary to find in order to better the induction program and
improve the effectiveness to increase new teacher pedagogy and potentially reduce the attrition rates.
An additional concern that was uncovered by many participants from the study was teacher
access to information and communication regarding policies and procedures. Specifically, teachers
shared that “if you aren’t told (about policies and procedures) how are you to know?” This theme is
similar to the findings of Andrews & Quinn (2005), where the researchers found that administration’s
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ability to fully provide teacher supplies, materials and resources to best serve the new teacher through
their induction year, was critical in retaining special education teachers. Not only better access to
information requested from the new teacher participants, this request also came from the mentor
teachers as well. Items such as a written teacher manual, the visual representation of the chain of
command mentioned earlier, and a written policies and procedures document, were all items that were
highly sought after from the majority of participants. This finding was somewhat surprising, given that
all of these items exist currently in the ABC School. What seems to be the overarching reality is that
while these documents exist, it is more of the ease of access for these items over the actual access of
these items that has teachers looking at administration to aid them in their day to day struggles. Further,
access to information, such as a new teacher manual, is a challenge for many new and mentor teachers
alike. Again, while most of the information is available electronically, many participants would feel
more supported having a physical copy of policies and procedures for a quick desk reference.
Additionally, there was a call from participants for even the simplest of policies and other “unspoken”
policies to be written down for personal reference. The view of the induction coordinator is that these
policies and procedures are located on a common electronic drive where the teachers have access to
them while connected to the system. The participants voiced opinions that while the documents are
available, the drive has been changed over the years, it is difficult to find these documents in time of
need and the naming of the documents does not always best coincide with the information found in the
documents themselves, which makes accessing said documents confusing, cumbersome, and time
consuming.
Tied to information access and just as critical to providing a positive environment for both new
and veteran teachers; communication from administration was deemed confusing and ineffective and
was revealed as cause for concern within the ABC School, according to participants. It was reported
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by participants that a lack of definitive chain of command and less than clear communication from
administration partners were predominate challenges within the induction program. Participants shared
stories of conflicting information exchanges occurring amongst various administrators and feelings of
frustration when one administrator counters or corrects what a previous administrator shares with the
new teacher. This premise is consistent with research from White & Mason (2006) and Mekos & Smith
(2018), who argued that schools and districts run the risk of inundating new teachers with information
and procedures from various administration members lead to greater attrition rates; further finding that
support from administration is a large factor in reducing the rate of attrition for the new teacher.
Therefore, mentors must act as information providers and repositories to meet teachers' needs.
Additional challenges, such as the resource of time, further merged with the theme of training
through the practice of bi-weekly training meetings with the Critical Skills Specialist. With new
teachers already writing lesson plans, IEP’s and holding classroom meetings with staffs and meeting
with therapists; new teachers must find time to meet with their mentor teachers and complete their
induction checklist and go over specific classroom challenges that come about over time. Further,
assumedly depending upon induction class size, the critical skills specialist has bi-weekly meetings
with new teachers to discuss various protocols that they might encounter over the course of their year.
Unfortunately, this practice has not been consistent in its development. While the meetings themselves
were deemed effective, new teacher participants would like to see a proposed meeting/training agenda
that focuses on a specified topic that is predetermined, with a discussion on prior experience, current
experience exchange and proposed changes in individual styles to better engage with students, as well
as re-introducing these meetings in their induction program. Additionally, a timeline for a completion
of induction tasks was called for by participants to better plan their individual learning, along with
looking at meeting with mentors throughout the year to best coincide with their timeline, or a visual
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schedule. The respondents felt that a training calendar, for both meeting with their mentor and new
teacher group meetings, would greatly benefit their ability to be an effective teacher, while managing
planning and meeting schedules through a valued resource of time. While many respondents believed
that the small professional learning community of new teachers’ meetings had benefit to engaging these
tasks, some felt a planned topic and additional time for question and answer needed to be incorporated,
as well as actually holding the meetings, instead of cancelling them for various reasons. This concern
is very much consistent with the research of Andrews and Quinn (2004), where the researchers
determined that a consistent orientation and effective training program is essential for new teachers to
acclimate to the environment and climate of their new school. Schlichte, Yssel, & Merbler (2005)
further found that teacher knowledge obtained through training is an important aspect that aids in the
reduction of attrition rates in new special education teachers.

