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ABSTRACT 

The purpose of this study was to examine the role of the principal in new teacher 

induction programs and how moral leadership and socio-economic status impact that role. 

The role of the principal was examined from the perspectives of principals, beginning 

teachers, and the local new teacher induction program. This study was guided by two 

primary research questions: What is the role of the principal in new teacher induction? 

How does this role differ, if in any way, in low versus high socio-economic schools? 

 Moral leadership served as the theoretical foundation of the study. A review of the 

literature focused on components of new teacher induction and how the role of the 

principal in new teacher induction is impacted by moral leadership and socio-economic 

status of the school. 

 Interviews with principals and beginning teachers served as primary data sources, 

while the local new teacher induction program provided an additional perspective. 

Participants consisted of one principal from an upper-income elementary school, one 

principal from a low-income elementary school, and three beginning teachers with one to 

three years of experience. 

 The data was structured by using the constant comparison method. Categories 

were coded and compared to determine emerging themes in the data. The data revealed 

that the principal from the low-income school took on a professional role in new teacher 

induction while the principal from the upper-income school took on a personal role in 

new teacher induction. Moral leadership did not represent a significant impact on their 

leadership style, particularly with beginning teachers. The significance of this study to the 
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field of educational leadership lies in the deeper understanding of the principal’s role in 

new teacher induction at schools regardless of socio-economic status.  
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CHAPTER I 
 

INTRODUCTION 
 

Greenfield (1995) recognized schools as uniquely moral institutions. Students are 

required to attend schools and are vulnerable to the influences of teachers, school 

administrators, and the school curriculum. Some schools are staffed by highly qualified 

and professional teachers and administrators who serve the student population well while 

other schools do not serve their student populations as well due to a lack of highly 

qualified teachers and administrators.  

Greenfield (1995) acknowledged students do not have a choice about who will 

teach them, how they will be taught, or what they will be taught. Thus, the school 

administrator has a moral obligation to provide each student with a highly qualified 

teacher who is being supported in his/her endeavors by the school administrator. 

Greenfield stated that moral leadership of school administration “entails a concern with 

the rightness or wrongness of one’s actions as an administrator; with what one ought to 

do as an ethical school administrator and as one concerned with what is in the best 

interests of children and teachers” (p. 69). This is a complex leadership style because of 

the conflicting standards of rightness and wrongness that may be applied by teachers, 

administrators, and others within the school community. 

School administrators have a moral obligation to assure that their students are 

receiving the best education in the best of conditions (Greenfield, 1995). Greenfield also 

stated that school administrators have a responsibility to be deliberately moral in their 

conduct. School administrators must be certain that school policies and practices serve 
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the best educational and developmental interests of the student population. School 

administrators are also morally obligated to support teachers in their efforts and to secure 

the best working conditions for teachers and students.  

As one dimension of moral leadership, all school administrators have an 

obligation to be active in supporting new teachers in their school so that the students in 

the school may reach their highest potential. If school administrators fail to provide 

adequate support for new teachers, teacher turnover will continue to increase, particularly 

in low-income schools, and the students will not have been served well by both teachers 

and administrators. 

According to the National Center for Education Statistics (1998), schools with 50 

percent or more minority students have a turnover rate twice the rate of schools with a 

low percentage of minority students. Teacher turnover is receiving increased attention 

among school administrators because it leaves low-income schools with the least 

qualified teachers. Freeman (2002) found that teachers who switched schools were more 

likely to have been teaching in a school serving a low-income student population. 

Furthermore, Kacey Guin (2004) also found that schools with a high rate of teacher 

turnover have difficulty in developing a positive working relationship among the teachers 

in the school. 

Guin (2004) stated that teachers typically leave low achieving schools to teach in 

a school with higher achieving students or a school of a higher socio-economic status. 

These teachers are more likely to have higher skills than the teachers who remain in the 

low-income schools. 
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Importance of Induction Programs 

 Many teachers are leaving the teaching profession after only three to five years of 

teaching (Colley, 2002). Over the next decade approximately two million teachers will be 

hired to teach school children in America (Dyal & Sewell, 2002; Coley, 2002). Hiring a 

large number of new teachers challenges administrators to provide them with support and 

guidance through induction programs (Dyal & Sewell, 2002). 

Beginning teachers should be provided necessary support through an induction 

program not only to retain them, but also to help them develop into teachers who can 

meet the high expectations of helping all students learn and achieve at high levels 

(Johnson, Kardos, Kauffman, Liu, & Donaldson, 2004). An induction program is a highly 

organized and comprehensive staff development process, involving numerous individuals 

and components, which typically continues for two to five years. Stansbury (2002) found 

that if administrators want their beginning teachers to remain in the teaching profession, 

additional support and guidance must be provided during their first three years of 

teaching  

 Sargent (2003) stated that teacher induction programs can improve teacher 

retention rates when they are implemented effectively. Some of the most effective 

induction programs combine administrative support, mentoring, and systematic training 

over two or three years. Sargent also found that beginning teachers who develop a 

relationship between administration and other colleagues will feel more important and 

recognized and will be more likely to remain in the teaching profession and become an 

asset to the school community.  
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Induction programs are a critical component for beginning teachers; yet in many 

instances, induction programs are not implemented effectively (Karods, et, al, 2001). 

Theory for Ethical Leadership 

 Moral leadership implies that values are a critical aspect of all leadership and 

administrative practices (Evers & Lakomski, 1991). Moral leadership places an emphasis 

on the values and ethics of the leader (Leithwood & Duke, 1999). Morally conscious 

administrative leaders will respect beginning teachers as human beings and will honor 

their dignity and individuality. Morally conscious leaders will also express a sincere 

desire to serve the needs of beginning teachers and thus be held accountable to their own 

conscience as campus leaders (Ehrich, 2000).  

 According to Beckner (2004) educational leaders, specifically campus 

administrators, impact their own campus settings by the decisions they make regarding 

new teachers and their induction process. The decision to be active in supporting and 

guiding beginning teachers will have a tremendous impact on the campus environment. 

Good leaders in education follow personal and professional ethics and will reinforce 

human dignity. Responding to the needs of beginning teachers demonstrates personal and 

professional ethics. 

 Ehrich (2000) acknowledged that moral leadership exudes sincere concern and 

care for individuals as human beings and honors the individuality and human relationship 

with each person. Campus administrators who manifest characteristics of moral 

leadership will be concerned about the needs of beginning teachers and will strive to help 
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them become the best teachers for their students. Educational administrators have a moral 

obligation to serve the interest of both students and teachers.  

 Retaining this significant influx of new teachers will be a daunting task, 

particularly in schools of low-socio-economic status. Twenty to fifty percent of new 

teachers depart from the teaching profession within their first five years (Colley, 2002). 

Fifty percent of new teachers in urban school districts leave within the first five years of 

teaching, and 17 percent of teachers in urban schools will leave within their first year of 

teaching (Menchaca, 2003). 

 According to Menchaca (2003) these numbers indicate the need not only for 

school districts, but also for individual campus administrators to implement structured 

support programs for first-year teachers. Beginning teachers often find themselves in a 

sink-or-swim environment where the principal provides limited support and therefore 

teachers experience frustration and isolation. Too often principals select a mentor for 

beginning teachers and delegate administrative participation in the induction program to 

the mentor teacher. 

 Beginning teachers possess teacher preparation knowledge and student teaching 

experiences but are not necessarily fully prepared for the challenges of being first-year 

classroom teachers (Stansbury, 2002). Many first year teachers will be teaching in 

schools with a different socio-economic status than schools they attended as students or 

even schools where they completed their student teaching. An administrator who is 

supportive and knowledgeable regarding the needs of beginning teachers will 

significantly impact the experiences of teachers in the first year of teaching (Monsour, 
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2000). New teacher induction programs need to identify the responsibilities of the 

principal and how these responsibilities should be adapted in any way based on the 

specific socio-economic status of the school. 

Statement of the Problem 
 

 This study explored the problem of teacher attrition with an emphasis on new 

teacher induction programs and the role of the principal within these programs.  

Purpose of the Study 

 Researchers have repeatedly determined that teachers working in low-socio-

economic schools leave the teaching profession more rampantly than teachers in upper-

socio-economic schools. Principals need to create an environment where all beginning 

teachers will be successful. The purpose of this study was to examine the responsibility 

of the principal in new teacher induction programs and how moral leadership and socio-

economic status impact these responsibilities. Providing beginning teachers with support 

and guidance should help them mature into quality teachers who will be able to meet the 

needs of their students. 

 Effective principals can help promote long-term retention of beginning teachers 

by displaying respect, support, accessibility, and involvement in the life of the school 

(Johnson & Kardos, 2002). Teachers continue to leave the teaching profession; thus, 

action must be taken by campus administrators to encourage retention. In particular, 

Johnson & Birkeland (2003) found that schools serving low socio-economic student 

populations often do not provide beginning teachers with ideal working conditions which 

commonly exist in schools serving more economically advantaged students. Efforts to 
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stem turnover and attrition rates, therefore, must focus on the specific school site. School 

districts can mandate induction programs, but it is ultimately the responsibility of the 

principals to provide the full spectrum of support needed by beginning teachers. 

 This study is designed to determine how administrators can best support 

beginning teachers in diverse school environments. Johnson and Birkeland (2003) found 

that new teachers have a desire to work in environments where consistent support is 

provided and where they feel confident in their efforts as beginning teachers. Beginning 

teachers expect principals to be respectful, accessible, and actively involved in the life of 

the school (Johnson & Birkeland, 2003). This study will examine the relationship of the 

principal and beginning teacher and how this relationship is impacted based on the socio-

economic status of the school and moral leadership. 

Research Questions 

 The primary questions guided this research:  

1. What is the role of the principal in new teacher induction?  

2. How does this role differ, if in any way, in low versus high socio 

economic status schools?  

Subsidiary questions were also considered during this study:  

1 .What are the beginning teachers’ beliefs regarding their induction 

program and the perceived role of the principal? 

2. What are the principals’ perceptions regarding their responsibility in 

new teacher induction programs?  
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3. How do principal’s perceptions of their effectiveness in present new 

teacher induction programs compare with the teachers’ reactions to the 

process?  

4. Does the principal’s understanding of moral leadership impact his/her 

actions toward new teachers and teacher induction programs? 

 Teacher retention continues to be a challenge particularly in schools of low socio-

economic status; however, attrition rates of beginning teachers will continue to be a 

factor in all school communities. Focusing on the beginning teacher/principal relationship 

should produce greater insight into the significance of that relationship as perceived by 

the beginning teacher. These research questions target the beginning teacher and principal 

relationship in schools of varying socio-economic status. Learning how to better serve the 

needs of beginning teachers in all school environments will work toward increased 

teacher retention rates. Principals need to implement the most effective strategies to guide 

and support new teachers, and the socio-economic status of the school may need to be 

factored into the support strategies.  

Rationale for the Study 

 Teacher attrition is noticeably high in schools of low socio-economic status. 

Retention rates for beginning teachers could be significantly increased by adopting 

support strategies specifically appropriate for school campuses with low socio-economic 

status.  Administrators who demonstrate a clear understanding of the beginning teacher 

population and their needs should be effective in increasing retention rates and student 

achievement. 
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 Students in low socio-economic schools experience a revolving door of teachers 

over the course of a school year which creates a very unstable environment for student 

learning and collegiality among all teachers. Moral administrative leaders who care about 

their beginning teachers will be interested in strategies to increase the likelihood of 

teacher retention which will ultimately enhance overall student achievement. 

 Stable classrooms with confident, high quality teachers will enhance student 

learning. As beginning teachers gain more experience they will become increasingly 

more comfortable in their school environment and will relate better to the student 

population. Retaining beginning teachers and continuing to shape them to become 

effective teachers will benefit all aspects of the school community. 

Examining the role and responsibilities of the principal in new teacher induction 

will benefit beginning teachers, principals, and students. Beginning teachers may have 

diverse needs based on the school where they are teaching. When principals know how to 

best support beginning teachers on their campus, retention rates and student achievement 

will improve.  

According to Stansbury (2002) understanding and meeting the needs of beginning 

teachers should decrease the number of inexperienced teachers in the classrooms. The 

continual influx of beginning teachers can drain the energy and resources of the school 

because administrators and other colleagues will need to continually orient and train these 

new teachers. Administrators would benefit from spending time, energy, and money to 

retain quality teachers and avoid the need to continually hire and incorporate new 

teachers into the school environment. 
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 Retaining quality teachers will ultimately have a significant impact on student 

learning and academic performance. Beginning teachers are still “learning the ropes” of 

the school environment during their first two to three years of teaching. Seasoned 

teachers are going to have a comprehensive understanding of how to reach the students 

and how to teach them effectively and efficiently. Administrators should work toward 

building a professional, educational environment to improve student achievement. 

Assumptions of the Study 

 The premises of several assumptions guided this study. The first assumption was 

that the participants in the research study would provide candid answers during the 

interviews. It was assumed that both principals and teachers provided the researcher with 

honest answers to each of the questions that was asked of them regarding new teacher 

induction.  

 A second assumption to consider was that the responses from the participants 

revealed informative information regarding their participation in the new teacher 

induction program. It was assumed that both principals and teachers provided accurate 

responses regarding their feelings and participation in new teacher induction. 

 A final assumption was that the responses could reveal and guide future 

implementation of new teacher induction programs that will be successful in increasing 

beginning teacher retention rates particularly in schools serving a low socio-economic 

student population. 
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Delimitations 

 Delimitations were also considered during the process of this research. The 

research was conducted in a selected area of a southwestern state, and the respondents 

were selected based on purposeful sampling. This study was limited to elementary school 

beginning teachers, specialists or classroom teachers who have completed one to three 

years of teaching at their current school and elementary principals who have at least two 

or three years of administrative experience at their current school. Elementary schools 

encompassed schools educating kindergarten through sixth grade students.  

This study did not include teachers who have left the teaching profession or 

veteran teachers who are currently teaching in the school community. Another 

delimitation of this study was that it focused only on elementary school principals and 

elementary school beginning teachers. Secondary teachers and principals were not 

included.  

Elementary schools were chosen as the only setting for this study because this is 

where the education of all students begins. Elementary school teachers have an 

opportunity to help students develop a positive attitude about school. A positive 

interaction with elementary teachers who are highly qualified and successful may impact 

the overall achievement of students for years to come.  

 Transferability is a concern when conducting qualitative research. However, when 

qualitative research is conducted with proper measures, the results can provide a general 

understanding of similar groups (Berg, 2004).  The use of triangulation was incorporated 

so that the results might be applied in other academic environments. Triangulation, a 
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multiple data-gathering technique, was achieved by interviewing multiple sources, 

teachers and principals, and by referencing the local new teacher induction program. 

Obtaining information from various sources and allowing participants to review the 

transcripts or drafts will enhance transferability of the study (Taylor & Bogdan, 1984).  

 Definitions of Terms 

 Principal: Refers to an elementary administrator, in at least his/her second or third 

year of administration, who is responsible for providing support and guidance to 

beginning teachers. 

Mentoring: Refers to a veteran teacher providing support and guidance to a 

beginning teacher. 

Induction: A highly organized and comprehensive staff development process, 

involving many people and components, which typically continues for two to five years. 

Moral Educational Leader: A campus administrator who recognizes the needs of 

beginning teachers and works toward providing them adequate support and guidance to 

increase the likelihood of their retention in the education profession. 

Purposive Sampling: Selecting and researching cases that are information rich in 

order to learn more about issues of central importance. 

Beginning Teacher: Teachers, specialists or classroom, who have completed a 

year of teaching at their current schools who participated in a new teacher induction 

program. 
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Teacher Concerns: Beginning teachers are concerned with classroom 

management, motivation of students, response to individual student needs, assessment of 

student work and communication with parents. 

Teacher Needs: Beginning teachers need administrative support to develop into 

educators who can teach to high expectations. Beginning teachers need encouragement to 

apply knowledge from teacher preparation experiences to classroom responsibilities. 

Low socio-economic status: Over 50 percent of the student population must 

qualify for free or reduced lunch. 

High socio-economic status: Fewer than 15 percent of the student population 

qualify for free and reduced lunch.  

Values: Desirable yet subjective ideas or conceptions of a group or individual that 

are influential when making choices and decisions. 

Moral Leadership: Leadership focused on the values and ethics of the leader; 

authority derived from ideas of what is right and good. 

Organization of the Remainder of the Study 

 The remainder of this study is organized to answer the two primary research 

questions. What is the role of the principal in new teacher induction? How does this role 

differ, if in any way, in low versus high socio economic status schools? Chapter two 

presents a literature review of pertinent information related to ethical leadership, new 

teacher induction, and the role of the principal in new teacher induction. Chapter three 

outlines the methodology that will be implemented to answer the research questions. 

Chapter four highlights the findings of the study after data collection has taken place. 
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Finally, chapter five expounds on conclusions that can be drawn from the completion of 

the study and what further research might need to be conducted regarding the role of the 

principal in new teacher induction. 
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CHAPTER II 
 

REVIEW OF LITERATURE 
 

Introduction 
 

“Developing and retaining a strong teaching force is an issue that is receiving 

increased attention by policymakers across the country, particularly in light of the sizable 

number of teachers who are nearing retirement age” (Jorissen, 2002, p. 48). Projections 

indicate that approximately two million new teachers will be hired over the next ten 

years. Attrition rates remain high among beginning teachers due to a lack of 

understanding about the school culture, difficulty adapting teaching methods to meet the 

specific needs of the school setting, and the expectation to teach as a veteran teacher 

(Jorissen, 2002). 

 Beginning teachers need to be provided necessary support not only to retain them, 

but also to help them develop into teachers who can meet the high expectations of 

helping all students learn and achieve at high levels (Johnson, Kardos, Kauffman, Liu, 

and Donaldson, 2004). Support programs for beginning teachers include induction 

programs and mentor programs combined with administrative support. When 

implemented effectively, these specialized programs will help meet the challenges of 

retaining beginning teachers (Sargent, 2003). 

 Beginning teachers who develop a relationship between administration and other 

school colleagues will feel important and recognized. That connectivity increases their 

likelihood of remaining in the teaching profession and becoming an asset to the school 

community (Sargent, 2003). Effective teachers are a valuable resource to the school 
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community and are a requirement under the “No Child Left Behind” Act. The problem is 

not in the number of available highly qualified teachers but in retaining the teachers who 

are available and willing to teach (Darling-Hammond, 2003). 

 Monsour (2003) states that the first year of teaching can determine the long-term 

retention of a beginning teacher. Beginning teachers may have experienced a positive 

student teaching experience but may not be ready to handle circumstances that will arise 

during their first year in the classroom environment. Beginning teachers become 

overwhelmed with classroom management, motivating students, differentiating 

instruction, grading procedures, and communicating with parents (Stansbury, 2002). 

 Stansbury (2002) states that if administrators want their beginning teachers to 

remain in the teaching profession, additional support and guidance must be provided 

during their first three years of teaching. The first years of teaching are particularly 

stressful because beginning teachers are planning new lessons, teaching unfamiliar 

material and possibly teaching an unfamiliar grade level. Teacher induction programs can 

improve teacher retention rates when they are implemented effectively. New teacher 

attrition/retention has been researched primarily from the interaction and relationship 

between beginning teachers and mentors. More recent studies are beginning to recognize 

the importance of administrative support and responsibility in the retention of beginning 

teachers.  

Conceptual Framework that Underlies Teacher Retention 

 The literature acknowledges that the retention of beginning teachers is dependent 

upon effective, comprehensive induction programs, mentor programs, and active 
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administrative support. Induction programs are a critical component for beginning 

teachers; yet in many instances, induction programs are not implemented effectively 

(Kardos, et, al, 2001).  