5.3 Research Question 3: “What Are the Recommendations for Improvement of the Current
Induction Programming?”

One recommendation made by the participants was to implement effective pairing processes to
match new teachers with their mentors. Studies suggest that one of the effective components of teacher
induction programs is the type of support that matches the new teachers’ needs, such as effective
pairings (Griffin et al., 2003). Selecting mentors based on number of years of experience can be
disputable because effective mentors are not simply teachers who are effective at teaching students;
they are people who are good at delivering personal, emotional and instructional support to adult
learners (Mekos & Smith, 2018).
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In the literature review conducted for this study, it was found that in collaborations, new career
teachers feel less isolated (Guerra, Hernandez, Hector & Crosby, 2015) and collaboration could
promote more effective communication (Smith & Ingersoll, 2004). When matching mentors with
novice teachers, Saphier, Freedman & Aschheim (2007) suggest three criteria: proximity, grade level,
and content area. However, according to those authors, familiarity with intended mentor or other
attributes, such as gender or other demographics are not a necessary system to consider. Based on these
criteria, effective pairings of mentors are an integral part of effective induction programming.
Tied to the theme of collaboration, universally, all participants called for the formation of
professional learning communities. In contrast to the traditional paradigm of professional development
in which teachers attend off-site workshops, conferences and on-site in-services that may or may not
inspire them to alter their thinking and instruction, the Professional Learning Community (PLC)
connects teachers in site-based, ongoing, collaborative professional development (Linder, Post &
Calabrese, 2012). The formation of PLC’s could have a potential impact on reducing teacher attrition
at the ABC School. Additionally, in order to improve collaboration, the participants believed that while
the corporation overview training sessions are necessary to expose new employees to the school to the
mission statement and core values and beliefs, the specific trainings necessary for the school should be
conducted by the school team and should occur earlier in the school year. Further, the development of
collaboration groups or professional development groups (PLC’s) is an ongoing idea that is already
being done informally with a great deal of support from the induction coordinator and the executive
director of the school, but has the ability to be better fleshed out as professional development becomes
more predominant into the school culture with additional guidelines from administration.
Another recommendation from the participants, related to the challenge described above, was
improvement in the ease of access to information and communication. Specifically, one
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recommendation for future enhancement for the program would be to create a section on the electronic
drive with a folder especially for all new teacher documents and filed and re-labeled with the title of
the document to match. Another suggestion was related to the improvement of communication from
administration. Figure 1 shows that the new teacher is bombarded with information from a variety of
different entities throughout the school day. This information overload for the new teacher can be
overwhelming at best, but also could potentially lead to higher attrition rates for the schools and
districts. With a proposed new mechanism for the chain of command and communication flow (See
Figure 2), when issues arise within the classroom, therapists and administrators would go to the mentor
teacher and provide information and feedback to better support the new teacher. The new model should
not be interpreted to suggest that administrators and therapist could not go directly to the new teacher,
but in general it would make sure that information is consistent and if not, the mentor can sort out
details prior to confusing the new teacher.
Ironically, while participants found that time before and after school is adequate to meet and
collaborate, they also felt that there was no time during the school day for mentors to observe and give
feedback for the new teachers, or for the new teachers to observe their mentors to gather vital
information with dealing with specific classroom concerns. The induction coordinator was able to
recommend video recordings of lessons to be shared between mentor and new teacher. The mentor
teacher would be able to review lessons performed by the new teachers, while modeling their own
lessons for the new teachers to learn from. This feedback is similar to the research of Andrews & Quinn
(2005) who further buttressed this thought, writing that observations are a vital aspect of new teachers
throughout the induction program. While in person observations are still the most revealing and
recommended means to work through potential issues, the use of video recordings could allow mentors
to observe new teachers and new teachers to observe mentors in their natural environment, while still
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maintaining the instruction day programming. Additionally, while paperwork is listed as a major
contributor to the role of overload and conflict for the resource of time (e.g., Billingsley, et al., 1993;
Billingsley, et al., 1995; and Brownell, et al., 1995).
It was further recommended that the induction coordinator provide a training calendar with
guidance from the critical skills specialist to touch base monthly and discuss a planned topic, but also
open up the forum to questions from new teachers in an open and safe learning community. Further, it
was recommended that the induction coordinator set deadlines for completion of activities to keep the
process moving throughout the school year. Finally, most of the participants called for bi-weekly
meetings with the critical skills specialist to resume with the development of a topic calendar. They
also suggested the meeting agenda to offer time during the meeting for specific questions unable to be
answered by the mentors.
Finally, congruent with research from Butcher & Kritsonis (2007), findings of this study
showed that it is important to acknowledge the expertise of mentor teachers and compensate them for
their contribution to the professional development of new teachers in the field. Serpell (2000) states
that mentoring “is identified by researchers as the most critical component of induction programs” (p.
14). Ironically, there is currently no acknowledgement for experienced veteran teachers that are willing
to take on the challenge of mentoring new teachers in the field of special education at the ABC School.
The induction program coordinator revealed that recruiting mentors can be cumbersome, due to the
lack of acknowledgement or compensation for their additional time invested above and beyond their
current teaching responsibilities. As such, a recommendation from the induction coordinator sought not
only to acknowledge the mentor teacher for their service, but also called for an addition of an
honorarium for mentor teachers that continue to serve in this capacity. This addition of recognition and
monetization for services rendered by the mentor teachers could potentially be an effective recruitment
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technique for the induction coordinator. It could further interest veteran teachers into becoming a
mentor teacher and also increase retention of mentors throughout the program. Additionally, new
teachers need to be acknowledged as well. New teachers require acknowledgement as novices in the
field and they require opportunities to learn from mistakes in a safe arena and not expected to be masters
of their craft during the induction period.
In contrast to the research of the literature review, in this study participants did not feel
overloaded with paperwork. One possible reason for this difference could be reduced student caseload
of between 5 and 8 students in the ABC School in comparison to regular public schools where student
caseloads may range from 20-30 students. Other variances between research from the literature and
results from participants include caseload size and lack of resources, that did not seem to affect the
participants during the current study. Surprisingly, behavior management and parental support were
also not evidenced through interviews of the participants from the study. Further, another aspect
participants did not note either a positive or a negative perception of was that of administrative support
of the induction program itself. While there was a great deal of discussion on communication from the
administration, their support of the induction program never was mentioned through both mentor and
new teacher interviews. While survey question 11 queries participant thoughts into administration
supporting their professional growth with a wide majority (81.9%) agreeing with the statement. The
topic of support from administration for the induction program itself was never discussed.
In summary, while there were a number of challenges that were brought to light from the views
of the participants, there were also a large number of positive aspects that are already observed in the
current program that are working and effectively allowing new teachers to not only become master
teachers; but further develop their own craft to mentor the next generation of teachers that arrive at the
front doors of the ABC School. With these positive and effective practices already in place and in
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conjunction with those recommendations from the participants, it is believed that there will always be
effective teachers working and enhancing the lives of the students at the ABC School.
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Figure 1. Researcher Perceived Chain of Command
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Figure 2. Researcher Proposed Chain of Command
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5.4 Recommendations for the ABC School from the Study

In review, there seemed to be a number of unique challenges addressed in the current
iteration of the induction program for the ABC School. The findings of this research will serve as
a basis for recommendations provided to administration and staff of the ABC School. Those
recommendations will be put into a PowerPoint Presentation (See Appendix G) and shared during
a meeting with administration and an in-service presentation for all teachers and staff of the ABC
School. In addition, a poster presentation of the research findings from the study (See Appendix
H) will be shared. Below is a summary of the recommendations that will be included in the
presentation:
1. Create a pairing matrix utilizing the three suggestions from Saphier, Freedman &
Aschheim (2007): proximity, grade level, and content area; however, noted, familiarity
with intended mentor or other attributes, such as gender or other demographics are
other systems to consider.
2. Create professional learning communities to improve collaboration between colleagues
as co-teachers, or amongst colleagues as community teachers. Specifically, create bimonthly meetings for collaborations by discipline (ex. life skills support, multiple
disciplinary handicapped support, and verbal behavior support) and additionally create
bi-monthly meetings by grade distinction (ex. elementary, middle school, and high
school).
3. Create a new teacher handbook with all corporate and school policies and procedures,
including the current chain of command and proposed chain of command for
information exchange between new and mentor teachers to improve new teacher
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efficacy. Or, create a section on the computer drive for new teachers and make it more
user friendly. Specifically, name files according to their titles and create folders to make
information more easily accessible.
4. Implement proposed new chain of command for administration to interact with mentor
teacher to funnel information and training, while giving both new and mentor teachers
definitive knowledge of chain of command for questions and/or concerns.
5. Create a system of electronic observation recordings and allow mentors and mentees
to meet either before instructional day, after the instructional day, or during school inservices to discuss observations or other issues as they arise.
6. Reestablish critical skills training sessions for the ABC School to review skills
necessary for both the new teacher and new staff of the ABC School. These sessions
will focus on critical skills such as observation best practices, data collection and
reporting, program specific policies and other best practices for teachers and staff.
Further, create a timeline to complete necessary modules in their individual training
program and create a visual meeting calendar for first year teachers and staff.
7. Acknowledge and compensate mentor teachers. Introduce and recognize mentor
teachers at in-services, provide biographies of mentors to further work to recruit new
mentor teachers.
8. Review reauthorization and conduct future studies to determine effectiveness of
implemented changes to program.
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5.5 Implications for Practice