Teacher Attrition 

 The No Child Left Behind Act requires that all classrooms be staffed with “highly 

qualified teachers” (Ganser, 2002). This is a challenge especially for schools located in 

inner-city neighborhoods and poor rural areas where there is a continuous influx of 

beginning teachers. There are a large number of highly qualified teachers; the challenge 

is retaining them once they are prepared and seasoned. Retention rates are affected when 

teachers leave the profession, move from school to school, and move to another school 

district (Darling-Hammond, 2003).  

 Teachers have a significant impact and make a tremendous difference in 

children’s learning. “Highly skilled teachers can raise student achievement, especially the 

achievement of students living in low-income communities” (Johnson, Kardos, 

Kauffman, Liu, and Donaldson, 2004, p. 2). Schools serving a large population of low-

income students fail to provide new teachers with the support they need to do their jobs 

well (Kardos, et al, 2004). Schools serving a high population of low-income students also 

have a higher percentage of new teachers (Ingersoll, 2002). 

 Hiring a large number of beginning teachers every year poses the following 

problems: recruitment of new teachers is time-consuming and costly for school 

administrators; beginning teachers do not have the experiences of veteran teachers; and 
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induction of new teachers disrupts instructional programs until the new teachers better 

understand the school environment (Boe, Bobbitt, Cook, Whitener, Weber, 1997). 

 Darling-Hammond (2003) states that attrition significantly affects schools serving 

economically disadvantaged students and minority students. Low income schools suffer 

higher rates of teacher attrition and mobility than high-income schools (Ingersoll, 2002). 

Teacher turnover is 50 percent greater in low socio-economic schools than in 

economically advantaged schools.  

New teachers working in urban school districts leave at a higher rate than new 

teachers working in suburban districts; this is often due to fewer resources, poorer 

working conditions, and students and families having a wide range of needs that must be 

met. Many beginning teachers hired to work in economically disadvantaged schools are 

not fully prepared for existing conditions and are not receiving adequate support from 

administrators (Darling-Hammond, 2003). 

 Darling-Hammond (2003) suggests that schools that have a difficult time 

attracting teachers to come to the school have a difficult time retaining them as well. 

Teachers in economically disadvantaged schools leave the profession at twice the rate of 

teachers in economically advantaged schools. Beginning teachers working in high-

poverty schools leave due to a number of reasons: salary, poor working conditions, stress 

of dealing with student and parent needs, and lack of support from the administration 

(Darling-Hammond, 2003). Economically disadvantaged schools spend their resources 

training new teachers who come in unprepared and leave before they have time to adapt 

to the specific environment. Continuous training of new teachers results in less of a 
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knowledge base regarding curriculum and classroom management, less cohesion of 

faculty, and a continual struggle to inform new teachers of daily school routines (Darling-

Hammond, 2003). 

 Other factors such as lack of security and satisfaction, inadequate classroom 

management and discipline, lack of resources, inadequate salaries and benefits are also 

reasons why beginning teachers leave the profession (Dyal & Sewell, 2002). Too often, 

new teachers are placed in difficult work environments and are given more 

responsibilities than veteran teachers and then are expected to teach with skills of veteran 

teachers. 

 Scott Norton (1999) identified several additional factors contributing to new 

teacher turnover rates. Teachers experience frustration with the amount of required 

paperwork. New teachers often find it difficult to evaluate student performance and 

determine grading policies. The third factor cited by Norton is a lack of knowledge 

regarding discipline techniques and classroom management strategies. Teachers also 

express concerns about developing relationships and communication strategies with 

colleagues and administrators. 

 Darling-Hammond (2003) found that varying degrees of support are provided to 

beginning teachers in high-income schools versus beginning teachers working in low-

income schools. Teachers in economically advantaged schools typically experience more 

favorable working conditions including smaller class sizes and greater impact on school 

decisions. Teachers in low-income schools are surrounded by inadequate facilities, 
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limited access to textbooks and supplies, limited administrative support, and larger class 

sizes.  

 Darling-Hammond (2003) also noted teacher preparation as another factor 

influencing attrition rates of beginning teachers. Teachers who are not adequately 

prepared for their first teaching assignment are more likely to leave the teaching 

profession than those who have experienced intense training. The more training the 

prospective teacher receives, the more likely he/she will stay in teaching. Beginning 

teachers gravitate toward schools where they know they will be appreciated and 

encouraged in their efforts and where school leaders will create a supportive 

environment. 

 Sharratt and Sharratt (1991) found the most qualified teachers are often the first to 

leave the teaching profession usually as a result of the working conditions at the school. 

The issue of teacher attrition is crucial to the teaching profession, especially in light of 

the significant number of teachers leaving the profession. Some attrition is desirable 

within any school, however, chronic turnover as experienced in many low-income 

schools can disrupt children’s education, fragment a school’s instructional program , and 

waste substantial funds already invested in a teacher’s professional development (Guin, 

2004). First year teachers need additional support during the first two to three years of 

their teaching career because of their lack of experience and factors mentioned above. 

Induction Programs 

 Teacher induction programs can improve teacher retention rates when 

implemented effectively (Stansbury, 2002). Induction programs are a form of educational 
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intervention to address new teachers’ learning needs while at the same time helping them 

to develop practical teaching strategies (Feiman-Nemser, 2003). Induction programs are 

successful when they are well planned, well organized, and systematic. Outcomes and 

successes of induction programs are related to the amount, types, and quality of 

experiences provided to beginning teachers (Huling-Austin, 1986).  

 Joftus and Maddox-Dolan (2002) found that the implementation of a successful 

induction program comes with benefits and challenges. Induction programs encourage 

both new and veteran teachers to remain in teaching longer. Induction programs help new 

teachers become more effective in the classroom environment, and veteran teachers will 

also become happier in their jobs when mentoring a beginning teacher which will 

encourage veteran teachers to remain in teaching. 

 There are also some challenges to consider when implementing successful 

induction programs. Joftus and Maddox-Dolan (2002) note that poor school districts may 

not be able to provide enough qualified teachers to serve as mentors to the beginning 

teachers in their schools. Second, large districts and large schools experience problems in 

administrative support and in managing the induction program. Third, new teachers are 

sometimes assigned to classrooms where they cannot effectively teach because of their 

lack of experience. Finally, some induction programs disregard teachers who have been 

trained in alternative teacher preparation programs or non-credentialed teachers and do 

not offer them an induction program. Although there are challenges, a well planned and 

effectively administered program will not only enhance teacher quality but also student 

achievement. 
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 Veenman (1984) also identified five obstacles to establishing and implementing 

an induction program. The first challenge is that schools do not understand their 

responsibility for new teacher induction programs. Some administrators assume that 

education and certification entities ensure that beginning teachers are ready to teach. 

Administrators do not view inadequacy as a responsibility of the school but a failure of 

pre-service preparation (Veenman, 1984).  

 A second obstacle identified by Veenman is that the public views teacher testing 

as a means of improving education. The public does not view preparation as a means of 

improving education. The Holmes Group Report as cited by Kestner (1994) recommends 

teacher testing accompanied with comprehensive teaching preparation. This group 

believes much of the responsibility for teacher preparation should take place outside the 

school district. 

A third obstacle is that political figures are diminishing the importance of teacher 

induction. “Many administrators, threatened by attempts of other groups, teacher unions, 

and school boards to reduce their own power positions, respond to the issues most 

directly linked to their retention of power” (Kestner, 1994, p. 41). New teacher induction 

has not become a salient issue; therefore administrators have not felt a need to address 

this issue within their schools. 

The fourth obstacle is logistical problems. In small districts one individual is often 

responsible for all aspects of administration. This one individual creates a hierarchy of 

school needs which too often does not include new teacher induction. In larger school 
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districts, principals find it difficult to attend to all their required duties. Teacher induction 

appears to be a “monumental” task leaving too little time for other important matters. 

 The fifth obstacle cited by Veenman is funding, which is often limited. “Cutbacks 

require continual reassessment of priorities to ensure students a quality education” 

(Kestner, 1994, p.41). Administrators have difficulty implementing changes that might 

reduce funding for other ongoing needs of the school. 

 In order to develop and retain beginning teachers, a number of school districts 

incorporate an induction program designed by Harry Wong. Wong suggests that effective 

induction programs combine administrative support, mentoring, and systematic training 

(2002). Wong believes that induction programs are the best way to demonstrate support 

for beginning teachers and that mentors and a mentoring program cannot replace or be 

the only form of teacher induction; however, mentoring should be a component of a 

comprehensive induction program (2003). 

 According to Wong (2002) beginning teachers should be introduced to the school 

district’s mission, philosophy, procedures, and cultures. Beginning teachers need training 

in classroom management strategies, explanation of expectations, and on-going support. 

Support should come from mentors, administrators, faculty members, and other staff 

members. 

New teacher induction programs consist of a variety of methods and strategies to 

support beginning teachers (Dyal & Sewell, 2002). Induction programs should focus on 

guiding teachers to become better teachers and should help them develop their own 
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teaching style to be most effective for their students. New teachers should experience 

support and care while participating in an induction program (Menchaca, 2003). 

 Induction programs typically include the first three years of teaching following 

certification. Menchaca (2003) states that 95 percent of first-year teachers who are 

provided the opportunity to participate in a nurturing induction program experience 

success during their first three years in the teaching profession. Teachers who were part 

of a well organized induction program were more likely to remain in teaching after three 

years, and 80 percent of teachers who experienced a successful induction program 

remained in the teaching profession after five years (Menchaca, 2003). 

Induction Goals and Expectations 

 Realistic expectations of what can be accomplished through an induction program 

must be established. Beginning teacher induction programs cannot be expected to 

significantly reform the education enterprise as a whole. Administrators must be realistic 

about what can and cannot be accomplished so that “the benefits can be appreciated for 

what they are and not downgraded for what they fail to be” (Huling-Austin, 1986, p. 5). 

The expectations of an induction program should reflect a desire to assist and assess 

beginning teachers in their new environment (Huling-Austin, 1986). 

 New teacher induction programs must incorporate a vision. Induction must aspire 

to not only increased retention rates but also a high quality of instruction (Moir, Gless, 

2001). Improved teaching performance is a goal of nearly every induction program. If 

teachers are left on their own to develop teaching strategies, they may develop styles that 
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will prevent them from becoming effective, quality teachers. Induction programs will not 

provide quick fixes and no magic solutions to improve teaching practices.  

Improved teaching practices require on-going support. Beginning teachers must 

be provided with meaningful instructional assistance. When beginning teachers are 

provided on-going support with a clear vision, it is realistic to expect induction programs 

to improve teaching performance (Huling-Austin, 1986). Induction programs should not 

settle for survival but a new image of the successful teacher whose leadership is 

developed the moment beginning teachers enter the classroom. Induction programs are an 

opportunity to create educational change and professional renewal (Moir, Gless, 2001). 

 Huling-Austin (1986) notes that another goal of induction is to increase retention 

rates of effective beginning teachers. When beginning teachers leave the profession, there 

is a concern for the lack of quality teachers in every classroom. An induction program 

must be successful in assisting new teachers in the transition from student teacher to 

classroom teacher so that they can develop into quality teachers. School districts cannot 

implement “sink or swim” induction programs and expect to retain beginning teachers. 

 The third goal of an induction program according to Huling-Austin is to promote 

the personal and professional wellbeing of beginning teachers. Induction is the point at 

which beginning teachers experience classroom reality shock. Induction programs must 

help teachers cope with these shocks. New teachers must also be provided information 

about the district and school to orient them to their new workplace environments. 

Beginning teachers need basic information about policies and procedures. Induction must 
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foster improvement and development of beginning teachers and should not just make new 

teachers “feel better” (Huling-Austin, 1986). 

 Another goal of induction is to make teacher learning a priority. Induction 

programs must be designed to provide adequate time and resources for new teacher 

learning and mentor development. Teaching assignments for beginning teachers should 

reflect the needs and developmental level of the beginning teacher (Moir, Gless, 2001). 

 A new teacher mentor is also an important feature to effective induction 

programs. “No technology, no curriculum, no standardized structures can substitute for 

the power of a knowledgeable and skillful veteran to move a novice teacher to ambitious 

levels of teaching” (Moir, Gless, 2001, p. 112). According to Moir, Gless, (2001) 

mentoring requires careful selection, training, and on-going support. An outstanding 

classroom teacher may not necessarily be a successful mentor. Criteria for a mentor 

include the following: strong interpersonal skills, credibility with peers and 

administrators, a curiosity and eagerness to learn, respect for multiple perspectives, and 

outstanding instructional practice. Mentoring is complex and demanding. It is important 

to consider what a new teacher needs to be successful but also what a mentor needs to 

know and do to be supportive to beginning teachers (Moir, Gless, 2001). 

 Induction programs act as a catalyst for changing the school culture and 

improving the teaching profession (Moir, Gless, 2001). Provided with adequate time and 

resources, almost every new teacher might develop into a quality teacher. Most induction 

programs are not designed with this intention because of cost considerations. Rather, 

induction programs provide support and guidance to beginning teachers who exhibit 
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qualities of becoming effective teachers. Practitioners must be realistic about what can 

and cannot be accomplished through an induction program (Huling-Austin, 1986). 

Induction Components 

 Dyal and Sewell (2002) have suggested twelve key principles to guide effective 

new teacher induction programs. The first key element addresses the personal needs of 

first year teachers including housing, transportation, health, and local amenities. Teachers 

should be introduced to faculty and staff members. The second element includes 

performance standards, such as information regarding appraisals and requirements for 

successful teaching. These requirements should also be discussed with beginning teachers 

as well as any state, system, or local policies. 

 Dyal and Sewell recognize classroom management strategies and classroom 

procedures as a third critical element for new teacher induction programs. Principals need 

to know if beginning teachers have had any experience in developing and implementing a 

classroom management plan. Mentoring is the next element included in an effective new 

teacher induction program. It is important that mentoring teachers also receive guided 

training before the mentoring process is initialized (Dyal & Sewell, 2002). 

 Another component of new teacher induction compiled by Dyal & Sewell 

includes observations and follow-up evaluations which should be both formal and 

informal and should identify strengths and weaknesses of beginning teachers. Strengths 

and weaknesses should be identified early in the year so that feedback and provisions for 

improvement can be provided to the first-year teacher. Communication is another 

important element when guiding new teachers. When things are going well, it is 
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important that the principal communicate this with the teacher, and if there are concerns, 

then a conference should be scheduled immediately. All teachers, not just the mentor 

teacher, should be encouraged to meet and visit with new teachers. 

 Another key component to new teacher induction is allowing time for master 

teachers to model lessons for beginning teachers. Model lessons should be relative to the 

new teacher’s needs. Professional development is also a critical aspect to new teacher 

induction. Workshops should enhance teacher development and connect new skills that 

are being learned. It is futile to inundate the beginning teacher with too much information 

in that they will not be able to implement any of the strategies effectively. A very crucial 

aspect of teacher induction programs pertains to materials and resources. It may appear to 

be unimportant to elaborate on details such as materials and resources, but it can bring 

about anxiety if new teachers do not know how to locate and obtain specific materials 

(Dyal & Sewell, 2002). 

 Effective new teacher induction programs should encourage new teachers to 

incorporate critical reflection concerning their day-to-day activities and experiences. The 

final element of a new teacher induction program is to recognize the significance of 

beginning teachers and help them succeed and develop into quality teachers (Dyal & 

Sewell, 2002). 

 Menchaca (2003) found that rather than implementing well-planned induction 

programs, some principals utilize “band-aid” strategies that are intended to be short and 

quick. The “band-aid” strategy incorporates no follow-up or further guidance for the 

beginning teacher. Some “band-aid” strategies might include instructing new teachers 
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where the principal’s office is located should problems occur, introducing other staff to 

the beginning teacher, and showing them where the supplies are kept. Implementing these 

strategies will not guard against long-term problems and challenges that beginning 

teachers will face in their classrooms. 

 Menchaca (2003) cited another strategy frequently used by principals as the 

“sink-or-swim” strategy. Beginning teachers in these situations receive inadequate 

support from the principal as well as other staff members. Beginning teachers are making 

a difficult transition from being students to teaching students in their own classrooms; 

therefore, “sink-or-swim” strategies as well as “band-aid” strategies will leave novice 

teachers feeling discouraged and disillusioned, which will lead to their leaving the 

teaching profession (Menchaca, 2003). In order to satisfy the requirements of No Child 

Left Behind in providing quality teachers in every classroom, schools must implement 

effective and well-organized induction programs. New teacher induction programs should 

be designed to satisfy needs of the teachers, goals of the school, and specific population 

of the students (Joftus, Maddox-Dolan, 2002). 

 According to Johnson and Karods (2002) the Harvard Graduate School of 

Education found that many beginning teachers participate in an induction program that 

lacks organization. Many first year teachers are also not having their needs met through 

active support measures within the school. Both principals and mentors have a 

responsibility to support and guide new teachers. 
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Mentor Programs 

 Mentoring refers to an advisor guiding a colleague who is new to a position or 

profession. In education, mentors can be experienced teachers or principals working with 

novice teachers, a role which falls within the principals function as a schools educational 

leader. “The better all individuals understand the mentoring process, the more the novice 

teacher will benefit” (Bercik, 1994, p. 3). Mentoring is cost effective and shows 

possibilities of improving teacher retention, improving attitudes and instructional 

strategies for beginning teachers as well as providing professional growth opportunities 

for the mentor teacher (Menchaca, 2003). 

 Ganser (2002) notes that mentor programs were developed as a result of increased 

enrollment in certain areas of the United States, and a large scale retirement of teachers 

who were hired during the 1960’s and 1970’s. The third trend leading to mentor 

programs involves policies mandating smaller class sizes which, in turn, resulted in hiring 

more teachers. Today’s mentor programs have a clearer understanding of the complex 

issues surrounding teacher preparation, recruitment, and retention. Teaching is one of the 

few professions in which the novice is expected to assume full responsibility on the first 

day in the work environment (Hall, 1982). 

 Mentoring programs provide opportunities for growth not only for the beginning 

teacher but also for the veteran teacher. Mentors should view this as an opportunity to 

help others, improve themselves, earn respect, develop collegiality, and learn from ideas 

of beginning teachers. With the significant teacher attrition rates, it is unlikely that 

mentors alone will increase beginning teacher retention rates. However, new teachers 
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who are provided mentor support are more likely to be competent and motivated (Odell, 

Ferraro, 1992).  

 Holloway (2001) states that mentoring programs must exude structure and focus. 

Before assuming their duties, mentors should receive formal training to better understand 

what will be expected of them. Mentors can assist beginning teachers in developing 

lesson plans, gathering and evaluating information about teaching strategies, observing 

beginning teachers’ classes, and providing feedback. Beginning teachers should then 

reflect on their current practices and apply new thoughts and ideas to future lessons. 

 Beginning teachers regard principals as a mentor. Principals are often the first 

person beginning teachers meet and the first relationship that will be developed. 

Principals may not always possess the time and energy to adequately support new 

teachers, but it is important that they understand the components of the mentoring 

program and assign a strong mentor to provide additional support to beginning teachers. 

It is important that principals meet regularly with the beginning teacher and communicate 

progress and concerns (Bercik, 1994).  

 According to Ehrich (2000) one aspect of moral leadership centers around 

developing relationships with people. Principals who take an active role in the mentoring 

process of beginning teachers will be able to develop a trusting and supportive 

relationship with beginning teachers. Moral leadership cultivates a caring and trusting 

relationship between the leader and their followers.  

The role of mentors is to nurture, encourage, and stimulate creativity within 

beginning teachers. Mentoring should strive to help beginning teachers develop 
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independence (Bercik, 1994).  This support may be accepted or denied by the beginning 

teacher. 