Future implications for practice are applied in a number of various ways. Results from the
study examined only one induction program; however, this program and its effective practices and
challenges are limited unto itself. Findings of the study did not compare or contrast other programs
within the approved private school causing questions of transferability of results. Are these isolated
instances or are they indicative across other programs? Effective Induction programming for new
teachers has been investigated by researchers for many years. Researchers have explored the
reasons why new teachers are abandoning the field of special education, specifically, early in their
career. This study took a specific look inside the dynamics of a specific Northwestern Pennsylvania
approved private school to explore effective induction program factors that may affect new
teachers at that school. This study led to an improved understanding and development of strategies
and programs to improve the effectiveness and reduce challenges of the current induction program
of the ABC School. While the findings of this case study have limited external validity, some of
the lessons learned from it could benefit not just the stakeholders at the ABC School, but also other
educators, including teachers and administrators, across the country.
Thus, the results of this study could be used to guide decisions and appropriately respond
to ineffective induction practices and concerns on a school local level. Stakeholders and
policymakers that are attempting to address the yearly loss of and struggle to recruit, hire and train
new teachers may now have a greater insight into specific effective induction programming factors
to improve the conditions of their school. These stakeholders may also utilize the results of this
study to further address potential retention issues that might be present within their schools and
school districts. New teachers will feel the positive benefits of this project when professional
induction programs are revised and implemented to address the issues revealed through the study.
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Effective induction programs for any segment of an educational system can be successfully
implemented with collaborative efforts between stakeholders, lawmakers and administrators, such
as private religious educational facilities, general public educational schools, and even cyber
school systems that employ new and mentor teachers that may work remotely and never have the
capacity to meet in a face to face arena.
Some specific recommendations of the study could be also adapted to benefit other schools’
induction programs. For example, a current (See Figure 1) and proposed chain of command (See
Figure 2) that has been created by the researcher and the induction coordinator, could be
implemented into general education schools or other approved private schools to aid in providing
effective and timely communication to the new teacher without inducing unnecessary anxiety and
stress for the new teachers. Further, the proposed chain of command could aid therapists and other
administrators in having few points of contacts to disseminate information and avoiding potentials
in unintentional gaps in communication. Another important implication is revisiting this study
after implementing suggestions in practice. Perhaps once stakeholders and the administration have
implemented the recommendations to the induction program, results will show a more positive
environment and a reduction in attrition.

5.6 Limitations and Implications for Future Research

In review of the study, there are several potential methodological limitations that need to
be recognized and discussed. First, as this study was conducted in such a specific setting using
qualitative case study methodology, generalizability of the findings diminishes greatly. While the
study follows the policy framework on the creation of highly effective teachers and attends to the
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local context of approved private schools, the context at levels beyond the private sector in the
public educational arena is not explored. It is conceivable that the perceptions of teachers within
the approved private school may be reticent to those other approved private schools with in the
same given state, but experiences of new career teachers may vary greatly between inclusive and
reverse inclusive settings as general education can play a greater part in the shaping of mentoring
pairs and curricular development and presentation. This study was designed to focus specifically
on induction programming in an approved private school in Pennsylvania and did not include
induction programming specifics from other states. Pennsylvania is a medium sized northern state
with a mid-level per capita income and a highly centralized unionized educational system that has
legislatively mandated induction programming for new career teachers. Research would lend to
the idea that each state would have different visions of induction programming and preparation of
highly effective teachers. Research would also suggest that induction programs for private
institutions and public institutions would also vary greatly in development and execution.
While there is a limited number of researchers who have focused on the effective
programming for first-year teachers solely in special education, additional studies focusing on
special education programming could increase the understanding on the effectiveness of the
different themes highlighted in this research. Specifically, additional studies about mentoring,
collaboration and building peer and administrative relationships should be conducted in the field
of special education that can help in facilitating new teachers to be better equipped in teaching
inside the classrooms with special focus into the uniqueness of the special education realm, as
compared to those studies that include the general education curriculum. Additionally, it could be
suggested to replicate the study across various locations, settings and through different
stakeholders.
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An additional suggestion for future research is looking at under-reported demographics and
setting characteristics in the literature. Valuable information can be determined and derived from
the reporting of demographics of participants and the setting of research that could better support
future effective practices of programs. In addition, the population for the study was limited to
special education teachers at all grade levels who completed their induction programming within
the 2017-2018 school year and their supporting mentors within the special education program
during the 2018-19 school year. The findings are limited to this population and should not be
generalized to all new career teachers.
Data to answer the identified research questions were gathered solely through the selfreported perceptions of the participants. Perceptions of other individuals such as administrators
were not included but could be included in future studies. Related to this limitation, future studies
should include a range of stakeholders such as administrators, as well as other teachers and related
professionals. Including their perspectives would reveal results based on the unique lens and
viewpoints as pertaining to the induction program and allow for their specific experiences to
further impact the research, while informing the stakeholders from a very novel perspective.
Further limitations of the study include that the primary investigator served as the only
interviewer and data coder throughout the study. Having only one person as data coder is
problematic because of the observer bias. Additional coders could have reviewed both data and
theme analyses and further discovered additional themes not currently identified by the sole
researcher/coder. An additional thought is that had an additional interviewer been available, or
time permitted, individual interviews for all participants potentially could reduce participant’s
feelings of wariness or unwillingness to answer difficult questions and better report specific
effective practices and challenges not currently identified. Additionally, as a mentor, my individual
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presence could possibly influence mentors and new teachers to both embellish and/or withhold
critical information and influence responses that could skew data. The use of an interviewer not
associated with the school could have changed participants’ responses.
The results of the study; however, were found to be similar to those found by other
educational researchers. Furthermore, additional participants or a larger participant base could
have allowed for better results and a greater in-depth analysis into the revealed effective practices
and challenges associated with the induction program at the ABC School or any school.
Another potential limitation of the study was the use of focus group, rather than individual,
format for the interviews. During both the first new teacher group interview and the mentors’
interview there seemed to be a focus on challenges and the negativity seemed to permeate from
the teachers that were frustrated to teachers that then wanted to air their own frustrations. While
this program kept dialogue flowing, it had the potential to skew individual perceptions towards
more of a negative connotation and potentially did not allow participants to share all of what they
deemed to be effective. Alternatively, they could have also made additional suggestions, or
expressed additional frustrations. Again, while the study itself had a relatively small participant
base, there were a select few participants that seemed to use the survey and interview to vent over
past personal issues that may or may not have been directly affected by the induction program;
rather than allow opportunities to look at those practices that are effective, or could have potential
for change to become more effective.
Finally, the link between teacher attrition/ retention and the practices used in the ABC
School’s induction program was hypothesized but not examined. Specifically, it remains unknown
whether these recommendations to the induction program will have any impact on the retention.
Attrition rates could be examined in a few years after the proposed recommendations are
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implemented to determine if there has been any positive effect. Additional further research could
be reviewed after the reauthorization of the induction program is concluded in 2020 and the study
could be reviewed again in 2025 to see if new teacher and mentor perceptions change over time,
or whether the implementation of recommendations from this study would positively impact
teacher retention. In addition, future research should use quantitative data that would present a
correlation between effective induction programming and retention. Finally, future research could
focus on identifying additional ways in which effective induction programs are able to create a
positive school culture that promotes inclusion of special education teachers as members of the
schoolwide learning community and how it could promote a framework for the general education
population.