New Teacher Perspective 

 New teachers enter the teaching profession with a tentative commitment to 

teaching and decide whether to continue teaching based on the support they receive at the 

school and the success they experience with their students (Johnson & Birkeland, 2003). 

Beginning teachers and principals cannot work in isolation and be successful. Principals 

need to interact with beginning teachers and mentor teachers to provide a supportive 

community for beginning teachers to become successful (Stuart, 2002). To guarantee an 

adequate education for all children, an effective teacher must be in every classroom. 

Thus, campus administrators must focus on recruiting, preparing, and retaining beginning 

teachers (Allen, 2000). Beginning teachers should not feel that seeking assistance 

demonstrates a sign of weakness or incompetence (Halford, 1998). 

 Ellen Moir (as cited by Mauer & Zimmerman, 2000) identified five phases 

commonly experienced by first year teachers. Anticipation is the first phase experienced 

by new teachers. Student teachers idealize teaching and want to make a difference in the 

lives of their students. The anticipation stage begins during student teaching and 

continues into the first two or three weeks of school. The second stage is survival. After 

the first couple of weeks of teaching, the beginning teacher begins experiencing 

situations that were not anticipated, and they resort to survival techniques.  

 The next phase according to Mauer and Zimmerman is the disillusionment phase. 

Disillusionment takes place after six to eight weeks of teaching. Teachers become 
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overwhelmed with parent conferences and evaluations, and they begin to question their 

commitment to the teaching profession. The fourth phase is rejuvenation. Teachers who 

are capable of surviving until winter break can spend some time resting and reflecting 

and will then become more comfortable teaching during the second semester. The final 

phase is the reflection phase. Near the end of the first year of teaching, beginning 

teachers reflect on practices that were successful. This is a time to consider changing 

practices to improve for the coming year. 

 According to Adams (1982) beginning teachers have emotional, professional, and 

mentor needs that must be met. Principals should work to meet the emotional needs of 

beginning teachers by developing and establishing a relationship with new teachers on 

their campus. New teachers should be introduced to grade-level colleagues and should be 

provided with an orientation program. Relationship building can become time 

consuming, but it is crucial to building a strong school culture. When new teachers 

become frustrated, it is exhausting to students and the entire school community. 

 Beginning teachers also have professional needs that must be addressed by 

principals. Sargent (2003) states that meeting the professional needs of beginning 

teachers can begin through an orientation program that conveys the vision of teaching 

and learning within the district. This orientation should include workshops focused on 

classroom instruction and philosophies of teaching and learning. Administrators as well 

as beginning teachers should participate in these workshops. This gesture will 

demonstrate to beginning teachers that principals are knowledgeable concerning 

instructional strategies and are willing to work together as a team. 
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 Establishing mentor support for beginning teachers is another need that must be 

fulfilled. New teachers want experienced colleagues who will observe their teaching and 

provide feedback to help them develop instructional strategies, model skilled teaching, 

and share insights about students’ work (Johnson & Kardos, 2002, p. 13). Through the 

mentoring process, new teachers become more autonomous, reflective of their 

experiences, and increasingly aware of the needs of the students (NAASP, 2003). 

 Providing continuous support is a final need that must be maintained for 

beginning teachers. New teachers should be encouraged to continue professional 

development especially throughout the first three years of their teaching careers. 

Professional development opportunities should reinforce the orientation topics. 

Mentoring programs should meet the demands of first-year teachers and lay a foundation 

for long-term professional commitment (Brennan, Thames, & Roberts, 1999). 

 Beginning teachers experience feelings of inadequacy, isolation, and helplessness 

as a normal induction into the teaching profession. They are unaware that others 

experience these similar feelings (Brock, Grady, 1996). These feelings of inadequacy and 

isolation may cause them to become disillusioned and quit teaching after the first year. 

New teachers can use survival strategies to overcome these feelings; however, these 

survival skills will not develop expert teachers who reach their full potential, who remain 

in the teaching profession, and who produce successful student learners (Scott, 1995). 

Once new teachers have a clear understanding of their abilities and strengths, they will 

begin to gain confidence in their teaching practices (Delgado, 1999). 
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Administrative Perspective 

 Principals play an important role in inducting beginning teachers into the teaching 

profession (Brock, Grady, 1996). Overall success of an induction program rests in the 

hands of the campus administrator. Administrators who believe that recent student 

teaching graduates are finished products will have difficulties retaining beginning 

teachers (Sharratt & Sharratt, 1991). It is critical for principals to engage their new 

teachers in induction programs and be willing to provide them with necessary assistance 

(Menchaca, 2003).  Principals who retain quality teachers provide an environment where 

they can develop competence and take pride in being teachers (Jorissen, 2002).  

According to Colley (2002) principals possess the ability to create an environment 

that will stimulate beginning teachers’ full potential. Mentor teachers provide beginning 

teachers with instructional advice, but new teachers desire additional support and advice 

from the principal. New teachers want to be acquainted with the principal’s expectations 

regarding instructional practices, grading, and student achievement.  

 Inadequate administrative support is often cited as a reason for teachers leaving 

schools or leaving the teaching profession all together (Hawley, 2000). Beginning 

teachers describe effective principals as those who are present in the daily life of the 

school as well as in the professional development of the teacher. Effective principals 

strive to improve teaching and learning of the beginning teacher, are visible in the 

classrooms, and provide essential feedback on a regular basis. Principals should work 

toward arranging schedules so that teachers can meet together one-on-one or in small 

groups during a common conference time. Beginning teachers described effective 
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principals as those who helped them set professional goals, recommended relevant 

workshops, and worked toward building a professional culture in the school community 

(Kardos & Johnson, 2002). 

 Active support from the principal continues to be of vital importance even if a 

mentor is provided to the beginning teacher (Stansbury, 2001). Principals need to 

demonstrate a commitment to the mentoring program in order to retain beginning 

teachers. Principals need to understand the goals and processes of the mentor program 

and need to carefully match a beginning teacher with another veteran teacher. 

Administrators need to make sure beginning teachers have ample time to attend training 

sessions that will enhance their teaching strategies (Monsour, 2003). 

 Regardless of who may be in charge of new teacher induction programs, 

principals must be supportive on a daily basis. Individuals in charge of new teacher 

induction must recognize the importance of the responsibilities of the principal to a 

successful induction program. Principals can help beginning teachers become successful 

and reach their full potential (Ganser, 2001).  

Each beginning teacher should be treated with dignity and respect and should be 

viewed as a human resource who has invested much time and energy in preparation to 

become a teacher. Principals have a responsibility to see that new teachers succeed so 

that every student can have the opportunity to succeed. Beginning teachers must be 

trained and prepared in order to succeed. Regardless of how successful teacher 

preparation programs may have been, beginning teachers still have much to learn. By 

providing beginning teachers with an organized system of support, principals will 
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develop lifelong learners who have a desire to remain in the teaching profession in order 

to share their knowledge with future students and teachers (Sargent, 2003).  

Moral Leadership 

 Values are a central aspect of all leadership and administrative practices (Bates, 

1993; Evers & Lakomski, 1991).  Hodgkinson (1991) states that if there is no conflict of 

values then there is no need for leadership. Moral leadership is concerned with the values 

and ethics of the leader. Duignan and McPherson (1993) state that leadership should be 

concerned with what is right and what is wrong rather than with attitudes, styles and 

behaviors.  

 Moral leadership is a well-known approach to becoming an inspirational leader 

who is able to transform followers and initiate significant organizational change (Evers & 

Lakomski, 2000).  Hodgkinson (1978) found that there is such an overlapping of values 

among individuals within an organization, that often the tendency is to avoid problems of 

value altogether. At this point, leaders no longer lead but revert to managerialism. 

Administrators must strive to merge their own values with the collective values of the 

organization. Hodgkinson states that “a knowledge of value somewhat beyond that of the 

ordinary man is a desirable professional attribute in administration” because 

administrative actions affect the overall quality of organizational life (p. 103).  

 Hodgkinson (1978) identified three categories of values that can be utilized to 

justify administrative decisions. “Subrational” values are the least adequate set of values. 

These values manifest feelings and emotions and are the leaders own self-justifying 

preferences. “Rational” values are more defensible values. Leaders who implement 
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“rational” values justify their decisions based on a consensus among effected individuals 

or “an appeal to some future consequences of choice held to be desirable.” 

“Transrational” values are the most defensible set of values to utilize during the decision 

making process. These principles “take the form of ethical codes, injunctions, or 

commandments” and cannot be justified by logical argument.  

 Hodgkinson (1978) hypothesizes that the quality of leadership is related to the 

moral climate of the organization; a difficult concept to test. Moral leadership may 

highlight elements of legitimacy and credibility within the administrator while bringing a 

quality of meaning to the organization as a whole. When administrators demonstrate a 

concern for each teacher and their individuality, then the moral climate of the school 

would become more positive. Hodgkinson states that if this hypothesis were to be 

confirmed, there would “be an incentive to moral behavior and an organizational reward 

for the practice of responsibility” (p. 179). 

 According to Evers and Lakomski (1991) decisions and actions by educational 

administrators should be educative and growth of knowledge should be promoted. 

Administrative duties are not morally neutral; therefore, the ultimate goal educational 

leadership should be to enhance organizational learning. 

Four Component Model  

 James Rest (1994) developed four psychological components for determining 

moral behavior. The four components are moral sensitivity which encompasses 

interpreting the situation. The second component is moral judgment which includes 

judging which action is morally right or wrong. The next component is moral motivation 
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which involves prioritizing moral values relative to other values. The final component is 

moral character which ultimately means having courage, persisting, overcoming 

distractions and implementing skills. 

 According to Rest (1994) moral sensitivity is an awareness of how our actions 

affect other people. This involves being aware of different possible lines of action and 

how each line of action could affect others involved. It also involves imaginatively 

constructing possible scenarios, and knowing cause-consequence chains of events in the 

real world. 

 Once an individual is aware of possible lines of action and how people will be 

affected by each line of action, then moral judgment judges which line of action is 

morally justifiable. Moral motivation then has to do with the importance given to moral 

values in competition with other values. Problems occur when person is not motivated to 

put moral values higher than other values. 

 The final component of moral character involves ego strength, perseverance, 

backbone, toughness, strength of conviction, and courage. A person may be morally 

sensitive, make good moral judgments, and place high priority on moral values; however, 

if the person wilts under pressure, is easily distracted and discouraged, or ill-willed then 

moral character decreases. All four of the previous components are determinants of moral 

action. The four components comprise a logical analysis of what it takes to behave 

morally. 
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Historical Perspective 

Historically, principals and schools have not adequately supported the learning 

process of beginning teachers. In past years, little attention has been given to the 

induction of new teachers in the teaching profession. Two decades ago, induction 

programs were unknown due to the myth that teacher education graduates were prepared 

to teach in the classroom with no additional assistance from administrators or other 

colleagues (Moir, Gless, 2001). 

 Principals need to be empathetic to the challenges, difficulties, and loneliness that 

the first year of teaching will bring about. Beginning teachers experience reality shock, a 

struggle to survive, and a loss of idealism when they enter their teaching career. 

Principals should consider placing beginning teachers in an environment where the 

teacher will learn, grow, and feel successful (Menchaca, 2003). 

 This is a value change for the principalship. Values are a crucial aspect to all 

leadership and administrative practices (Evers and Lakomski, 1991). The focus of moral 

leadership is on the values and ethics of the leader (Leithwood & Duke, 1999). 

Hodgkinson (1978) notes that “the intrusion of values into the decision-making process is 

not merely inevitable, it is the very substance of decision” (p.59). 

 Leithwood & Duke (1999) found that public school leaders during the pre-1900 

era relied upon Protestant religious values as their source of authority. The values utilized 

by these men were viewed as equal for all students although many of the students were 

not of Protestant faith.  During these early years, religious values served as the basis for 
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determining the goals of education and the leaders were expected to live by the values 

and model them as well. 

 Tyack (as cited by Leithwood & Duke, 1999) found that the certification of 

superintendents during this early era was not based on education as much as their church 

membership . Within small communities, superintendents enforced the morality of the 

village. Superintendents during this time period viewed themselves as “aristocrats of 

character” (p. 57). It was not unusual for school leaders to rely on religious values 

because many Victorian Americans believed that their country had been chosen as the 

preeminent Christian nation and that good citizens acted in accord with Christian values.  

 Beck & Murphy (1993) note that well into the 1920’s religious values were still a 

valuable source of authority for public school leaders. By the 1930’s religion was 

becoming obsolete as the source of authority for public school leaders. Later during the 

1990’s religious values began to be reintroduced as a valuable source of leadership 

authority. Religion has played a consistent role in leadership authority throughout the 

twentieth century. “In making the case that leadership authority should be based on 

concepts of what is right and good, religion provided one of the earliest roots of today’s 

concept of moral leadership” (Leithwood & Duke, 1999, p. 57). 

Moral Leadership and New Teacher Induction 

Teacher retention and attrition rates continue to present challenges to both school 

administration and to school communities as a whole, particularly schools of low socio-

economic status. New knowledge needs to be provided, particularly regarding the 

responsibilities of the principal in new teacher induction and how these responsibilities 
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affect the retention rates of beginning teachers. More research must also be conducted to 

study the impact of moral leadership on new teacher induction programs and ultimately 

the retention of beginning teachers.  

At this point, the literature only confirms that school administrators have a moral 

obligation to see that their students and teachers are successful (Greenfield, 1995). In 

order to be sure that teachers and students are successful, principals must take an active 

role in new teacher induction programs. There is no research specifically linking moral 

leadership with increased involvement by principals in new teacher induction or 

increased retention rates of beginning teachers. However, the definition of moral 

leadership, influence derived from conceptions of what is right or good, implies a 

responsibility on the part of a principal to foster growth and success within the adults 

they lead as well as the children they serve. A moral principal does not let a beginning 

teacher or veteran teacher flounder but strives to develop a trusting, caring relationship 

with them in order to help them become a successful teacher. 

Summary 

When principals exhibit a clearer understanding of their responsibilities to 

beginning teachers, especially beginning teachers in low-income schools, then retention 

rates will begin to increase. Principal responsibilities may need to be adapted to the 

particular campus in order for administrative efforts to be most effective for beginning 

teachers on their campus. Moral leadership may also help principals to become more 

understanding and empathetic towards the needs of beginning teachers.  
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New-teacher retention has typically been studied from the relationship of the 

mentor and beginning teacher rather than the relationship between principal and 

beginning teacher. A recurrent theme in the literature is that new teachers must be 

provided organized, comprehensive support during their beginning years in the teaching 

profession. Comprehensive induction programs which include mentor programs and 

active administrative support will provide teachers with opportunities to become highly 

qualified teachers who will remain in the teaching profession.  

School administrators are beginning to realize the importance of providing 

induction programs to beginning teachers. There is a need to better understand the active 

role and responsibilities of the principal along with the impact of moral leadership within 

new teacher induction programs. Principals need to develop instructional strategies that 

will meet the needs of beginning teachers on their campus.  

According to Weasmer, Woods and Mays (1998) measures must be taken to 

retain quality educators in the school community. Support must come from a variety of 

sources including the campus administrator, colleagues, and students. “A thoughtful 

principal can ease induction from the outset by anticipating difficulties, providing 

support, and becoming an advocate for budding professionals” (Weasmer, Woods & 

Mays, 1998, p. 42). 
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Table 1. Historical Perspectives of Moral Leadership 

Year Perspective Researcher 

 

Pre-1900 

Protestant religious values: 
ministers preached the 
value of public schooling 
and aims for schooling 
based on virtues required to 
lead a “good” life 

 

Leithwood and Duke, 1999 

 

1920’s 

Influence of religious 
values as a source of public 
school leadership as well as 
scientific management 

 

Beck and Murphy, 1993 

 

1930’s 

Protestant church and its 
values began to relinquish 
their hold on public school. 
Religion was no longer a 
source of authority. 

 

Spady, 1994 

 

1990’s 

Public schools become 
reintroduced to the political 
power of religious values. 

 

Spady, 1994 

 

20th Century 

Religion is a critical source 
of leadership authority in 
North American schools 
particularly in transmitting 
values of specific religions 
such as Catholic schools. 

 

Bryk, Lee, and Holland, 
1993 

 

 

1970’s 

New teachers who asked for 
an induction program would 
have been viewed as weak 
teachers. Administrators 
who offered assistance to 
beginning teachers would 
have been viewed as hiring 
inadequate teachers. 

 

 

Ganser, 2001 

 

1980’s 

Myth: Teacher education 
graduates were prepared to 
teach with no additional 
assistance. 

 

Moir, Gless, 2001 
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Table 2.  Summary of Reference List 

Date Author Summary 

2004 Johnson, Kardos, 
Kauffman, Liu, & 

Donaldson 

Beginning teachers need 
support to increase retention 
rates, and to help them meet 
the needs of all students. 

2003 Darling-Hammond Schools must be committed 
to finding, keeping and 
supporting good teachers.  
Good teachers go where 
they are supported and 
appreciated. 

2003 Ingersoll, Smith, & Thomas Improving teachers working 
conditions can lower 
teacher turn-over and 
improve school 
performance. 

2003 Feiman-Nemser Addressing the learning 
needs of new teachers can 
improve teacher retention. 

2003 Johnson, & Birkland The experiences of 
beginning teachers impacts 
their reason for leaving 
during the first three years. 

2003 Moir Mentoring and induction 
programs can help break the 
cycle of attrition. 

2003 Monsour The first year of teaching is 
critical for long term 
success and retention of 
beginning teachers. 

2002 Colley The principal acts as an 
instructional leader, culture 
builder, and mentor 
coordinator. 

2002 Dyal, Sewell Successful schools nurture 
and develop beginning 
teachers over time. 

2002 Ganser Mentoring programs are 
only one component of a 
quality induction program. 
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2002 Gideon Collaboration between 
teachers and administration 
is time consuming. 

2002 Hardebeck, & Warm A systematic approach to 
new teacher orientation is 
critical. 

2002 Johnson, & Kardos Schools need to focus on 
professional development 
and ongoing induction of 
beginning teachers. 

2002 Joftus, & Maddox-Dolan Schools must attract, and 
retain effective teachers to 
comply with No Child Left 
Behind. 

2002 Jorissen Principals can retain new 
teachers by providing 
opportunities for them to 
excel. 

2002 Stansbury, & Zimmerman Beginning teachers need 
support to stay in the 
teaching profession and 
meet the high teaching 
standards. 

2002 Stuart New teachers need proper 
preparation, and help of a 
supportive principal. 

2002 Wong Induction is a process to 
help teachers adjust to a 
new environment and helps 
principals keep teachers 
they hire. 

2001 Ganser Success of professional 
development activities is 
dependent upon the 
principal’s active support. 

2001 Holloway Mentoring programs can 
lower attrition rates, and are 
beneficial to beginning 
teachers and veteran 
teachers. 
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2001 Kardos, Johnson, Peske, 

Kauffman, & Liu 
Principals need to make 
sure the needs of beginning 
teachers are recognized and 
addressed. 

2001 Moir, & Gless Quality induction programs 
act as a catalyst for 
changing school culture. 

1999 Norton Administrators and other 
personnel must provide 
leadership to prevent 
teacher turnover. 

1998 Weasmer, & Woods Principals can offer 
informal assessments, and 
periodic written feedback to 
support and retain 
beginning teachers. 

1997 Boe, & Bobbitt Teacher turnover represents 
instability, and 
understanding why teachers 
leave can minimize 
turnover. 