5.7 Summary

New teachers are coming into the classroom ill prepared for the day to day challenges they
may experience (Ingersoll & Smith, 2004). New teachers often have little to no practical applicable
knowledge of the classroom since a college education provides an extensive theoretical
background with only minimal practical teaching experiences (Ingersoll, 2001). Administrators
need to provide time for special education teachers to work collaboratively with their mentors and
peers to establish their individual efficacies. Additionally, administrators are responsible for
creating the positive school culture for all students and teachers, including the professional
development of staff. School leaders can reflect upon the support structure of schools and create
an environment where teachers are able to both thrive and grow professionally, while collaborating
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with their peers and colleagues and doing their best with their individual students (Ingersoll &
Smith, 2004).
This study provided a detailed examination of the perceptions of early career and mentor
special education teachers in a specific approved private school in Northwest Pennsylvania. This
study examined data gathered after respondents participated in year-long induction program during
their first year of teaching in the selected school system. While the study was not designed to
examine the correlation of induction practices with teacher retention, they provided the researcher
with a set of rich data that helped to determine if teachers’ perceptions of these challenges and
experiences impact the reasons for remaining. Replication and extension of this research could
investigate induction programs tailored specifically for other approved private schools or through
a longitudinal study to be commenced in upcoming years. This addition to the literature could aid
in the validation of effectiveness when changes are made to the current iteration of the induction
program.
This study is important because becoming an effective teacher is not just having a degree
and holding a certificate, it is much more. Becoming a highly qualified teacher takes resolve and
an effective support system. It also requires that the school as an organization creates and cultivates
a positive culture for both personal and professional growth. This means that while administrators
must create the community of learning, they must also entrust their mentor teachers to impart their
knowledge to the new teachers, so as not to overwhelm them.
The commitment to retaining highly effective teachers also requires that administrators use
data to analyze which practices and resources are effective, what challenges exist, and how to
make the necessary changes to increase the retention of new teachers. Because of their role in the
school as an organizational leader, the support that administrators provide to new teachers will
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continue to have a positive effect on a new teacher’s decision to remain teaching past their
induction period and better prepare students for the world around them.
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Appendix A Attrition Rate Calculation for the ABC School