1994 Bercik The principal plays a vital 
role as a mentor to 
beginning teachers 

1991 Sharratt, & Sharratt First year teachers need 
support from the principal 
and other colleagues to 
assist in their transition. 

1986 Huling-Austin Realistic expectations must 
be set for an induction 
program. 

1982 Adams Frustrated and exhausted 
new teachers impact the 
school community as a 
whole. 
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CHAPTER III 
 

METHODOLOGY 
 

Introduction 
 

 This qualitative study was designed to examine the role and responsibilities of the 

principal in new teacher induction programs in a school with a high percentage of low 

socio-economic students as compared to a school with a low percentage of low socio-

economic students. Over the next decade approximately two million teachers will be 

hired to teach school children in America (Dyal & Sewell, 2002). Nearly 30 percent of 

teachers will leave the teaching profession in the first five years. For urban schools the 

attrition rate is higher. Almost 50 percent of urban teachers leave within the first five 

years of teaching (Menchaca, 2003). Principals play an important role in the induction 

process and are challenged to provide new teachers with support and guidance through 

induction programs (Dyal & Sewell, 2002).  New teachers encounter principals who do 

not care for their needs nor support their endeavors (Glickman, Gordon and Ross Gordon, 

2001). 

 The role of the principal in new teacher induction was examined by conducting 

interviews with beginning teachers and principals and examining the new teacher 

induction program as established by the school district. For this study the use of the word 

“beginning teacher” or “new teacher” refers to a teacher who has completed their first 

year of teaching through their third year of teaching. This study attempted to gain a 

clearer understanding of the principals’ role and responsibilities in induction when 

schools have differing socio-economic status.  
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Research Questions 

 Two primary questions guided this research:  

1. What is the role of the principal in new teacher induction 

programs? 

2. How does this role differ, if in any way, in low versus high 

socio economic status schools? 

Additional questions were also considered during this study. 

1. What are the beginning teachers’ beliefs regarding their induction program 

and the perceived role of the principal? 

2. What are the principals’ perceptions regarding their responsibility in new 

teacher induction programs? 

3. How do the principal’s perceptions of his/her investment in new teacher 

induction programs compare with the teachers’ reactions to the process? 

4. Does the principal’s understanding of moral leadership impact his/her 

actions toward new teachers and teacher induction programs? 

Rationale 

 “The phrase qualitative methodology refers in the broadest sense to research that 

produces descriptive data: people’s own written or spoken words or observable behavior” 

(Taylor and Bogdan, 1984, p. 5). Qualitative research strives to understand individuals in 

their natural setting and how they interpret their world (Denzin and Lincoln, 2003). 

Qualitative research refers to the “meanings, concepts, definitions, characteristics, 

metaphors, symbols, and descriptions of things” (Berg, 2004, p. 3).  Qualitative research 
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examines social settings and the individuals in the setting in order to answer a particular 

question. Qualitative methods are used to find out what “people do, know, think, and feel 

by observing, interviewing, and analyzing documents” (Patton, 2002, p. 145). Qualitative 

techniques were the most appropriate method to obtain significant information to answer 

the research questions and gain a better understanding of principals’ and their role in new 

teacher induction. 

 Taylor and Bogdan (1984) described some specific characteristics of qualitative 

researchers. Qualitative research is an inductive process in that researchers gain insight 

and a deeper understanding through patterns in the data. Qualitative researchers tend to 

look at their site of study and the participants as a whole rather than reducing them to 

parts. Qualitative researchers understand their impact on individuals in the study and 

interact with them in an “unobtrusive” manner while trying to identify with their 

participants in order to better understand their experiences and how they view their 

world.  

Taylor and Bogdan (1984) also noted that qualitative researchers disregard their 

own perspectives in order to gain a first-time understanding of events, yet all perspectives 

in a study are valued by the qualitative researcher. Qualitative researchers focus on the 

human side of the participants by getting to know them as people rather than as numbers. 

Credibility is also important to the qualitative researcher by obtaining first-hand 

knowledge and conducting research in a systematic manner. Finally, the methods to 

conduct qualitative research are not as “standardized” as other research processes (Taylor 
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& Bogdan, 1984, p. 8). Qualitative researchers must be flexible in the ways in which they 

conduct their studies.  

Case Study 

 Qualitative research utilizes a variety of approaches including case study, 

personal experience, introspection, life story, interviews, artifacts, cultural texts, and 

visual texts (Denzin and Lincoln, 2003). The case study was selected as the 

methodological approach for this study because the case study method is useful for 

researching relationships, behaviors, and attitudes in an organizational setting (Berg 

2004). Berg (2004) states that “case study methods involve systematically gathering 

enough information about a particular person, social setting, or even group to permit the 

researcher to effectively understand how the subject operates or functions” (p. 251). 

 Stake (1995) described three types of case studies as being intrinsic, instrumental, 

and collective. Intrinsic case studies examine a single case to better understand a specific 

aspect of the case. The instrumental case study focuses on understanding a theory. The 

third case is a collective case study. A collective case study researches several cases to 

understand a particular phenomenon (Stake, 1995). This study sampled multiple cases in 

order to better understand the role of the principal in new teacher induction programs and 

how their understanding of moral leadership impacts their actions. 

 Jensen and Rodgers as cited in Berg (2004) described four types of case studies. 

Snapshot case studies are “objective studies of one research entity at one point in time” 

(p. 257). Longitudinal case studies also research one organization, but at various points in 

time. Pre-post case studies research an organization at two points in time marked by a 
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critical event. Patchwork case studies utilize multiple case studies to better understand the 

entire entity. The final case study type is comparative. Comparative case studies make 

use of multiple cases for the purpose of comparison. This study was a comparative case 

study because it compared the role of the principal in new teacher induction in relation to 

the socio-economic status (high versus low socio-economic status) of the student 

population.  

Case study analysis focuses on specific cases to provide in-depth understanding 

and comparison. “The purpose is to gather comprehensive, systematic, and in-depth 

information about each case of interest” (Patton, 2002, p. 447). This study focused on the 

comparison of the role of the principal in new teacher induction. Both principals and 

beginning teachers at the two schools supplied valuable information to provide a deeper 

understanding of the role of the principal in new teacher induction. 

 There are disadvantages to consider when conducting case study research. Yin 

(1994) discusses some of the disadvantages. Case study research is time consuming and 

requires thorough planning by the researcher. Significant data will be collected from a 

case study and will require time to analyze and interpret. A second disadvantage of case 

studies is the lack of transferability. In order to establish transferability, the research must 

be comprehensive, and participants must be selected purposefully. The third disadvantage 

of qualitative research is lack of “rigor” and ability to yield accurate results. In order to 

establish credibility, the researcher must allow the participants to review and confirm that 

the collected data is accurate.  
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 Although there are disadvantages to case study research, there are several 

advantages. In qualitative research, the participants and setting are viewed as a whole 

rather than being reduced to variables. Qualitative researchers focus on conducting their 

studies in a natural setting in order to better understand the point of view of the 

participants. “When we study people qualitatively, we get to know them personally and 

experience what they experience in their daily struggles in society” (Taylor & Bogdan, 

1984, p. 7). 

 The advantages outweigh the disadvantages with regard to qualitative methods. 

Berg (2004) wrote, “the case method is an extremely useful technique for researching 

relationships, behaviors, attitudes, motivations, and stressors in organizational settings” 

(p. 260). This comparative case study examined a number of these aspects for moral 

leadership is a leadership style that derives right and good decisions based on one’s 

attitude and motivation. Relationships between beginning teachers and principals was a 

key aspect of this research study. Also the leadership behaviors of the principal in regard 

to inducting beginning teachers was examined during this study. 

Context of the Study 

 This study was conducted with principals and beginning teachers in a school 

district in a Southwestern state. Interviews were conducted with multiple principals and 

beginning teachers. The sites were selected based on criteria established in the research 

questions. 

 Schools were selected based on the socio-economic status of the student 

population. This information was accessed through the state’s education agency’s website 
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and accessing “report cards” for specific schools. Two elementary school sites were 

selected for this study. Interviews were conducted with the principal on each campus and 

two beginning teachers from each campus. The study compared the role of the principal 

in new teacher induction in schools that represent different socio-economic status of 

students. The beginning teachers were selected based on specific characteristics to answer 

the research questions. Beginning teachers must have been currently finishing their first 

year of teaching or in their second or third year of teaching. Principals were also selected 

based on specific characteristics. Principals must have had at least two or three years of 

administrative experience at their current campus. 

Data Sources 

 Glesne (1999) states that researchers will not be able to interview every person 

nor observe all situations; therefore, a selection strategy must be devised to select 

participants. Quantitative researchers select participants through random samples, but 

“qualitative researchers tend to select each of their cases purposefully” (Glesne, 1999, p. 

29). Stake (2000) notes the importance of identifying characteristics in accordance with 

the focus of the case study. 

 This study gathered data from elementary principals and beginning teachers 

which required purposeful sampling based on specific characteristics to sufficiently 

answer the research questions. Once the sites were selected based on socio-economic 

status, the participating principal at the site was identified to then determine if he/she met 

the specified criteria. Participants were notified that their school was selected to 

participate in the study. The participants were then briefed on the purpose for the study 
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and were asked to participate in the study. The primary difference in principal 

participants was the socio-economic status of their schools. Principal participants also 

varied in years of experience.   

The second group of participants to be studied included beginning teachers who 

completed one year of teaching, or teachers who had up to three years of experience. 

Once the school site was selected, teachers who met the specified criteria received 

individual notice informing them of the purpose of the study and were invited to 

participate in the research. This study focused on the role of the principal; therefore, it 

was important to select teachers who participated in the same induction program with the 

current principal. 

Although there was one African American and one Hispanic beginning teacher at 

the low-income school, two Caucasian teachers were selected for this study because 

female, Caucasian  teachers represent the majority of beginning teachers.  They would 

provide a viewpoint that might be similar to many other beginning teachers, particularly 

in low-income schools.. 

 The researcher provided letters in person to all participants who met the criteria 

established by the research parameters. These letters were sent out during the spring 

semester of 2005. This letter provided information detailing data collection methods 

along with an explanation of confidentiality rights (Glesne, 2004). Participants had the 

opportunity to contact the researcher to indicate their decision to participate in the study. 
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Data Collection 

 Data collection procedures were established after determining data sources. 

Qualitative researchers implement a variety of strategies including interviews, 

observations, document and record analysis, nonverbal cues, and personal experience 

(Lincoln & Guba, 1985; Denzin & Lincoln, 2003). Qualitative researchers rely on 

multiple methods to gather data to enhance trustworthiness (Glesne, 1999). This strategy 

is also referred to as triangulation. Triangulation guards against researcher bias through 

obtaining information from various sources (Taylor & Bogdan, 1984). Triangulation 

includes a variety of data, investigators, theories, and methods (Berg, 2004). In 

qualitative research the researcher becomes the primary instrument for gathering data. 

Credibility in this research method hinges on the skill and competence of the researcher 

(Patton, 2002).  

Interviews 

 The primary data collection method in this study was interviews. The purpose of 

the interview was to obtain credible and dependable information. It is also a means of 

gathering large quantities of data in a short amount of time (Marshall & Rossman, 1989). 

Patton (2002) states that “the quality of the information obtained during an interview is 

largely dependent upon the interviewer” (p. 341).  Organization is a key aspect to a well 

planned interview. The researcher cannot observe everything; therefore, interviewing 

allows the researcher to gain information from another person’s perspective (Patton, 

2002). These aspects of interviewing were appropriate for examining the role of the 

principal in new teacher induction. 
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 Interviews were conducted with several participants throughout the research 

process. Questions related to the role and responsibilities of the principal in new teacher 

induction. This role was one that would be difficult to observe; therefore, interviewing 

was an appropriate means for gathering the information (Patton, 2002). Interviews were 

conducted not only with principals but also with beginning teachers to evaluate multiple 

perspectives. These interviews provided a deeper understanding into the views of both 

principals and new teachers (Yin, 1994). The participants provided insight into new 

teacher induction that otherwise would have been difficult to observe. 

 The interview questions were developed by the researcher to answer the research 

questions. These questions were reviewed by university professors to ensure they 

accurately addressed the research questions.  

 Spradley (1979) identified three important ethnographic elements which include 

explicit purpose, ethnographic explanations, and ethnographic questions. The 

ethnographer must provide the informant with a clear purpose for the interview. The 

ethnographer must also offer any necessary explanations to the informant. Spradley also 

identifies three important ethnographic questions to guide the interview. Descriptive 

questions are utilized in all interviews and are the easiest questions to ask the informant. 

Structural questions allow the ethnographer to obtain cultural knowledge from the 

informant. Finally, contrast questions help the ethnographer understand what the 

informant means by certain terms.  

 Berg (2004) outlines three types of interviews. These three interviews are 

classified as standardized, semi-standardized, and unstandardized. Standardized 
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interviews are used to gain all relevant information that is pertinent to the research study. 

The questions are predetermined with no deviation from them during the interview. 

Semi-standardized interviews are systematically planned; however, deviations are used to 

gather more information when appropriate. Unstandardized interviews are completely 

unstructured with no set wording or order to the questions (Berg, 2004). This study will 

utilized the semi-standardized interview with all participants.  

 In conducting semi-standardized interviews, Berg (2004) suggests three 

assumptions to take into consideration. The first assumption addresses the interview 

questions. The questions must be worded in terms familiar to the participant. The 

researcher must consider that individuals understand their environment in different ways. 

The interviewer must be willing to make adjustments during the interview process.  

 According to Berg (2004) four specific types of questions may be included during 

the interview. The four types of questions are essential, extra, throw-away, and probing. 

Essential questions are asked to gather information directly related to the study and the 

specific research question. Extra questions are considered follow-up questions to 

essential questions. Extra questions establish reliability of the responses by asking the 

same question in a different manner. Throw- away questions establish rapport and gather 

demographic data. Probing questions encourage elaboration to responses. Questions for 

this study were compiled with regard to these specific types of questions.  Interview 

questions were worded to obtain the pertinent information.  

There are several problems to consider when constructing interview questions.  

Concerns include affectively worded questions, double-barreled questions, and complex 
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questions. Using the word “why” often produces negative thoughts and responses. 

Affective words inhibit the participant from answering the question to the fullest extent. 

Double-barreled questions are ineffective because the question requires a response to two 

issues in one question. Complex questions are long and involved, and the participant may 

not hear or comprehend the entire question. It is important to keep questions clear and 

concise to allow for clear and effective responses. 

Principals 

 Principals were interviewed for this study to better understand their role and 

perspective in regard to new teacher induction. Principals were able to provide 

information concerning active measures they took throughout the induction process to 

train, support, and retain beginning teachers. They expounded on strengths and 

weaknesses of the induction program for their beginning teachers. The principals also 

clarified how the socio-economic status of the student population impacted their role in 

new teacher induction. Principal interviews also provided insight into the moral elements 

of their leadership particularly when making decisions regarding new teacher induction. 

Beginning Teachers 

Beginning teachers in their first, second, or third year of teaching were 

interviewed during this study. First, second, or third year teachers reflected on their first 

year of induction and how the principal played a role in this induction process. The 

teachers provided an additional perspective into the role of the principal during the 

induction program. Beginning teachers addressed strengths and weaknesses of the 

induction process. 
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Archival Data 

 A second source of data collection included archival resources. Archival data may 

be public or private (Denzin, 1970). Documents and records are useful sources of 

information but are often ignored by many researchers (Lincoln & Guba, 1985). Archival 

documents make the findings of the study more trustworthy and may guide the researcher 

in a new direction for the interviews (Glesne, 1999)  Documents “provide you with 

historical, demographic, and sometimes personal information that is unavailable from 

other sources” (Glesne, 1999, p. 58).  Examination of district induction data provided 

insight into district expectations in regard to the role of the principal in new teacher 

induction which, in tur, provided a rich source of information about the district induction 

program (Patton, 2002). 

 There are several advantages to using documents in a research study. First of all, 

documents and records are usually available for a low cost or possibly free. They are also 

a “stable” source of information (Lincoln & Guba, 1985, p. 276). Records and documents 

can be analyzed and reanalyzed indefinitely during the research study. A third advantage 

to using archival sources is that they are a “rich” source of information (Lincoln & Guba, 

1985, p. 277). Archival records are also nonreactive, unlike human participants in the 

research study (Lincoln & Guba, 1985).  

 There are also disadvantages to consider when using archival sources. It is 

possible that there may be some error in the documents, whether it is intentional or 

unintentional. Records are maintained by a specified system; and if the system changes, 

discrepancies may occur in the documents. There is also a problem in manipulation of 
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numbers in archival sources. Researchers may manipulate numbers to make the research 

easier for them or to improve the outcome of the research (Lincoln & Guba, 1985).  

 This case study examined documents related to the school district induction 

program for new teachers. Handbooks and other documents relating to new teacher 

induction were collected from Central Office. Errors can occur when making use of 

archival data. Through data triangulation, these errors can be controlled (Berg, 2004). 

Archival data can be examined numerous times and can provide information covering a 

number of years (Yin, 1994). Documents were studied to provide a clearer and more in-

depth understanding of the role of the principal in new teacher induction. 

Pilot Study 

 A small pilot study was conducted in order to refine interview questions. This 

study was conducted with four elementary principals working in low socio-economic 

schools to better understand their role in new teacher induction. During this study the 

researcher was able to determine which interview questions would guide the researcher to 

answering the primary research question. The study was conducted with the assistance 

and guidance of a university professor who provided input regarding wording of 

questions and importance of questions to ask during the interview. Participant consent 

was attained prior to conducting the interviews and confidentiality was carefully 

maintained. 

Data Analysis 

 “Data analysis must begin with the very first data collection” (Lincoln & Guba, 

1985, p. 242). Analysis of qualitative research converts the data into findings. It will be a 



 62

challenge to make sense of the massive amount of data that will be collected (Patton, 

2002). Analysis works toward bringing order, structure, and meaning to this large amount 

of collected data (Marshall & Rossman, 1989). Analysis of qualitative data requires a 

search for general statements and relationships among specific categories of data 

(Marshall & Rossman, 1989). When data analysis is conducted concurrently with data 

collection, the study will gain focus as it progresses (Glesne, 1999). 

 Berg (2004) outlines three actions of data analysis - data reduction, data display, 

and conclusions and verification. Qualitative data becomes so massive that there is a need 

to reduce the amount of data to make it more understandable and to specify themes. Data 

reduction occurs continually throughout the research process. Data reduction methods 

include written summaries, coding, development of grounded themes, and identifying 

analytic themes. The next step in data analysis is data display. Data must be presented in 

an organized manner which may be accomplished through tables, tally sheets, or 

summaries of data. Data display helps the researcher understand the patterns in the data. 

The final component of data analysis is conclusions and verification. Once the data has 

been reduced and displayed, conclusions will begin to emerge. These conclusions must 

then be verified. Verification can be completed by retracing analytic steps during the 

research process or having another researcher examine the data. 

 Data analysis consisted of identifying, coding, categorizing, classifying and 

labeling patterns and themes from the existing data. Significance must be determined 

from the interviews, observations, or archival sources. To begin organizing the data, the 

researcher must read through the interviews and field notes to begin identifying central 



 63

topics in the data. This process will aid in the interpretation of the findings at the 

conclusion of the study (Patton, 2002). 

 Coding is a means of data analysis. Coding will develop a more specific focus and 

will help establish more relevant questions (Glesne, 1999). Coding and comparing were 

utilized in this case study. Coding the data aided in interpretation of the data (Taylor & 

Bogdan, 1984). Data analysis began simultaneously with data collection. During the 

analysis process, themes were compiled and coded. The codes were determined from 

information obtained through interviews (Lincoln & Guba, 1985). 