In reviewing both teacher positions start and termination dates from 2009 to current the
following was revealed. When Microsoft excel filters for date of hire were applied to the raw data
of all teachers, the results showed that there are 8 teachers of the approved private school faculty
that were hired on or before 2009 and are still currently working at the ABC School. The data
show that prior to 2010 attrition seemed to be a non-issue, or data obtained from the Human
Resources Department of the ABC School only detailed terminations after 2009 for the purposes
of this study. However, the five-year period from 2009 to 2014 shows a total teacher population
of nineteen teachers listed at the beginning of 2009. Of those nineteen teachers that were employed
in 2009, nine teachers n = 9 (47%) were terminated by the ABC School during that time period
between 2009 and 2014. Of the nine teachers terminated, the reasons obtained are as follows: four
teachers n = 4 (44.44%) were terminated after leaving for a local district, two teachers n = 2
(22.22%) left for changes in careers; leaving the profession of teaching altogether, one teacher n
= 1(11.11%) left for health reasons, one teacher n = 1 (11.11%) relocated out of the district, and
one teacher n = 1(11.11%) chose to leave the profession to raise their family. Two teachers left in
2010, two left in 2011, two left in 2012, two left in 2013 and finally one left in 2014. During this
five-year period, ten new teachers were hired to fill vacancies; however, two of the teachers were
also terminated during this time. This brings the total number of active teachers at the end of 2014
to nineteen. The formula for calculating employee turnover is R=S/((B+E)/2), whereas R is the
turnover rate, S is the number of Separated Employees and B represents the beginning size of the
workplace, while E represents the ending size of the workplace (Adkins, 2019). With this formula
in mind, the beginning number of teachers in 2009 was nineteen and the ending number was
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nineteen. B+E would equal thirty-eight. The number for S, or separated employees would be nine.
Therefore, the rate of turnover, or R value would be 47.36%.
Data from August 2014 shows the beginning population size of the ABC School as
nineteen teachers on staff. From 2015 until February 2019, twenty new teachers have been hired;
2015 n = 3, 2016 n = 3, 2017 n = 7, 2018 n = 5, and 2019 n = 2. Between the time periods of 2014
to present, eighteen teachers were terminated. Of the eighteen teachers; the reasons obtained are
as follows: five teachers n = 5 (27.78%) relocated their families outside of the region, three teachers
n = 3 (16.67%) retired from the ABC School, two teachers n = 2 (11.11%) were removed from
their position by the administration for not meeting the requirements of the position, one teacher
n = 1 (5.56%) left for health reasons, one teacher n = 1 (5.56%) left to pursue work at a local
district, and six teachers n = 6 (33.33%) left due to unknown reasons. The final ending population
size of the ABC School from February 2019 is 21 teachers on staff. Once again, based on the
formula, B+E would equal forty. The number for S, or separated employees would be eighteen.
Therefore, the rate of turnover, or R value would be 90.00%.
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Appendix B Induction Program Coordinator Interview Protocol

Introduction (3 min.)
Thank you for participating in this interview. The purpose of this study is to explore the factors
that have had a profound impact on the induction program from the perspective of the induction
coordinator. During the interview, I will ask you questions that have you thinking about the history
of the induction program, how it came to be and what its original purpose was, as well as examining
if the original purpose is being reflected in its current practices. We will examine what you believe
is working well and if there are any challenges that have been identified by you over the course of
implementation. I will also ask you about what opportunities or recommendations you have to
improve the current iteration of the induction program. This data will be used in combination with
other data from my study. Remember, your participation in this study is voluntary. You may stop
your participation at any time. Any information you provide will be kept confidential. I will not
use your information for any purposes outside this project. In addition, I will not include your
name or anything else that can identify you in my reports from the interview. I am the only person
who will be conducting the interview.
The interview will involve a series of questions. Do you have any questions?
Confidentiality and Consent
Please turn in your consent to participate in the interview. Your name is requested below for
research purposes only. Please be assured that all information will be de-identified. That is, ID
codes will be assigned when data are transcribed. Your responses will be kept strictly confidential
at all times. Should you have any questions or concerns about the interview, please contact Shawn
Miller at SAM355@pitt.edu.
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Induction Program Coordinator Interview
1. What is the vision for the induction program as seen as the induction coordinator?
a. What is your vision as coordinator of the induction program for creating highly effective
teachers? How is this vision reflected in the induction program?
b. What would you say are the primary reasons why teachers participate in the induction
program? How do they benefit from the program?
c. What types of support does the induction program provide for a new career teacher in
creating a classroom management system?
(prompt) What types of support does the induction program provide for a new career
teacher in the area of pedagogy and instruction?
(prompt) What types of support does the induction program provide for a new career
teacher in creating a positive classroom climate?
d. What types of support does the induction program provide for a new career teacher in
learning the culture of school as well as learning individual policies and procedures?
Describe what this looks like.
e. How effective would you describe the induction program in its current incarnation?
How many different incarnations have there been? What were the main changes from
previous programs to this program that have aided in creating highly effective teachers?
2. What aspects of the induction program are most effective? How do the effective practices of the
induction program alter the rate of attrition for the school?
a. What individual aspects of the induction process are working well from your
perspective? From your vision, what aspects do you think the teachers will say are working
well? What aspects do you see that create the greatest challenges for new career teacher?
How is this measured?
b. The objective of the induction program is to provide structure and support, through
which the new career teacher can objectively analyze the effectiveness of his/her teaching
and utilize available resources for professional development. In your opinion, has the
induction program fully met its intended objective and created highly effective teachers for
Elizabeth Lee Black School? Why, or why not?
c. How effective do you believe the induction program is in delivering a productive basis
of learning, for new career teachers? Do you believe that the more effective the induction
program, the more the attrition rate will decrease?
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3. Are there any challenges that new career teachers face that aren’t currently addressed by the
induction program?
a. Are there challenges that new career teachers are facing that aren’t addressed in the
induction program? How do mentor teachers assist the new career teachers in overcoming
these obstacles? What supports are given to the mentor teachers? What benefits do
mentors receive for providing their mentorship to new teachers?
b. What do you believe new teachers will say are their biggest challenges? Can the
induction program work to address some of those issues?
4. Are there any challenges that you encounter with the induction program?
a. How would you like to see the induction program changed?
program/deletions from the program)