 During this study, interviews were recorded with the permission of the 

participants. Immediately following, the interviews were transcribed in order to begin the 

coding process. The analysis process incorporated the constant comparison analysis 

method (Taylor & Bogdan, 1984). Coding of the data allowed themes to emerge. 

Categories emerged through coding and were compared with other data. The data was 

read and reread during and throughout the coding process (Patton, 2002). Each of these 

steps were important to make sense of the massive amount of data.  

Data Management Plan 

 The beginning phases of this study took place during the Spring semester, 2005. 

Essential district materials regarding teacher induction were collected to begin initial 

analysis of the principals’ role in new teacher induction. This data was obtained from the 

district central office, and contact was made with the individual in charge of the new 

teacher induction program. Interview questions were then compiled and revised with 

input from professors. 
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 The next step was examining school “report cards” through the state education 

agency website. These reports were analyzed to identify schools that met specific criteria, 

particularly socio economic status, to answer the research questions. One school with a 

high percentage of low socio-economic students and one school with a low percentage of 

low socio-economic students were identified. Initial percentages included schools with 50 

percent or more of their students classified as economically disadvantaged and schools 

with less than 15 percent of their students classified as economically disadvantaged. The 

percentage of students classified as economically disadvantaged was based on the 

number of students who receive free and reduced cost lunches.  

 After the schools were identified, the principals from these schools were 

contacted to provide information pertaining to the study. At this time it was determined if 

the principal had been an administrator at the current school for at least two or three 

years. The researcher contacted these principals in person to establish rapport with the 

participants. All efforts were made to contact the principals in person. 

 Once entry was gained into the school setting, the next step was to identify and 

contact first, second, or third year teachers within the school. The principal was asked to 

provide a list of teachers in the school who were currently in their first, second, or third 

year of teaching. Both principals were willing to provide a specific list of teachers, who 

were then asked to indicate their willingness to participate. The principal from the low-

income school recommended two Caucasian teachers who were completing their first 

year of teaching, and the principal from the upper-income school recommended a 

Caucasian teacher who was completing her third year of teaching. 
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The number of beginning teachers at the school determined the number of 

beginning teacher participants who were included in the study. It was time consuming to 

interview all the beginning teachers; therefore, the number needed to be limited when 

there were more than three beginning teachers at the school. 

 After the participants were selected, times to conduct the interviews were 

established. Conducting interviews with each participant was time consuming and 

interviews were scheduled at their convenience. Due to the preference of the participants, 

interviews were conducted at their school in classrooms. Interviews were scheduled in 

advance to minimize any conflicts. 

 The interview process began during the spring semester, 2005. The interviews 

were scheduled late in the spring semester to avoid interference with state testing. The 

interviews were recorded with permission from the participants to ensure a more accurate 

transcription of the collected data. 

 During the interview process, analysis began and continued throughout the study. 

Data analysis continued through the spring semester and summer, and the study was 

concluded at the end of the summer. A word processing program was used to aid in 

portions of the data analysis (Glesne, 1999).  

Transferability and Dependability 

 “How can an inquirer persuade his or her audiences (including self) that the 

findings of an inquiry are worth paying attention to, worth taking account of?” (Lincoln 

and Guba, 1985, p. 290). Triangulation brings multiple sources to the study to elaborate 

on the research (Marhsall & Rossman, 1989). Some researchers combine interviewing, 
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observation, and document analysis, while others may focus primarily on interviews or 

observations only. “Studies that use only one method are more vulnerable to errors linked 

to that particular method than studies that use multiple methods” (Patton, 2002).  This 

study incorporated data from principals, beginning teachers and archival sources which 

strengthened the transferability of the research. 

 Member checking could be  implemented to increase dependability of the study 

(Lincoln & Guba, 1985); however, the members of the study were not given an 

opportunity to study the transcriptions of their individual interviews to ensure that the 

transcriptions were recognizable to the members, because they were transcribed during 

the summer (Lincoln & Guba, 1984). Allowing participants to react to what had been 

concluded would enhance the accuracy of the data. Sharing interview transcripts, 

analytical thoughts, or drafts of the final report with the participants would have allowed 

the participants to be certain that they and their ideas were portrayed accurately. If 

participants were unable to confirm the findings, the credibility would be decreased 

(Patton, 2002; Glesne, 1999). If any of the participants should find discrepancies in the 

transcription of the data, this would have been noted in the research study. 

 Credibility of the researcher impacted the findings in the study. The researcher 

became the primary data collection instrument in this qualitative study.  “The principle is 

to report any personal and professional information that may have affected data 

collection, analysis, and interpretation either negatively or positively in the minds of the 

users of the findings” (Patton, 2002, p. 566). Any researcher bias, which includes 
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personal preconceptions and interpretations, were included within the case study to 

enhance the reliability. 

Transferability and dependability become problematic when conducting 

qualitative research. To counter challenges to this problem, the researcher included 

interviews with principals and beginning teachers as well as an analysis of the district 

new teacher induction program.  This allowed for a more accurate comparison of the role 

of the principal in new teacher induction. 

Conclusion 

 This study compared the role of the principal in new teacher induction programs 

through implementation of qualitative methods. This study was designed in a manner that 

sufficiently answered the research questions. Multiple viewpoints were examined to gain 

a better understanding of the principals’ role in new teacher induction. This research 

yielded valuable data for current and future administrators. 
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CHAPTER IV 
 

PRESENTATION AND ANALYSIS OF DATA 
 

 The focus of this research was on the principal’s role in new teacher induction 

programs and the impact of socio-economic status and moral leadership on the principal’s 

role. This case study relied on data gathered from principals and beginning teachers. 

Primary data sources consisted of interviews with principals and beginning teachers, 

while archival sources provided a secondary source of data to gain a more complete 

understanding of the local new teacher induction program. The researcher then analyzed 

the data to allow themes to emerge from the data. 

 From purposeful sampling procedures, the researcher selected principal 

respondents. The researcher selected one principal from a low income school and one 

principal from an upper-income school within the same school district. Upon selection, 

the researcher contacted the prospective respondents and solicited their participation in 

this study. The researcher conducted face-to-face, semi-standardized interviews utilizing 

a schedule of interview questions approved by a panel of professors. The researcher tape-

recorded and transcribed each interview, then analyzed the data word-by-word to identify 

recurrent themes and relevant information. 

 After identifying and contacting the principal respondents, the researcher solicited 

their input concerning recommendations for the teacher respondents. One year of 

teaching under supervision of the current principal at their school was a requirement for 

teacher respondents to ensure that the principal and new teacher were referencing the 

same induction/mentoring process. The researcher contacted the recommended teachers, 
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solicited their participation, and conducted face-to-face, semi-standardized interviews 

utilizing a modified schedule of interview questions. Semi-standardized interviews were 

systematically planned; however, deviations were used to gather more information when 

appropriate (Berg, 2004). The teacher respondents answered a specific set of interview 

questions, while the principals answered interview questions that were slightly different 

from those of the teachers.  The questions asked of the principals addressed their 

relationship with the beginning teachers and their responsibility in new teacher induction. 

The questions asked of the beginning teachers addressed their perceptions of new teacher 

induction, the role of the principal in induction, and how prepared they were for their first 

teaching assignment. The researcher tape recorded, transcribed, and analyzed the 

interviews to identify pertinent themes. The interviews were color coded and organized 

onto poster board according to the subsidiary questions that needed to be answered. 

 The participants in this study did not have an opportunity to review the interview 

transcriptions to assure accuracy, as the interviews were conducted at the end of the 

school year and were not transcribed until the middle of the summer. 

 The remainder of this chapter will present an analysis of data from the beginning 

teachers and principals. The data is presented according to the subsidiary questions stated 

in Chapter I. Those were: 

1 .What are the beginning teachers’ beliefs regarding their induction 

program and the perceived role of the principal? 

2. What are the principals’ perceptions regarding their responsibility in 

new teacher induction programs?  
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3. How do principal’s perceptions of their effectiveness in present new 

teacher induction programs compare with the teachers’ reactions to the 

process?  

4. Does the principal’s understanding of moral leadership impact his/her 

actions toward new teachers and teacher induction programs? 

Background Information 

Southwestern State 

 The low – income elementary school and the upper – income elementary school 

in this study are both located in the same school district in a southwestern state. The total 

student enrollment of the school district is 28,741 students. The district has an enrollment 

of 12, 759 students in 39 elementary schools. Anglo and other students make up 39 % of 

the student population, Hispanic students make up 46% of the student population, and 

African American students make up 15% of the total student population. The district 

employs 119 administrators and 2,074 instructional staff. 

 This southwestern community is home to western culture, award winning 

wineries, sports, and friendly people, with one major university and several smaller 

universities. Major employers include universities, health care, the school district, retail, 

and the city. This community endures warm summer days, mild fall and winter days, with 

an occasional snowstorm, and windy spring days. The students in this community are 

encouraged to excel in academics as well as sports and extra curricular activities. 
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Project START 

 Archival data was accessed by contacting the local school district professional 

development office. The archival data consisted of information related to the local new 

teacher induction program. This data provided a better understanding of the induction 

program that new teachers take part in when they are hired to teach in this district.  

Project START (Supporting Teachers and Retaining Them) is the induction 

program for beginning teachers in this school district. This program is overseen through 

the professional development office at central office. Project START utilizes materials 

from Ginger Tucker entitled “Teaching from the Heart.” The material is very content 

based and focuses on classroom management, behavior issues, and getting a new 

classroom ready for the first day of school.  

 The purpose of Project START is to support new teachers in their first years to 

help prevent discouragement so that these beginning teachers do not leave the field of 

education. Veteran teachers provide encouragement and model what teaching can be after 

the first few weeks, months and year. The second purpose of Project START is to build 

strong, highly motivated new teachers through modeling and encouragement from other 

staff members. The veteran teachers supply facts and knowledge about the school district 

and campus policies that new employees would not know. 

 Project START begins with a “kick-off” of five days of induction at the beginning 

of the school year. After the five days have been completed, then the mentors meet with 

the new teachers on a regular basis to help with problems, encourage the new teachers, 

and monitor progress. The mentor teachers do not evaluate but monitor.  
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 Project START has teams of veteran teachers divided into grade appropriate 

training groups. The veteran teachers then work with beginning teachers within a specific 

grade. The first two days of induction training are devoted to classroom management. 

The next two days are curriculum training, and the last day is devoted to technology 

training and legal issues concerning computer and e-mail use. 

 Each team of veteran teachers utilizes their own materials, handouts and shared 

ideas. They work all summer on preparing packets, ideas, and materials they want to 

share with the beginning teachers in their group. These teachers spend an entire day 

setting up “mock” classrooms for their training. They also get their own rooms ready 

before the induction week so that they can take their new teachers to their campus to 

show them first-hand what they have been teaching them during the training.  

 The veteran teachers, which are also mentors, are paid a stipend at the end of the 

year for the help they have given their new teacher. At the end of each school year, the 

district asks each principal to submit names of mentors for the new teachers on their 

campus. The district obtains input from the principals to get their “buy-in” of the 

program.  

Principal’s Involvement 

 In addition to the district’s induction program, the campus principal assigns a 

mentor teacher from the same grade level and campus to the novice teacher. Principals 

are asked by the district to “pair” these teachers up as they hire a new teacher on their 

campus. The district has a training meeting with the mentors to explain the program, their 

responsibilities, and duties. This meeting takes place early in the fall of each new school 
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year. Each six weeks the mentors are required to send in a report to the professional 

development office recounting their support and help with their new teacher buddy. The 

district also has three social get-togethers to strengthen the ties of the mentor and mentee 

outside of the classroom. Each mentor, upon completion of their assigned duties, receives 

a small stipend on their June payroll check. 

Berkley Elementary 

 Berkley Elementary was centrally located in the district and serves students from 

kindergarten through sixth grade. The student population was over 700 students during 

the 2004-2005 school year with a total of six beginning teachers. This campus served 

students of low socio-economic status with a majority of Hispanic students.  

Berkley was an older school in the district. It was also a very large building. The 

grass was green freshly mowed with two small flowerbeds near the main entrance of the 

school. Although the school was older, it was obviously well maintained. Walking in the 

front doors to the office, the school was noticeably big, yet bright and inviting. The halls 

were decorated with papers and projects the students had successfully completed in their 

classroom. The office staff was welcoming, and the office appeared organized and under 

control. 

Principal. Latisha, the principal of Berkley Elementary, was a Hispanic female, 

40- 45 years of age. She had 20 years of experience in education, with 12 years of that 

experience in administration. All of Latisha’s education experience took place in low 

socio-economic, at-risk schools; therefore, she predominantly worked with Hispanic and 

African-American subgroups with a large number of special education students. Latisha 
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was welcoming and seemed to be excited about participating in the study. She was 

professionally dressed, and she conveyed the impression that she was in control of the 

school. 

 Latisha, stated that as a principal she does not get to participate in the district’s 

new teacher induction program; however, if she did, she would want to address behavior 

management techniques and professional attire. As a part of the district induction 

program, she is required to provide each of her beginning teachers with a mentor teacher. 

Latisha believes that first year teachers are not always adequately prepared for the 

first year of teaching. She has noticed that beginning teachers often lacked strategies for 

handling at risk students, and that beginning teachers often lack some discretion for 

determining professional dress for the school environment.  

During the interview Latisha was very direct and to the point in answering the 

questions. She did not provide an extensive elaboration; rather, she went right to the 

point, and then made it clear that she was ready to move on to the next question. The 

interview took place after school was over for the day; yet the researcher sensed a 

“busyness” about the principal. She exhibited a professional and welcoming demeanor 

throughout the interview.  

Beginning Teachers. Mary was a Caucasian female, 20-25 years of age.  Her 

student teaching assignment was in third grade and her first teaching assignment was in 

fourth grade. Mary’s student teaching experience was in a school of higher socio-

economic status where the student expectations and parental involvement were very 

different from those at Berkley Elementary. At her previous school, most of the parents 
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were teachers, doctors, or lawyers, and they shared the value of academics with the 

classroom teacher. This is not always the case at Berkley Elementary. 

 At the time of this interview, Mary had just completed her first year of teaching at 

Berkley Elementary. When asked if she felt prepared to teach at Berkley Elementary, 

Mary said she felt as prepared as she could be for her first teaching assignment. 

 Becky was a Caucasian female, 20-25 years of age. Becky also just completed her 

first year of teaching at Berkley Elementary.  Her student teaching assignment was in a 

high socio-economic status school with half of her time spent in kindergarten and the 

other half in third grade. Her teaching assignment at Berkley was kindergarten which was 

her first preference. She believed that there was no way beginning teachers could be 

prepared for their first teaching assignment. She felt as prepared as she could be but not 

completely prepared.  

David Elementary 

 David Elementary was located in the southwest area of the school district and 

served students from kindergarten through sixth grade. The student population was over 

700 during the 2004-2005 school year with no beginning teachers on the campus. The 

most recent beginning teacher just completed her third year of teaching at the school. 

This campus educated students from a high to middle socio-economic status with a 

majority of Anglo students.  

 David Elementary was a noticeably newer school than Berkley Elementary. 

Benches and trees line the sidewalk to the main entrance of the school. Upon entering the 

office, the staff was very friendly and helpful. David Elementary was also a noticeably 
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large campus. The library, which was adjacent to the office, was very “open” and 

displayed exemplary academic banners the school had received for meeting specific 

standards on state testing. The halls near the library exhibited student work which the 

teachers proudly displayed for all to see. 

Principal. Mike, the principal of David Elementary was a Caucasian male, 50-55 

years of age. He had 30 years of experience in education with 25 years of experience in 

administration. He had been at David Elementary for eleven years. His experience 

included a variety of schools from low socio-economic to high socio-economic. Mike 

was friendly, and conveyed the impression that he was eager to participate in the 

interview. Mike obviously enjoyed his job and was comfortable in his surroundings. 

 Mike prefers to hire teachers with more than one year of experience, often 

teachers who have transferred from other schools in the district. He believes that 

beginning teachers are not fully prepared for teaching until they have worked in a school 

environment for at least one to two years.  Although this principal did not have any first 

year teachers on his campus, he was selected for this study due to his reputation within 

the district and the number of years he has served his campus. 

 Throughout the interview, Mike exhibited a friendly, calm demeanor. The 

interview with Mike took place in the morning during the school day, yet he took his time 

in answering the questions and did not appear to be in a hurry. 

Beginning Teacher. Susie was a Caucasian female, 20-25 years of age. Susie had 

just completed her third year of teaching at David Elementary. Her student teaching 

assignment was in fifth grade in a school that was much smaller than her current school. 
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Her first teaching assignment was also fifth grade. At the beginning of her first year of 

teaching, she felt adequately prepared for her first teaching job; then, she realized she was 

not as prepared as she had thought.  

Table 3. Comparison of Schools 

David Elementary Similarities Berkley Elementary 

• High to middle 
socio-economic 
status 

• No beginning 
teachers during the 
2004-2005 school 
year 

• Male, Caucasian 
Principal 

• Majority of Anglo 
students 

• Student population 
of over 700 students 

• Low socio-
economic status 

• Six beginning 
teachers during the 
2004-2005 school 
year 

• Female, Hispanic 
principal 

• Majority of Hispanic 
students 

 

Table 4. Comparison of Beginning Teachers 

David Elementary 
(Susie) 

Similarities Berkley Elementary 
(Mary and Becky) 

• Currently teaches in 
high socio-economic 
school 

• Thought she was 
prepared for her first 
teaching assignment 

• Student taught in 
middle to high 
socio-economic 
schools 

• Felt comfortable in 
first teaching 
assignment 

• Female 
• Caucasian 
• Age 20 - 25 

• Currently teach in 
low socio-economic 
school 

• Felt as prepared as 
they could be for 
first teaching 
assignment 
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Analysis of Data 

 The primary sources of data in this study were the interviews conducted with 

campus principals and new teachers while the district’s new teacher induction resources 

served as archival data. 

 The researcher completed all five of the interviews. Each interview was 

conducted on the campus of the individual respondent. The researcher and the respondent 

collaboratively determined the time, date, and site of the interview. Each respondent gave 

verbal consent to a tape-recording of the interview. The researcher assured each 

respondent of their anonymity in this study. The researcher then transcribed the 

interviews to provide text for the data analysis. 

Subsidiary Question #1 

 What are the beginning teacher’s beliefs regarding their induction program and 

the perceived role of the principal? The researcher obtained information from the district 

professional development office to gain a better understanding of the district new teacher 

induction program provided for beginning teachers in this district. 

Induction 

 Induction. To begin the interview, the researcher asked each beginning teacher to 

define the term “induction.” Susie, beginning teacher at David Elementary said, 

“Synonym of introduction.” Mary, beginning teacher at Berkley Elementary, stated that 

induction means, “Introduction, overview, something you do before you’re a ‘member’ or 

a part of something. An opportunity to learn about what you’re becoming a part of.” 
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Becky, beginning teacher at Berkley Elementary defined induction as “preparing new 

teacher for their first year in a new district or grade or first year of both.”  

 One of the common words used to define induction by the beginning teachers was 

introduction. They believed an induction program would be an introduction for their 

coming school year. 

 The data revealed that all three beginning teachers did not recall any specific 

expectations for the induction program in their district. Susie, beginning teacher at the 

upper-income school, stated that she did not have any expectations and like most first 

year teachers believed she was prepared and ready to teach. Mary, beginning teacher at 

the low-income school, did not have high expectations and had heard that the induction 

program was not worthwhile and would not provide useful information. Becky also did 

not have any expectations concerning the district induction program and did not know 

anyone who had previously participated in the district new teacher induction program. 

 The data found that all the beginning teachers outlined the organization of the 

induction program with varying details. Susie recalled the organization of new teacher 

induction as: 

The two weeks were before we even started back here. So it was first of August. I 

was very excited and it was all day -- 8:00 to 4:00, and it was really boring. It was 

like they crammed in the entire Tech education program into two weeks. It was 

really kind of a big waste of time. I was just ready to get in my room and get 

busy. I think it was within the first week or two weeks of school they had a big 

meet your mentor party downtown. 
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Mary explained the organization of new teacher induction as follows: 
 

I can’t remember how many days it was. It was several days. But I don’t 

remember. We had opening with social stuff and social things here and there. 

Like on one day you went to this classroom if you were fourth grade and they 

would teach you about your social studies. Then for a couple of hours after lunch 

you would go to another class and they would teach you about language arts. 

They gave us ideas for the first day. I used my own. It really was not much. 

Sometimes it was just good to hear other people talk about what they were 

worried about. 

Becky also expounded on the organization of new teacher induction: 
 

I think for the most part we were in grade levels. So I was with kindergarten 

people, which was really helpful instead of having to sit through a bunch of other 

grade levels and what they expect and everything. I know when we first started 

we had a teacher, I don’t know her title, they just talked about what to expect on 

the first day and how to set up your room, and we spent several days on that, and 

then there were a couple of days spent on behavior, and they did signs and first 

aid real quick. So that was not a whole lot. So it was more beginning of the year, 

how to get going and all that kind of thing.  

 The beginning teachers did not present identical details when explaining the 

organization of the district new teacher induction program. Their description of the 

organization did not match the organization details provided by the district. One of the 
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beginning teachers thought the program was two weeks, while another teacher thought 

maybe it was only a couple of days. None of the teachers outlined the three different 

sections, curriculum, behavior management, and technology, presented by the district. 

 In order to provide greater clarification, the researcher asked the respondents what 

specific activities or development opportunities were offered through the induction 

program. Susie, from the upper-income school, recalled participating in a reception at the 

beginning of the year and at the end of the year. Mary, from the lower-income school, 

stated that the development opportunities included several days of new teacher training 

before school began, mentor - mentee parties, demonstration teachers and additional 

training in a variety of subject areas. Becky, from the lower-income school, participated 

in reading training and various first year workshops that were offered through the district. 

 The data found that the teachers recalled different activities and development 

opportunities offered through the district induction program. Susie only recalled the 

social opportunities, while the other two teachers mentioned subject area workshops 

available throughout the year. The researcher wanted to know more specifically what 

components of new teacher induction were most beneficial to the beginning teachers. 

Susie explained that the mentor program was most beneficial to her because her mentor 

was a tremendous support system during her first year of teaching. Her mentor was able 

to help her know what she was doing right and let her know she was doing a good job. 

Mary benefited from meeting both new and experienced teachers who were all taking 

part in the district induction program. Becky explained that the induction program helped 

her know what to expect on the first day of school. She also said it was beneficial to 
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listen to a second year teacher who explained to them how she felt on the first day of 

school. 

 Even though the beginning teachers did not have high expectations for the 

induction program and did not express similar views on the organization of the program, 

each beginning teacher found a unique aspect of the induction program beneficial to them 

in their first teaching assignment. They also expressed that the program met their 

expectations.  Susie stated that the district induction program was well-organized. Mary 

had low expectations from the beginning; therefore, the induction program met her 

expectations. Finally, Becky noted that the mentoring program and the induction program 

met her expectations. 

 Ideas. These beginning teachers participated in an induction program that was 

initiated by the district and they found that it met their expectations; however, there could 

be room for improvement. The beginning teachers were asked to provide ideas they 

believed would be beneficial to the district induction program. 

Susie’s ideas included more days to sit down and work together with mentors 

during the school year to brainstorm teaching ideas. Mary’s ideas included providing new 

teachers with a calendar of important events and expectations for each month. She 

suggested possibly having a blank calendar to go through with the mentor teacher and 

write down things to be completed each month. Becky suggested starting a month ahead 

of time in order to have more time with a mentor or other team members to plan and 

prepare lessons.  
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The three teacher respondents in this study did not have great expectations for the 

induction program and were somewhat unclear about the organization and vision for the 

induction program. None of the beginning teachers could name the induction program as 

stated by the district and did not mention specific materials utilized by the district. 

However, all three beginning teachers stated that the induction program met their needs 

and expectations. 

Table 5. Comparison of Induction Program 

David Elementary 
(Susie) 

Similarities Berkley Elementary 
(Mary & Becky) 

• Thought induction 
was two weeks 
before school started 

• Entire Tech 
education program 
put into two weeks 

• Recalled reception 
at beginning and end 
of year 

• Benefited from 
mentor program 

• Teachers had no 
expectations 

• Induction met their 
expectations 

• Would like more 
time before the 
school year begins 
to plan with mentor 
or other team 
member(s) 

• Thought induction 
was several days 
before school started 

• Recalled grade level 
specific instruction 

• Workshops offered 
throughout the year 
by the district 

• Benefited from 
meeting other 
teachers 

• Benefited by 
knowing what to 
expect on first day 
of school 

 

Perceived Role of the Principal 

Culture. The beginning teachers shared their thoughts and beliefs about the 

induction program; however, the researcher also wanted to gain a clearer understanding 

about their beliefs regarding the perceived role of the principal. 

 The respondents were asked to describe their first impression of the culture of the  
 



 84

school where they would be teaching. Susie, from the upper-income school, was very 

familiar with the culture of her school because her brother previously attended the 

elementary school. She was aware of the high expectations and knew that everyone 

worked hard to achieve these expectations. After her second year of teacher at the school, 

she found that the school does have a close knit faculty.  

Mary, from the lower-income school, described her first impression of the culture 

of her school as follows: 

The first day was rough. It was really a hard day, much harder than I anticipated it 

being. I don’t know if that is the culture of the school. Just maybe me not 

knowing what to expect. The first day I went home and was wiped out and 

emotionally I could not believe the behavior was not what it should be in my 

classroom on the first day, even though I had done everything I could to control it, 

and it was not going to happen that day. So that was really like an eye opener. The 

culture among the coworkers is what I expect. The people kind of talk and say 

hello. Most people are open to meeting you. 

Becky, from the lower-income school, found that the culture of Berkley Elementary was 

quite different from the high-socio-economic school where she completed her student 

teaching; however, she did not find it difficult. She said, “The only thing I think was the 

most shocking was just how not all the parents are involved.” 

 Susie, who teaches at an upper socio-economic school, felt much more 

comfortable with the culture of her school than the two teachers from Berkley 

Elementary. The two teachers from Berkley Elementary were in a culture much different 
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from those of their student teaching experiences and had to transition into a new school 

culture. 

 After the teacher respondents described their first impression of the school where 

they would be teaching, I asked them how the principal helped them understand the 

culture of the school. Susie found it very easy to understand the culture of David 

Elementary just from walking around the school. She noted that the principal placed her 

with a team of teachers who understood the culture of the school, and who in turn helped 

her better understand the culture. 

Mary stated that the other teachers helped her understand the culture of Berkley 

Elementary. She said, “I definitely got from her (the principal) professionalism is very 

important and you know there is an element of room for fun, but mostly they are 

professional.” Mary also said that when she completed her telephone interview, the 

principal informed her that the school was a Title I campus. Becky also stated that during 

the interview the principal told her that Berkley Elementary was a Title I school. 

 Both schools represent cultures that are quite different, and the beginning teachers 

expressed these differences clearly. At the upper-income school, the principal did not 

have to provide much of an explanation about the culture because it was obvious just 

walking into the school. He understood that most of the teachers would understand the 

culture of the school without much explanation. At the lower-income school, the 

principal believed she did need to provide some explanation about the culture of their 

school and what the beginning teachers would be facing. She wanted the teachers to have 
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an understanding about the unique student population they would be teaching when they 

came to her school. 

Principal Expectations. All teachers, not just beginning teachers, have 

expectations established by the principal that they must strive to meet each year. Susie 

found that: 

Being at my school, the expectations are very high and we knew that we are going 

to do not just our job, we are going to do a great job of it. And these kids are 

going to learn, and they are just going to be the smartest kids ever. And so we 

knew that all the exemplary things in the library and we thought we can do this. 

He (the principal) is very supportive.  

The expectations and means of communicating those expectations were quite 

different at Berkley Elementary. Mary stated that the principal at Berkley Elementary did 

not communicate any expectations personally; however, they were sometimes stated in 

staff meetings. She said, “I felt like I was supposed to come in and know what you are 

doing. But I definitely felt that you don’t want to mess up.” Becky did not recall any 

specific expectations from the principal. She learned of expectations from other teachers 

who had been given feedback during walkthroughs. She did not believe that any 

expectations were directed specifically to her. 

 The teacher from the upper-income school knew that high expectations were set 

for the entire school, and she knew that those expectations would be reached with the 

support of the principal. The teachers from the lower-income school did not recall any 
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specific expectations or clear communication regarding expectations. They did not 

mention the high expectations that were established at David Elementary. 

Needs. The beginning teachers represent different schools and expressed different 

needs they experienced as a first year teacher on their respective campuses. The teachers 

were asked to describe their specific needs and how the principal helped meet those 

needs. Susie, beginning teacher at the upper-income school, recalled: 

Well, at this campus we have very involved parents, very overly involved 

sometimes. I had a lot of parents who were very weary of first year teachers, 

because they did not know my last name. They had never heard of me. Their other 

kids had never had me. So they are very kind of standoffish and not knowing what 

to expect. So my principal had to really kind of talk to the parents and kind of tell 

them, oh no, it is ok. Because no one has ever heard of me. 

Mary, beginning teacher at the lower-income school, described her needs as follows: 
  
 Well, I had a really tough kid this year I don’t think that everybody has. She (the 

principal) has been very supportive with that and really his paperwork came in in 

inches and inches of folders and we were trying to set up ours and she actually got 

a person from central office who came over and helped me to go through and get 

ready and explained this. I had to fill out a lot of papers for doctors for that one 

student, and she had that lady come back over and over and do paperwork with 

me until I learned how to do it. She has been very supportive with him, telling me 

I am doing a good job with him. Telling me I am doing the best I can do with him, 

very supportive.  
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Becky, beginning teacher from the low-income school, stated: 
 

The school is so big that a lot of people being that they take for granted I had no 

idea about this, like oh you did not know that? I was like, no, no one told me. It 

was things like that. That this campus was so big I felt just kind of not really 

overlooked, but like things that people took for granted they did not think to tell 

me about. I think it was the size of the campus and being separated too. This is 

something that you never would have thought. That like being both of us new to 

the campus we are stuck over there. And everyone over here knew what was 

going on. So that was kind of unique. I think a lot of schools probably are not 

spread out like that.  

 Becky was a new kindergarten teacher, and the only other kindergarten teacher on 

her hall was also new to the school. The other four experienced kindergarten teachers on 

the campus were on another hall. The beginning teacher from David Elementary 

experienced needs that were much different from the two teachers from Berkley 

Elementary. Each teacher had a unique need, and two of the teachers stated specific ways 

in which the principal provided them a little extra support. 

 The beginning teachers were then asked to describe in a little more detail how the 

principal provided support and guidance to them during their first year of teaching. Susie 

said, “He did not fire me.” He continually told her she was doing a good job and gave 

positive reinforcement. Mary stated that her principal told her she was doing a god job 

with a tough student and was always willing to make an appointment to meet with her if 

she needed help. Becky commented that her principal did a good job of selecting her 
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mentor. Becky believed the principal left it to her mentor to support her throughout her 

first year. 

Table 6. Comparison of Perceived Role of the Principal 
 

David Elementary 
(Susie) 

Similarities Berkley Elementary 
(Mary & Becky) 

• Knew culture of 
school and felt 
comfortable with 
culture of the school 

• Principal put her 
with a great team 
who were in touch 
with needs of school 

• Knew expectations 
were very high for 
the whole school 

• Experienced very 
involved parents 
who were weary of 
new teacher 

• Principal provided 
positive 
reinforcement 

• Principals provided 
positive 
reinforcement  

• Rough first day of 
school/found culture 
different from 
student teaching 

• Principal informed 
new teachers about 
Title I status and at 
risk students 

• Were not aware of 
specific expectations 
only general whole 
school expectations 

• Experienced a 
“tough kid” and 
overwhelmed by 
size of campus and 
separation from 
team 

• Principal chose a 
good mentor 

 
Subsidiary Question #2 

 What are the principal’s perceptions regarding their responsibility in new teacher 

induction?  

 In the same manner as the beginning teachers, each principal was first asked to 

define the term induction. Mike, the principal from the upper-income school, stated, 

“Induction to me would be the time a teacher would take to be accustomed to school 

routines.” Latisha, the principal from the lower-income school, described induction as, 
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“Introduction, training of district’s programs.” These two principals expressed 

contrasting views when defining the term induction. Mike focused on induction from the 

school level, and Latisha was focused on induction from the district level.  

 The definitions of induction provided by the principals reflect what they believe 

teachers would expect from an induction program. Mike thought his teachers would 

expect to be helped with the routines and activities of coming to a new building. Latisha 

thought her teachers would expect to be exposed to district curriculum, policies, 

procedures, and participate in staff development. Mike’s comments were reflective of 

campus level induction, and Latisha’s comments were reflective of a district level 

induction. 

 In this school district, the formal induction program for beginning teachers is 

organized and facilitated by the district. The researcher asked the principals if they 

mentioned an induction program or a mentoring program to their beginning teachers 

during the interview process. Mike said he would discuss the induction program after the 

teacher had been hired. He would not mention induction during the preliminary 

interview. Latisha said she does talk to the prospective teachers about an induction 

program because they are required to attend the district new teacher induction for a week 

before school begins. Both principals stated they would talk to their beginning teachers 

about induction, but at different times. 

 Once a beginning teacher has been hired for a teaching assignment, the researcher 

inquired about how the principal helps these beginning teachers understand the culture of 

the school. Mike said the culture of his school is very similar to the culture of most of the 
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teachers at his school. Most of his teachers are aware of the environment that the students 

come from when they arrive at school. Latisha, principal at the low-income school, 

stated: 

Before we interviewed them, I always tell them that what our makeup of student 

population is in the student subgroup, and we talk about at risk status, even if they 

are Anglo children they are still at risk. We talk about that. So I want to make sure 

they have teaching strategies for children who are at risk, and we even talk about 

special education students needs like other health impaired, or ADD. Because I 

always want to know if they have been exposed to kids, student groups like that 

and if they are familiar with strategies. So to be proactive during interviews I 

always ask what experience do you have with at risk children. 

Each principal incorporates a distinct method for helping beginning teachers 

understand the culture of the school. Mike believed that most of the teachers coming to 

his school would understand the culture because the teachers probably live in a culture 

that is much the same. Latisha understood that her teachers would probably not 

understand the culture of the school, and she discussed this with teachers early in the 

interview process.  

 Although the formal new teacher induction program was initiated through the 

district, it impacted each individual campus within the district. The principals were asked, 

“How does the mentoring or induction program fit into the culture of the school?” Mike, 

principal at the upper-income school, said: 



 92

Hopefully this building works together very well; and one of my priorities or 

goals would be to make sure that if a new person came into this building, that we 

made them feel very comfortable with what was going on. That they did not feel 

like they were out there on an island completely by themselves. Because I think 

that sometimes that can happen. But I have grade level teams that happen every 

week here, I have vertical teams that happen every month and then we have 

CPOC meetings that happen every month, and then I have an administrative team 

that meets every week, and those notes go out to every staff member here. So I do 

not have large staff meetings unless it is at the beginning of the year or at the end 

of the year. Most everything else comes through administrative team notes, CPOC 

notes; and when they meet on Monday, they send those minutes into me, I 

respond to them, my assistant responds to them, and then they get them back. So 

we communicate pretty well in this building without even having to have a huge 

staff meeting. Then, with a new teacher coming in, they are a part of that team 

meeting. They would also be a part of a vertical team meeting.  

Latisha, from the lower-income school, stated that the induction program was 

district initiated. When she hires a first year teacher or a teacher new to the district, she 

assigns them a mentor from the same grade level or subject area. 

Mike has taken an active role in the induction of new teachers on his campus. He 

makes not only new teachers but all teachers feel they have an important voice in the 

school by encouraging them to take part in numerous meetings throughout the year. 



 93

Latisha viewed the district as having the majority of responsibility in new teacher 

induction. This was also verbalized in her definition for induction.  

 Beginning teachers are often overwhelmed when they arrive at their new school 

for their first teaching assignment. The principal can help these teachers feel more 

comfortable and more at ease in their new environment. Mike said: 

I try to go by and say hi to them at least two to three times a week. I try to in this 

building, and there are times I don’t, but I try to make sure I have said something 

to everybody here on a daily basis. Like I have five portables out in the side and I 

try to every morning go by those before I come back in the building and say hi to 

the teachers and say hi to the kids, because those are the areas that you are 

probably not going to walk by during the day. If I am out going on an errand to 

get a kid or something, I will try to kind of stick my head in the classrooms and 

just say good morning. So they know I have acknowledged them being here and a 

new person I think you will need to do that a little bit more in a specific way and 

make them feel comfortable or go by and say how are things happening and do it 

morning and afternoon because you just need to check with them to make sure 

everything is ok. And again, just not leaving them out on that island, because it 

can be a scary place out there by yourself. I will make sure the team is taking care 

of them. 

Latisha said: 
  

 I am more flexible with them (beginning teachers). If they make a mistake 

we are not going to pull that conference report and write them up right away. We 
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are going to sit and say this is not the correct procedure; this is what you need to 

do. So I am more flexible about that. If it is a very serious concern then I handle it 

differently but for the first year teachers; if they make some silly mistakes then I 

pull them in conference and say, this is what we have done before. And then also I 

am real flexible about their work hours. Like first year teachers spend a lot of time 

up here. So we are here late, working on weekends and I think that helps them 

with their level of anxiety. 

 Mike expressed a desire to help teachers feel comfortable by displaying a friendly 

demeanor, speaking to them, going by to check on them, and making sure their team 

members are checking in on them to see that they are adapting to their new school 

environment. Latisha was more focused on displaying flexibility with rules and 

procedures. She did not mention speaking to the teachers on a daily basis or stepping into 

their rooms to make sure they were adapting to their new environment.  

Accessibility. Principals should be accessible to not only beginning teachers, but 

also all teachers; therefore, the principals were asked to describe their accessibility. Mike 

reported he hopes he is accessible to everyone on his campus. He stated: 

This office is very open, and these doors are never closed unless I am meeting 

with a student or meeting with somebody else. And the teachers know they can 

walk through this room at any time, if the doors are open. 

After school one administrator goes outside on the campus while the other administrator 

remains inside the building so that one administrator is available at any time for teachers 

or parents. Latisha, from the lower-income school, said: 
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I have an open door policy with brand new teachers. So I see them more as 

needed than I would my veteran teachers. We kind of spoil them where the first 

year is. For example, I will say; I am going to show you how to do it the first year. 

I am going to walk you through this; but after that, you are kind of on your own. 

So any new policy or any new curriculum thing we address, we do it very careful 

with our first year teachers. But after that, it is like you need to catch on, and by 

then, they should have already got that after a year.  

 Both principals mentioned an open door policy. The open door policy that Mike 

spoke of was noticed by the researcher upon the arrival at the school and during the 

interview. When the researcher arrived at David Elementary, both doors to the principal’s 

office were open. Mike closed the doors for the interview, and then the first thing he did 

after the interview was completed, before the researcher left the office, was open both of 

the doors to his office.  Mike specifically stated that he has an open door policy with 

everybody, while Latisha sounded as though her open door policy applied more to first 

year teachers.  