(additions to the

b. Do you perceive the induction program as a valuable on-the-job training asset? Why or
why not?
Closing (2 min.)
This concludes our interview. Is there anything else you would like to add? Thank you for
participating in this interview. I will send you a transcribed copy of this interview for you to review
once it is completed. If you have any questions for me, you may contact me at SAM355@pitt.edu
or via cellular phone at 8144503565. Again, thank you very much for your time and participation.
It is extremely appreciated.
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Appendix C Group Interview Protocol

Introduction (3 min.)
Thank you for participating in this group interview. The purpose of this interview is to explore the
factors that have a profound impact on the induction program from the perspective of the new
career teacher as well as the mentor teacher. During our interview we will examine what is believed
to be working well and if there are any challenges that have been identified by you through your
own individual experiences. We will also explore what opportunities or recommendations exist to
improve the current iteration of the induction program. As a review, here is a copy of the Induction
Program Process Sequence for you to refer to during the interview. This data will be used with
other data for my study. Remember, your participation in this study is voluntary. You may stop at
any time, if you feel stressed during the interview. Any information you provide will be kept
confidential. I will not use your information for any purposes outside this project. In addition, I
will not include your name or anything else that can identify you in my reports from the interview.
I will be conducting the interview.
The interview will involve a series of questions. The interview should last about 45 to 60 minutes
and will be audio recorded and then transcribed. Do you have any questions? If there are questions,
I will answer them with full confidence; if there are none, I will ask the interviewee to sign and
date the interview waiver.
Confidentiality and Consent
Please turn in your consent to participate in the interview. Your name is requested below for
research purposes only. Please be assured that all information will be de-identified. That is, ID
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codes will be assigned when data are transcribed. Your responses will be kept strictly confidential
at all times. Should you have any questions or concerns about the interview, please contact Shawn
Miller at SAM355@pitt.edu.
Group Interview
1. Describe your experiences with the ABC induction program at the ABC School.
2. How has the program helped you as a teacher?
3. What has been the most positive part of your participation in the program?
4. What challenges have you experienced during your participation in ABC induction program?
5. What could be changed to improve the effectiveness of ABC induction program?
6. Are there any other comments or thought that you would like to share about the ABC program?
Closing (2 min.)
This concludes our interview. Is there anything else you would like to add? Thank you for
participating in this interview. I will send you a transcribed copy of this interview for you to review
once it is completed. If you have any questions for me, you may contact me at SAM355@pitt.edu
or via cellular phone at 8144503565. Again, thank you very much for your time and participation.
It is extremely appreciated.
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Appendix D Letter of Invitation to Participate in a Research Project on Successful
Induction Programming via Email

Project Title: EFFECTIVE PRACTICES TO REDUCE ATTRITION IN AN APPROVED
PRIVATE SPECIAL EDUCATION SCHOOL: A FOCUS ON INDUCTION PROGRAMMING
My name is Shawn Miller and I am a graduate student in the Educational Doctorate in Special
Education at the University of Pittsburgh, School of Education.
I am conducting research on the role of successful practices and challenges associated with
induction programming for new career teachers for the partial fulfillment of the Doctor of
Education (Special Education) degree. I would like to extend an invitation to you to participate in
this research.
If you decide to participate, a group interview of you and your peers would be arranged at a time
and place of convenience of all participants. The interview is expected to last about 45 minutes.
During this interview, I will be asking you questions to find out about how you feel about the
current induction program, what you believe are the most successful and effective practices
associated with the induction program, and what challenges you have observed or encountered
through your personal experience. Finally, I will ask for your recommendations on what aspects
of the induction program need to be addressed or altered to improve upon your personal
experiences.
In an effort to streamline the interview process, I will collect some personal data from you such as
your age, race, educational background and a brief history of your career path prior to the
interview. These questions accompany this letter and can be submitted prior to or during the
interview. The information will be kept private and confidential. You will be given a coded ID and
identifiable information will never be used in a publication or presentation. I will not disseminate
your details to any organization or company. This is personal research for academic purposes and
is not connected with the government.
Again, this interview will take approximately 45 minutes. There are no right or wrong answers.
What are important are your opinions. After the interview, I may contact you later to clarify certain
points and you will have the opportunity to review what you have said in your interview through
reading of your interview transcript.
Participation in this research is completely voluntary and you may choose to withdraw from the
research at any time or not answer questions that you do not feel comfortable answering.
The participant information form and consent form have been attached for your information. If
you have any further questions about the research, please feel free to contact me via email at
SAM355@pitt.edu.
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If you have any questions about your rights as a research participant, you may contact a staff
member of the University of Pittsburgh Institutional Review Board at email at irb@pitt.edu.
Thank you,
Shawn Miller, Principal Investigator
Graduate Student University of Pittsburgh
Email: SAM355@pitt.edu
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Appendix E Consent Form