Formal Meetings. Principals are required to conduct a formal observation in the 

classroom of every beginning teacher. The principals were asked to share any meetings 

that take place with beginning teachers, other than the formal observation to discuss their 

strengths and weaknesses. Mike said he would not meet with his beginning teachers 

outside of the formal evaluation unless there was a problem. If he saw any problems, he 

might first ask the mentor teacher or grade level team members to intervene and work on 

a possible solution to the problem. Latisha said she meets with beginning teachers at the 
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beginning of the year to discuss the PDAS (Professional Development and Appraisal 

System) instrument so that they will know what her expectations are as an evaluator. She 

meets with beginning teachers regarding any weakness as needed. 

 Both principals stated that they would not have a formal meeting with teachers, 

other than the formal observation, to discuss strengths and weaknesses unless they saw a 

problem that needed to be addressed. The principal from David Elementary said he would 

make several visits to the beginning teachers classroom, and then make one long visit 

with PDAS. The principal from Berkley Elementary stated that she tried to go into the 

classrooms of beginning teachers as often as possible.  

Relationship. The researcher wanted to better understand the relationship that the 

principals developed with their beginning teachers. The principals were asked to describe 

this relationship. Mike, from the upper-income school, said: 

Just making them feel like they are important. You can’t be on their back the 

entire year, you have to talk to them and tell them every once in a while how they 

are doing and that they are doing a good job and that you appreciate that they are 

on your campus. Sometimes we forget to do that even when they are older 

teachers. We just take it for granted, you are here, you are doing a good job, and I 

don’t need to tell you that. You want them to feel a part.  They have to build a 

relationship hopefully with that team, but I also want them to build somewhat of a 

relationship with the entire staff.  

Latisha, from the lower-income school, said the district schedules classes for the mentor  
 
teachers and new teachers, and she encourages them to attend any staff development 
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 opportunities that would be beneficial to their teaching or their students needs. 
 
 The data revealed that Mike exhibited a desire to develop a relationship where the 

teachers knew they were important and were told they were appreciated for their hard 

work. He demonstrated a concern for their emotional well-being as a beginning teacher, 

and stated that he strives to make all new teachers feel very welcome at their building. 

Latisha was focused more on the overall job of the beginning teacher and what she could 

do to help their teaching practices. She described her relationship with beginning teachers 

as professional, supportive, and positive. 

Future Induction Programs 

 Both the beginning teachers and the principals were asked to detail their ideas for 

future induction programs. Mike, from the upper-income school, said: 

I think the district has a fairly good one. Again, they entrust a mentor even with a 

different person in a different building sometimes, and I think that is good; but, 

again, time is so valuable, so important, we don’t have enough time in this 

building. So it is hard for teachers to be able to do that because of all the time we 

are asking them to do - to work during school, work after school, and it is hard. It 

would be nice if you had somebody that that is what their job was, just to go 

around to check on teachers and mentor teachers and that is all they do. That they 

were just a teacher who walked around, checked on them. That is something that I 

think would be a good thing. Just to have somebody that came by and checked on 

them every once in a while other than their principal or team. I just think if you 

had one in every quadrant that checked on the new teachers in that quadrant. 
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Latisha said she would like to have more demonstration teachers on campus for both 

primary and intermediate teachers. She said it would also be beneficial to have extra 

substitutes to cover for teachers if they needed to attend a workshop or observe another 

teacher during the school day.  

When these principals were beginning teachers, they did not take part in an 

induction or mentoring program in their districts. Mike recalled visiting other campuses 

within the district to observe other classroom strategies. Latisha said she began teaching 

at mid semester after her cooperating teacher was reassigned as a counselor. She never 

interviewed or participated in an induction program. 

The researcher then asked the principals if they made any specific contributions to 

the induction program at their school in an effort to provide guidance that they believed 

would have been helpful to them as a beginning teacher. Mike, from the upper-income 

school, said: 

I don’t know exactly what they did before. We just kind of set up our program 

and then again it is one of those things that changes periodically, yearly, whatever 

we need to do. I don’t have a lot of new teachers that are here. I usually get a lot 

of transfers that come into here. I hire a lot of experienced teachers. I get to take 

people that want to come from other schools to teach here, and I do that because I 

think that some of those teachers need a chance to do that. I hire very few brand 

new teachers. And the only time I would probably do that usually is if it is June, 

July or August that I grab somebody and I can’t touch a transfer anymore unless 

you have somebody with experience come in and I still look at them as a new 
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teacher even if they have taught four or five years. Coming into this building, you 

are a new teacher in this building. And therefore I think you are going to have to 

learn. 

Latisha, principal at the lower-income school, said: 
 

The contributions were kind of manipulative because I have Title I money. So I 

could be coming here and say, look at all these instructional supplies that we have 

bought and all of my campus needs I try to meet. So contribution-wise, once you 

have money you are able to say, Ok, you can teach now because you have these 

kids or these supplies. So I feel that my Title I had a lot to do with my 

contributions I have made with my program. 
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Table 7. Comparison of Principals’ Perceptions 
 

David Elementary 
(Mike) 

Similarities Berkley Elementary 
(Latisha) 

• Talks to beginning 
teachers about 
induction/mentoring 
after they are hired 

• Majority of 
beginning teachers 
will understand the 
culture of the school  

• Helps beginning 
teachers fit into 
culture of school 
through use of team 
meetings 

• Helps beginning 
teachers feel 
comfortable by 
speaking to them 
every week, and 
going by their 
classroom to see 
how things are 
going 

• Provides support to 
beginning teachers 
by making them feel 
important, feel a part 
and helping them 
develop 
relationships 

• Open door policy 
• Meet with beginning 

teachers only if 
there is a problem 

• Did not participate 
in induction as a 
beginning teacher 

• Tells beginning 
teachers about 
induction/mentoring 
during first 
interview 

• Informs beginning 
teachers about 
student population 
and at-risk students 

• Helps beginning 
teachers fit into the 
culture of the school 
by assigning mentor 

• Helps beginning 
teachers feel 
comfortable by 
being flexible with 
beginning teachers if 
they make mistake 

• Provides support to 
beginning teachers 
by encouraging their 
attendance at 
development 
opportunities 

 
Subsidiary Question #3 
 
 How do principal’s perceptions of their effectiveness in present new teacher 

induction programs compare with the teachers reactions to the process? Principals, 

teachers, and mentors all work together to help beginning teachers have a successful first 

year and years to come in the teaching profession.  
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 Each principal was asked what he/she believed to be the most important role of 

the principal in new teacher induction and what they thought was their most effective 

action for beginning teachers. Then, each beginning teacher was also asked to describe 

the most effective actions of the principal as a first year teacher. Mike, from David 

Elementary, replied: 

Not making them feel uncomfortable and again, not feeling like you are watching 

over every move they make, that you trust them and that you know they have 

abilities or they would not be there, and you chose them over however many 

people you interviewed so you know they are going to do a god job and not 

making them feel uneasy. Give them a little bit of a leash, not to hang themselves, 

but a little bit of a leash to work and to be creative in their classroom. 

He stated that one of his most effective actions was probably the communication system 

he established with the various teams that meet which allow everyone in the building to 

feel they are an important part of the school environment.   

 Susie, the beginning teacher from the upper-income school, said one of his most 

effective actions was his open door policy. She said, “I just feel very comfortable with 

him. He is just kind of like a second father. I can go in and just cry or laugh. He is very 

supportive.” Mike stated many times during the interview that he wanted his teachers to 

feel welcome and comfortable in the school, and Susie experienced this welcoming 

attribute of the school. 

 Latisha, principal of Berkley Elementary, made the following statement regarding 

the role of the principal in new teacher induction: 
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We don’t get to participate in the new teacher induction; but if I did, something 

that concerns me with the new people coming in is they lack a lot of behavior 

management skills. I don’t know if college courses offer anything specifically 

targeting behavior management classroom discipline. I know they have something 

like COMP. It is classroom organization and management plan. They do that 

during teacher induction. But, I don’t know if college course level if there is 

anything specific that they go over with teachers. Because a lot of them come in 

and they are very weak with classroom management. But I think it is just because 

there is not some scenario practices with the teachers to say especially with the 

kind of kids we deal with, the opposition. They don’t know how to handle it. They 

don’t have strategies. So important role is, I would like to secure that these 

teachers have some tools ready so that they are not having to deal with that and 

experience problems with discipline management. Then my other concern is just 

their professionalism with their dress code. Because the young ones seem to be 

more lax about their wardrobe. So that would be something, if I had a part in the 

new teacher induction I would want to put those two areas in. 

Latisha commented that her work ethic and professionalism were actions that 

were most effective for beginning teachers on her campus. She wants them to make sure 

they know they have support. She also implements a chain of command for 

communicating with beginning teachers which she believes is beneficial. They may first 

want to go to the mentor teacher, then grade level chairperson, instructional specialist and 

then they go to the principal. 
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 Mary, one of the beginning teachers from the lower-income school, stated that 

one of the most effective actions of the principal was simply reading a newsletter that she 

sent home to parents. She gave a copy of the newsletter to the principal to read and the 

news letter had a “little help wanted thing that says we really need pens and pencils. She 

read that and gave me a whole stack of red pens in my box.” The principal displayed her 

professionalism by taking time to read the newsletter that the teacher had taken time to 

prepare and send home with the students.  

 Becky, the other beginning teacher from the lower-income school, commented 

that, “She (the principal) really backs you up. Even if she may not think that you are 

right, she will tell you that later, but she won’t do it in front of the parents.” Becky was 

also able to recognize the professionalism that the principal said was one of her most 

effective actions for beginning teachers.  

Principal Perceptions and Teacher Perceptions 

The data revealed that the principals had differing views regarding their role in 

new teacher induction. During the interview with Mike, he mentioned making teachers 

feel welcome and comfortable at least seven times. There were also other statements such 

as “say hi, go by and check on them, and feel a part of the group” that also demonstrated 

his desire to make all beginning teachers feel welcome at his school. The data revealed 

that he had a desire to make certain all of his teachers felt important.  

Susie, the beginning teacher from Mike’s school, described the same welcoming 

environment. She said he was always very supportive and willing to provide her with 
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anything she might need to be an effective teacher. He used positive reinforcement that 

made her feel very comfortable. 

Mike described his open door policy as follows: 
 
This office is very open and these doors are never closed unless I am meeting 

with a student or meeting with somebody else. The teachers know they can walk 

through this room at any time if the doors are open. 

Susie also noted that he had an open door policy. The data revealed that Mike believed 

his role in new teacher induction was to make teachers feel comfortable in their new 

school environment. He stated: 

I just think it is an important part of what we do. And sometimes it is something 

that we probably don’t spend as much time as we should. It is probably one of 

those things, ok, you’re there and then again we assume that everything’s going to 

be ok, and we don’t spend as much time with that person as we probably should. 

If I could change that, I would like to spend more time out in the classroom; and 

every year you say you are going to do that, and never have. You start out and 

say, this is what I am going to do; and it just does not take place. Because there 

are too many things that are going on, and too many places that you are taken 

away from it. The PDAS and the walk-throughs make yourself get into some of 

those classrooms and do that. So that is a good thing that makes you have to do it. 

The data revealed that Latisha was more concerned with professionalism and 

behavior management concerns. When asked at the end of the interview if there was 

anything else she would like to share about the induction process of beginning teachers, 
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she reiterated dress code and behavior management. These were much different from the 

concerns expressed by Mike.  

Mary, one of the beginning teachers, stated, “I definitely got from her that 

professionalism is very important, and you know there is an element of room for fun, but 

mostly they are professional. I definitely felt that you don’t want to mess up.” 

The data also revealed that Latisha expressed she did have an open door policy; 

however, neither one of the teachers mentioned an open door policy. Mary recalled 

“making appointments” with the principal and Becky made a comment about “how hard 

the principal is to get a hold of.”   

The data revealed that for the most part, the actions described by each principal, 

and their role in new teacher induction, were perceived by the beginning teachers on their 

campus. The data also showed that the two principals held different views about what 

was important when helping beginning teachers adjust to their new environment. 

Table 8. Comparison of Principals’ Perception vs. Teachers Perception 

David Elementary 
(Mike) 

David Elementary 
(Susie) 

• Principal expressed participation in 
new teacher induction 

• Help beginning teachers feel 
welcome and comfortable 

• Effective Actions: Do not watch 
over teachers, but give them room 
to be creative 

• Open door policy 

• Very supportive 
• Positive reinforcement 
• Feel very comfortable 
• Willing to help in any way 
• Open door policy 

 

 

 



 106

Table 9. Comparison of Principals’ Perceptions vs. Teachers Perceptions 

Berkley Elementary 
(Latisha) 

Berkley Elementary 
(Mary and Becky) 

• Principal expressed she did not get 
to participate in new teacher 
induction 

• Concerns: Behavior management, 
and professional dress code 

• Effective Actions: Work ethic and 
professionalism 

• Open door policy 

• Professionalism important 
• Don’t want to mess up 
• Make appointments with principal 
• Principal hard to get a hold of 

 

Subsidiary Question #4 

 Does the principal’s understanding of moral leadership impact his/her actions 

toward new teachers and teacher induction programs? Previous research surrounding 

moral leadership only confirms that school administrators have a moral obligation to see 

that their students and teachers are successful.  

The researcher asked each principal to explain their understanding of moral 

leadership in the process of inducting new teachers. Mike, principal at the upper-income 

school, said: 

I think we have got to set an example. I think we are expected to do the right 

thing, to handle ourselves in the proper manner and that they have got to see that 

with us. If they don’t see that with us, how do we expect them to be able to handle 

themselves?  

Latisha, principal at the low-income school, stated: 
 
Really they need to see someone who has some ethics in place, seeing what is 

expected. We are not going to shout at the kids, we don’t expect them to shout. 
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We want to be treated with respect; you have to treat the kids with respect. And a 

lot of teachers are not reading Ruby Payne and getting familiar with those and 

they come in and they have lots of problems with kids because they don’t know 

how to deal with them. So I try real hard to make sure that these teachers 

understand what I am expecting of them with the kids. Because they are not going 

to get the kids to behave. They will not get the kids to bind with the teaching if 

you don’t have relationship with kids. So, that is something I try to make sure 

these teachers understand. 

 The data showed that both principals expressed moral leadership views, but they 

were not necessarily in direct relation to inducting new teachers on their campus. Both 

Mike and Latisha expressed the importance of setting examples for the teachers, not just 

beginning teachers, so that they would know how to handle themselves based on the 

actions of the principal.  

 During the interview, Mike repeatedly stated how he wanted new teachers to feel 

comfortable and welcome, and he wanted them to know they were an important part of 

the entire school environment. If all teachers in his building see this caring attribute, they 

are more likely to treat their fellow colleagues and students in the same manner.  Latisha 

stated several times how important professionalism was to her and she also wanted that to 

be important to the teachers. If she is able to demonstrate professionalism through her 

leadership, this will most likely carry over to the teachers in her school. 

 The beginning teachers were asked if they believed it was a moral imperative for 

schools to have a mentoring or induction program and why. Susie commented:  
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Yes, very much so. From some of my friends who have started teaching and they 

were just kind of thrown to the wolves. It just helps so much that even for not just 

the fact that there was somebody to say do this, do this. It just kind of made me 

feel more comfortable to know that I had someone I could go to and someone 

who was always going to stand up for me and help me out.   

Susie also believed that her principal believed mentoring and induction was “a big deal.”  

She believed this was important to him because he chose an excellent mentor for her with 

whom she developed a very close relationship, and she continues to work closely with 

her mentor. Her principal believes in making teachers feel welcome and comfortable, 

which is exactly what took place with the mentor relationship that was established by the 

principal. 

 Mary, from the low-income school, also believed that it was a moral imperative 

for schools to provide a mentoring program, but not necessarily an induction program. 

She said the mentoring program was much more valuable than the overall induction 

program. Referencing the principal’s views about induction and mentoring, Mary said, 

“Mentoring, I think she thinks it is important. She mentioned it from the start which was 

great and really built that up so that that would be a good situation, so I felt like she made 

that a priority to emphasize it.” 

 Becky also said she believed it was a moral imperative for schools to provide a 

mentoring program. She stated: 

I don’t know what I would have done without my mentor this year. I mean 

because even if I asked other team members, I don’t seem to get as good of 
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answers. I think I would prefer to go to her and talk to her first. I don’t know how 

I would have done it without her. It would have been a lot harder, that is for sure. 

As far as induction, I mean, looking at it from kindergarten, like that week I think 

you definitely need to have that. I don’t know how useful it may have been if I 

were in an older grade. 

Becky, from the low-income school, was not sure if her principal believed it was a moral 

imperative to have an induction or mentoring program for new teachers. She said: 

I really did not see that from her. I mean I am sure she does think that is important 

just because the school is so big - she can’t be by my side the whole way. So 

having a mentor, I am sure she does know that is important and sticking with 

someone in school and not at another campus. I think she thinks, especially in this 

size school I would think that she would really consider that important. I mean 

she does not verbalize that, but I think she knows that she is hard to get a hold of 

so having someone else there to help you with little things like what to do if some 

parents are in your face yelling or something. She so she does not have to deal 

with that another person can help you with that. But as far as showing you that, I 

would just kind of assume that from her I guess. 

Summary of Data Presentation and Analysis 

 This case study proposed to examine the role of the principal in new teacher 

induction in schools of differing socio-economic status. The study relied on data gathered 

from interviews and district induction documentation which were compared to find any 

emerging themes to aid in answering the research questions for the study. Through the 
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analysis of the data, a more comprehensive understanding of the role of the principal in 

new teacher induction programs in schools of differing socio-economic status was found. 

The data presentation and analysis regarding new teachers’ beliefs and principals’ beliefs 

in the induction of beginning teachers provided significant information concerning the 

role of the principal in new teacher induction programs. 
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CHAPTER V 
 

SUMMARY AND IMPLICATIONS 
 

Summary 

 With an increase in teachers leaving the profession after only three to five years of 

teaching, administrators and school districts need to implement effective induction 

methods to retain beginning teachers (Colley, 2002). Hiring a large number of beginning 

teachers every year is time-consuming and costly for school administrators and disrupts 

the instructional programs of the school (Boe, Bobbitt, Cook, Whitener, Weber, 1997). 

Through a comparative case study, the role of the principal in new teacher induction was 

examined from the perspectives of the principals and beginning teachers. The data 

identified similarities and differences between the principals and their methods of support 

toward new teachers. This information should prove useful to administrators who are 

looking for effective strategies to support beginning teachers. 

Summary of Problem, Methodology and Findings 

 This study explored the problem of teacher attrition with an emphasis on new 

teacher induction programs and the role of the principal within these programs. The 

participants in this study included one elementary school principal from a low-income 

school and one elementary school principal from an upper-income school. The study also 

included three beginning teachers. Two teachers had just completed their first year of 

teaching and the other teacher had just completed her third year of teaching. 
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Research Questions 

The primary questions guiding this research were:  

1. What is the role of the principal in new teacher induction?  

2. How does this role differ, if in any way, in low versus high socio 

economic status schools?  

Additional questions were also considered during this study:  

1 .What are the beginning teachers’ beliefs regarding their induction 

program and the perceived role of the principal? 

2. What are the principals’ perceptions regarding their responsibility in 

new teacher induction programs?  

3. How do principals’ perceptions of their effectiveness in present new 

teacher induction programs compare with the teachers’ reactions to the 

process?  

4. Does the principal’s understanding of moral leadership impact his/her 

actions toward new teachers and teacher induction programs? 

Subsidiary Question #1 

 What are the beginning teachers’ beliefs regarding their induction program and 

the perceived role of the principal? 