Successful Induction Programming Study Consent Form
You are being asked to take part in a research study of effective practices and challenges of the
induction program. We are asking you to take part because of your direct knowledge of the
induction program and your individual experiences for this study. Please read this form carefully
and ask any questions you may have before agreeing to take part in the study.
What the study is about: The purpose of this study is to learn how effective practices and
challenges in induction programming affect new career teachers through their first year of
teaching. You must have completed your induction program or near completion to take part in this
study.
What we will ask you to do: If you agree to be in this study, we will conduct an interview with
you. The interview will include questions about your job, your experiences with the induction
program, your successes associated with the induction program, challenges you have experienced
with the induction program, and potential recommendations and suggestions on improvement of
the induction program. The interview will take about 45 minutes to complete. With your
permission, we would also like to audio record the interview.
Risks and benefits:
There is the risk that you may find some of the questions about your job conditions to be sensitive.
However, I do not anticipate any risks to you participating in this study other than those
encountered in day-to-day life.
There are no direct benefits to you. However, recommendations may assist future new career
teachers as they progress through the induction program.
Your answers will be confidential. The records of this study will be kept private. Any report that
is made public will not include any information that will make it possible to identify you. Research
records will be kept in a locked file; only the researchers will have access to the records. If we
audio record the interview, we will destroy the tape after it has been transcribed, which we
anticipate will be within two months of its taping. A copy of transcribed data will be given to the
Executive Vice President of the Corporation in the form of a flash drive for their review.
Taking part is voluntary: Taking part in this study is completely voluntary. You may skip any
questions that you do not want to answer. If you decide not to take part or to skip some of the
questions, it will not affect your current or future relationship with the interviewer. If you decide
to take part, you are free to withdraw at any time.
If you have questions: The researchers conducting this study are Shawn Miller and Dr. Anastasia
Kokina. Please ask any questions you have now. If you have questions later, you may contact
Shawn Miller at SAM355@pitt.edu. You can reach Dr. Kokina at kokina@pitt.edu or (412) 64894

7373. If you have any questions or concerns regarding your rights as a subject in this study, you
may contact the Institutional Review Board (IRB) at (412) 383-1480 or access their website at
http://www.irb.pitt.edu.
Statement of Consent: I have read the above information and have received answers to any
questions I asked. I consent to take part in the study.

Your Signature _______________________________ Date ________________________
Your Name (printed) ____________________________________________________________
In addition to agreeing to participate, I also consent to having the interview audio recorded.
Your Signature _______________________________ Date _________________________
Signature of person obtaining consent ____________________ Date __________________
Printed name of person obtaining consent__________________ Date _________________
This consent form will be kept by the researcher for at least three years beyond the end of the
study.
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Appendix F Demographic Information Survey

Demographics
1. What is your current teaching
position?

Autistic Support
Life Skills Support
Multiple Disciplinary Support
Mental Health Partial
Transition
Other (Please describe)

2.

What grade level do you currently
teach?

Early Intervention
Elementary
Middle School
High School

3.

I have been teaching for:

0-4 years
5-10 years
11-15 years
16-20 years
21-25 years
25 plus years

4. I have been in my current position for:

0-4 years
5-10 years
11-15 years
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16-20 years
21-25 years
25 plus years
5.

The highest level of education I have
achieved is:

Bachelors
Bachelors +
Masters
Masters +
Doctoral

6.

Please specify your gender.

Female
Male

7.

Please specify your race.

American Indian or Alaska Native
Asian
Black or African American
Hispanic
Native Hawaiian or Other Pacific
Islander
White

8. What lead you to decide to become a
teacher?
9. How would you describe your level of
effectiveness of your current teaching
position?

Highly effective
Mostly effective
Effective
Ineffective
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Mostly ineffective
Highly ineffective
10. What will keep you teaching after
your completion of the induction
program?
11. The administration has been
supportive of my professional growth?

6 - Strongly agree
5 - Mostly agree
4- Agree
3 - Disagree
2 - Mostly disagree
1 - Strongly disagree

12. My mentor’s suggestions for
improving my work are helpful?

6 - Strongly agree
5 - Mostly agree
4- Agree
3 - Disagree
2 - Mostly disagree
1 - Strongly disagree

13. I have learned many new strategies
through the completion of the
induction program?

6 - Strongly agree
5 - Mostly agree
4- Agree
3 - Disagree
2 - Mostly disagree
1 - Strongly disagree

14. I have received useful feedback from
my mentor teacher?

6 - Strongly agree
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5 - Mostly agree
4- Agree
3 - Disagree
2 - Mostly disagree
1 - Strongly disagree
15. When I faced challenges with the
induction program, I felt supported by
the mentor teacher?

6 - Strongly agree
5 - Mostly agree
4- Agree
3 - Disagree
2 - Mostly disagree
1 - Strongly disagree

16. The current iteration of the induction
program is effective.

6 - Strongly agree
5 - Mostly agree
4- Agree
3 - Disagree
2 - Mostly disagree
1 - Strongly disagree
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Appendix G Administration PowerPoint Presentation
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