 The common theme that emerged from the data analysis concerning the new 

teacher’s beliefs about their induction program was low expectations or no expectations. 

The data also revealed that the local new teacher induction program was focused on 

helping teachers on the first day and week of school rather than the entire year. 
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 The research data in this study revealed that teacher expectations from an 

induction program were not high. The teachers did not expect to gain useful and practical 

information from the week of induction prior to the start of school. The teachers were 

ready to work in their classrooms. The district stated that the induction program was 

called Project START, yet the principals and beginning teachers never used this title 

during the interviews. Overall, the teachers did not express a clear vision regarding the 

organization of the district induction program. 

 Since the teachers did not have high expectations of the induction program, it met 

the expectations and needs of the beginning teachers. The mentoring program which is 

one component of the induction program was the most beneficial aspect for the beginning 

teachers. The mentoring program remained in effect the entire first year of teaching, and 

all three teachers stated that they were able to meet with their mentor regularly. Their 

mentors were right across the hall from them, which made meeting a little easier. The 

data also revealed that the beginning teachers would prefer more time before the school 

year to meet and plan with their mentor teacher. 

 According to the data analysis, the mentoring program and the principal’s ability 

to provide excellent mentors was one of the most beneficial aspects of the induction 

program. Mentoring was the overall strength of the local new teacher induction program. 

The data found that the role of the principal in new teacher induction, as perceived by the 

beginning teachers, was different between the upper income school and the lower income 

school.  
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Susie, the beginning teacher from David Elementary, expressed that she knew the 

expectations at the school were very high. This was obvious from looking around the 

school, and the principal did not have to explain the culture of the school. She noted that 

the principal was very supportive to help her meet these high expectations that were an 

important part of the culture of the school. The principal also placed her with a great team 

of teachers who demonstrated a clear understanding of the school environment.  

The beginning teachers at Berkley Elementary were entering a school 

environment much different from that of their student teaching experience. The principal 

from Berkley Elementary took time to explain the culture of the school to the beginning 

teachers prior to being hired. In an effort to secure additional support for the beginning 

teachers, the principal also provided excellent mentors for the teachers. Becky and Mary 

believed this was the principal’s way of demonstrating her support to them as beginning 

teachers. 

Subsidiary Question #2 

 What are the principals’ perceptions regarding their responsibility in new teacher 

induction programs? 

 The data found two differing themes in regard to the principals’ perceptions 

regarding their responsibility in new teacher induction. The two themes that emerged 

were personal and professional. The principal from the upper income school exhibited a 

personal responsibility to new teachers, while the principal from the lower income school 

exhibited a professional responsibility to new teachers.  Professional characteristics 

indicate the need to make sure beginning teachers are following and complying with 
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district policies and procedures.  Personal characteristics indicate the need to make sure 

beginning teachers feel welcome, comfortable, and important. 

The data revealed that Mike provided a welcoming and comfortable school 

environment to help the teachers feel important. The data also found that David 

Elementary established a supportive environment between the teachers and the principal, 

where the principal expressed a personal commitment to help all teachers feel 

comfortable. 

Latisha stated that the induction program was district initiated and that she did not 

get the opportunity to participate in this program. However, she found it her 

responsibility to be more flexible with beginning teachers regarding policy and to 

encourage them to attend development opportunities. Latisha also provided her beginning 

teachers with a mentor teacher during their first year of teaching. 

 Principals play an important role in helping the beginning teachers adjust to their 

new role as a classroom teaching and becoming comfortable in their new environment. 

The principal from the upper income school found that most of his teachers would 

understand the culture of his school before they arrived, while the principal from the 

lower income school needed to provide a more in depth explanation about the culture of 

her school to prospective teachers. 

 Two similarities found in the data were that both principals stated they had an 

open door policy for their teachers, and that they would meet with beginning teachers to 

specifically address strengths and weaknesses only if there was a problem that needed to 

be addressed.  
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 The research data found that the principal from the upper income school believed 

he could take an active role in the induction of new teachers at a campus level by 

demonstrating a personal, caring attitude toward beginning teachers. The principal from 

the lower income school did not feel she had an active role in the induction of new 

teachers, because it was district initiated; therefore, she developed a more professional 

relationship with beginning teachers. 

Subsidiary Question #3 

 How do principal’s perceptions of their effectiveness in present new teacher 

induction programs compare with the teachers’ reactions to the process?  

 Both principals expressed actions they believed were effective for beginning 

teachers as an aspect of new teacher induction. One common theme that emerged from 

the data was a communication system they believed was effective to improve 

communication between the principal and teachers. However, none of the teacher 

respondents commented about the communication system being the most effective action 

of the principal during their first year of teaching.  

 The teacher respondents viewed the principal’s effectiveness in other aspects, and 

there were differences between the two schools. The teacher from the upper income 

school believed her principal’s most effective action was his support. She said, “He did 

not fire me.” She noted how comfortable she felt around him and how supportive he was 

when she would have doubts about her abilities as a teacher. This exemplified his 

personal commitment to support his teachers.  
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The beginning teachers from the lower income school found that the principal 

providing a good mentor and taking time to look at teacher work were most effective 

actions. Each teacher stated how beneficial their mentor teacher was during their first 

year. One of the teachers also stated that the principal took the time to read a newsletter 

that would be sent home for the parents to read. These actions exemplify the professional 

attitude that the principal believes to be important. 

 Overall, the data revealed that the principal from the upper income school 

believed he would be most effective with the teachers if he was welcoming and took the 

time to make his teachers feel comfortable and an important part of the school 

environment. This attitude was perceived by the beginning teacher on his campus. The 

principal from the lower income school believed she would be most effective for 

beginning teachers if she helped them follow correct procedures and policies so that they 

would exhibit professionalism in their job as a teacher. This attitude was also perceived 

by the beginning teachers on her campus. 

Subsidiary Question #4 

 Does the principals’ understanding of moral leadership impact his/her actions 

toward new teachers and teacher induction programs? 

 The research data revealed that the common theme of moral leadership, as 

expressed by the principals, was setting an example for the teachers so that they will 

know how to handle themselves. The principal from the upper income school was setting 

an example of caring and nurturing while the principal from the lower income school was 

setting an example of professionalism. The principals did not express a clear link between 



 118

moral leadership having an impact on new teachers and the retention of beginning 

teachers. 

 The principals understanding of moral leadership did impact their actions toward 

not only new teachers and teacher induction, but rather the school as a whole. The 

example that each principal expressed was sensed by the beginning teachers in the study. 

The teacher from the upper income school sensed an environment that was supportive 

and caring while the teachers from the lower income school sensed an environment 

where professionalism was important. 

 Two out of the three teachers believed that their principals viewed mentoring as a 

moral imperative. The principals chose excellent mentors whom the beginning teachers 

were able to develop a positive relationship with during their first year, which, in turn, 

demonstrated to the beginning teachers that the principals believed mentoring was a 

moral imperative. 

 The research also found that the beginning teachers viewed mentoring as a moral 

imperative, but were not necessarily convinced that it was a moral imperative for school 

districts to provide an induction program for beginning teachers. All three teachers 

expressed that the mentoring program was more beneficial than the induction program. 

Limitations 

 The limitations that emerged from this study were: 

1. The study was limited to one low-income elementary school and one upper-

income elementary school. 
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2. The study was limited to beginning teachers with one to three years of teaching 

experience. 

3. Only two out of the three beginning teachers participated in the same induction 

program during the same year. This increased time period between the induction 

process and the interview may have colored the reflections of the third-year 

teacher. 

4. The study was limited to one school district within one region of the state. 

5. This study did not include the views of any veteran teachers on these campuses. 

6. When conducting qualitative research, it is possible that some participants may 

not be willing to provide all the information necessary to adequately answer the 

research question (Marshall & Rossman, 1989). 

7. The interviewer must be able to ask questions in a manner that will elicit the most 

useful information (Marshall & Rossman, 1989). 

8. Interviews produce large quantities of data that will be difficult to manage 

(Marshall & rossman, 1989). 

Conclusions 
 

  Various conclusions were reached upon the completion of this comparative case 

study. The beginning teachers in the study benefited more from the mentoring program in 

the building rather than the overall induction program. They did not have very high 

expectations for the induction program, and all three teachers found the mentoring 

program to be the most beneficial component of new teacher induction. The data found 
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that the most important role of the principal as perceived by the beginning teachers was 

selecting an excellent mentor. 

 The principals expressed differing perceptions regarding their responsibility in 

new teacher induction programs. Mike believed he had a personal responsibility to make 

the teachers feel welcome and comfortable, while Latisha believed that induction was 

district initiated; therefore, she did not have the opportunity to participate in the induction 

of beginning teachers.  According to Veenman (1984) one of the obstacles of an 

induction program is that schools do not understand their responsibility for new teacher 

induction programs, which was evidenced within this study. 

 Susie, from the upper-income school, found that the actions of the principal were 

effective for her as a beginning teacher. Becky and Mary, from the lower-income school, 

found that the actions of their principal were also effective for them as beginning 

teachers. Both principals saw moral leadership regarding induction programs as setting an 

example. The beginning teachers all believed that the principals viewed mentoring as a 

moral imperative on their campus. 

Discussion or Implications for Practice 

 According to existing research, beginning teachers are leaving the profession after 

only three to five years in the teaching profession (Colley, 2002). Attrition significantly 

affects schools serving economically disadvantaged students and minority students 

(Darling-Hammond, 2003). Low-income schools suffer higher rates of teacher attrition 

and mobility than upper-income schools. 



 121

 As demonstrated by this study, the low-income school had a total of six beginning 

teachers during the 2004-2005 school year while the upper-income school did not have 

any beginning teachers during the 2004-2005 school year. On average, the low-income 

school has hired six beginning teachers each year within the past three years. The newest 

teacher at the upper-income school, on the other hand, had just completed her third year 

of teaching. The principal noted that once teachers come to his campus, they rarely leave. 

He also stated that he seldom hires beginning teachers, but hires transfer teachers from 

within the district. 

 Hiring a large number of beginning teachers every year poses several problems, 

one being that it disrupts instructional programs  until the new teachers better understand 

the school environment (Boe, Bobitt, Cook, Whitener, & Weber, 1997).  Latisha 

expressed this concern throughout the interview.  She stated that she was constantly 

making sure that the beginning teachers were complying with district policies and 

guidelines, some of which would be instructional policies. 

 Previous research concluded that principals who retain quality teachers provide 

them an environment where they can develop competence and take pride in being 

teachers (Jorissen, 2002). Inadequate administrative support is often cited as a reason for 

teachers leaving schools or leaving the profession all together (Hawley, 2000). Beginning 

teachers described effective principals as those who are present in the daily life of the 

school as well as in the professional development of the teacher (Kardos and Johnson, 

2002). 
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 Previous research would verify there is a problem with new teacher retention, 

particularly in low-income schools, and campus principals are critical to increased 

retention rates. To retain beginning teachers, principals must have a firm understanding 

of how to implement induction strategies that are effective and that will increase the 

likelihood of teacher retention. 

 Dyal and Sewell (2002) suggested twelve key principles to guide effective new 

teacher induction programs, yet the local new teacher induction program in this study 

lacked many of these critical elements.  The main component that was included by the 

district was a mentoring program.  The induction program focused primarily on the first 

day and first week of school rather than the entire first year.  

 Establishing supportive relationships with beginning teachers is an effective 

induction strategy to help increase the likelihood of teacher retention. Stuart (2002) found 

that principals need to interact with beginning teachers and mentor teachers to provide a 

supportive community for beginning teachers to become successful. Beginning teachers 

who develop a relationship between administration and other school colleagues will feel 

important and recognized. This relationship increases the likelihood that beginning 

teachers will remain in the teaching profession and become an asset to the school 

community (Sasrgent, 2003). 

 Throughout the interview, Mike and Susie both expressed ideas that portrayed a 

close relationship among faculty and administration. After three years of teaching at 

David Elementary, Susie noted that the faculty was close knit and worked well together. 

Susie also stated that the principal was very supportive and made her feel comfortable to 
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talk to him at any time. Mike worked to build a team who would work closely with the 

beginning teacher during the first year. Mike was striving to build a supportive 

community for his teachers to become successful. 

 Guin (2004) found that schools with a high rate of teacher turnover have difficulty 

in developing a positive working relationship among the teachers in the school. Latisha 

and the beginning teachers from Berkley Elementary did not portray as close of a  

relationship among faculty and administration. Becky noted how busy Latisha was since 

the school was so large, and Mary recalled making appointments to visit with the 

principal. The teachers developed a close relationship with their mentor teacher, which 

was beneficial to both Becky and Mary. At Berkley Elementary, the relationship between 

mentor and beginning teacher was stronger than the relationship between administration 

and other school colleagues. 

 Previous research has found that beginning teachers describe effective principals 

as those who are present in the daily life of the school as well as the professional 

development of the teacher. Beginning teachers also described effective principals as 

those who helped them set professional goals, recommended relevant workshops, and 

worked toward building a professional culture in the school community (Kardos & 

Johnson, 2002).  

 Mike made an effort to be visible in the classroom by going by to speak to the 

teachers on a weekly basis, and conducting occasional walk-throughs. Mike also 

exhibited professional characteristics in that he provided Susie an excellent mentor, 

secured a substitute for her to attend professional development opportunities, and 
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encouraged Susie to observe other teachers. Mike expressed both personal and 

professional characteristics in his support of beginning teachers. He was working toward 

building a professional, educational environment to improve student achievement. 

 Latisha exhibited predominantly professional characteristics. Mary stated that she 

recognized the importance of professionalism to the principal. She described a school 

environment where one did not want to make mistakes. Latisha commented that her work 

ethic and professionalism were the most effective actions for beginning teachers on her 

campus. 

 Previous research conducted by Johnson and Kardos (2002) and Stuart (2002) 

suggested that both professional and personal characteristics are important to beginning 

teachers. The data from this study found that Mike implemented both personal and 

professional characteristics while Latisha implemented predominantly professional 

characteristics. 

 Research has shown that beginning teachers need professional and personal 

support while at the same time being able to develop a relationship with administration 

and other school colleagues (Sargent, 2003). Although David Elementary served over 

700 students, the principal was able to develop an open, supportive relationship with his 

teachers. The teachers were also able to develop a close relationship with one another. 

Berkley Elementary also served over 700 students, yet there did not appear to be as 

strong a relationship between administration and faculty. 

 One reason for that might be that teachers and administrators in lower-income 

school districts often experience poorer working conditions, as well as students and 
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families who have a wide range of needs that must be met (Darling-Hammond, 2003). 

Administrators in low-income schools spend more time devoted to meeting the needs of 

students and families rather than supporting and meeting the needs of the teachers. 

 Adams (1982) stated that relationship building can be time consuming, but it is 

crucial to building a strong school culture. David Elementary was described as having a 

close knit faculty which would be due to a low teacher turnover rate at the school. A 

continuous influx of teachers, such as Berkley Elementary experiences, results in less 

cohesion of the faculty (Darling-Hammond, 2003).   

 Mike was taking the time to build relationships with the teachers on his campus 

and appeared to be very relaxed and calm during the interview. The interview was 

conducted during school hours, but he did not rush through the interview, but took his 

time to answer the questions. Mike had more time to build personal, supportive 

relationships because the teachers on his campus were familiar with the daily school 

routines and the organization of the school.  

 Latisha seemed to spend more time making sure the teachers were following 

correct rules and procedures and helping them understand daily school routines. These 

are typical characteristics for a school that has a continuous influx of new teachers. 

Latisha displayed a “busyness” even during the interview which took place after school 

hours. It was noticeable that she did not have as much time for building personal 

relationships with the teachers. 

 Stansbury (2001) stated that active support from the principal continues to be of 

vital importance even if a mentor is provided to beginning teachers. Principals must have 
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a clear vision of responsibility to their teachers, which ties into a moral responsibility to 

support teachers. The principals in this study did not express views of moral leadership 

being critical to supporting new teachers.  

 James Rest (1994) identified four components to determine moral behavior. Two 

of these components were moral sensitivity, and motivation. Neither principal expressed 

a moral sensitivity regarding the number of beginning teachers being hired each year 

particularly in low-income schools, and the need to provide them with an adequate 

induction program to retain them as teachers. They did not appear to understand the 

implications of teacher attrition on the entire school community. Latisha, in particular, 

did not express a moral motivation to make teacher induction and teacher retention a 

priority, which also reflects a low level of judgment regarding the amount of help that 

new teachers require. They both seemed complacent with their actions and the actions of 

the school district induction program. 

Ehrich (2000) stated that a moral leader exudes a sincere concern and care for 

individuals as human beings and honors the individuality and human relationship with 

each person. Although Mike and Latisha did not view the support of new teachers as a 

moral responsibility, they merely wanted to set an example for the teachers on their 

campus, Mike did exemplify some of the characteristics of a moral leader.  

 According to Greenfield (1995) school administrators have a moral obligation to 

provide each student with a highly qualified teacher who is being supported by the school 

administrator. Both principals expressed their support strategies with confidence; 
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however, Mike appears to be fulfilling his moral responsibility by providing both 

professional and personal support to the beginning teachers. 

Implications 

 The conclusions reached as a result of this research clearly demonstrated a large 

difference between the role of the principal at a low-income school and an upper-income 

school. Although the support was acceptable to all three teachers, the support offered by 

Mike may have greater impact on teacher retention. 

 The principal does play an important role in the induction of beginning teachers. 

The district begins the process; however, the principals must continue to support the 

teachers once the school year begins. This support must be both personal and 

professional. 

 The support of beginning teachers is time consuming, yet an important 

administrative task. Principals in low-income schools may struggle with finding time to 

provide both personal and professional support as they have more student and family 

needs to address as well as ensuring that all of the beginning teachers understand the 

daily routines of the school. If principals in low-income schools could provide both 

personal and professional support to meet the needs of their teachers, teacher turnover 

might decrease. 

 The district induction program can aid beginning teachers and principals by 

providing meaningful professional development throughout the year; however, 

administrators must also be cognizant of professional training that would help meet the 

professional needs of the teachers on their campus. The professional support that teachers 
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need will likely be different for a teacher at a low-income school versus a teacher at an 

upper-income school. 

 According to previous research and the data from this study, it reveals that 

principals do have a moral obligation to provide personal and professional support to 

meet the needs of teachers. The implications of moral leadership and support of new 

teachers was not demonstrated by the principals in this study. The principals did not yet 

exemplify moral sensitivity to the current teacher attrition rates and one principal had a 

low judgment in regard to the needs of beginning teachers. They did not express that the 

induction of beginning teachers was a moral responsibility.  

 Education leadership programs must begin to take measures to inform future 

administrators of their moral responsibility to take part in the induction of beginning 

teachers.  There must be a clearer understanding of moral leadership and how this 

leadership role can impact the overall school community.  

Further Inquiry 

 This study has provided a greater depth of knowledge concerning the role of the 

principal in new teacher induction, but there are additional avenues that should be 

examined for future research. 

 Since Mike and Latisha demonstrated different characteristics in supporting 

beginning teachers, it may be necessary to study personality traits and how this impacts 

the support that principals provide to their beginning teachers. Principals who understand 

how their personality impacts their support of beginning teachers and how it is impacting 

the overall culture of the school, may be able to establish more effective induction 
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practices at their campus. A better understanding of how personality impacts induction 

may lead to more effective induction efforts particularly on the part of the principal. 

 Additional research of principal induction efforts at smaller campuses may also 

prove to be beneficial. This study brought to light the large size of both campuses and 

how difficult it can be to provide attention to not only beginning teachers, but all 

teachers. More research needs to be conducted to determine whether beginning teachers 

at smaller campuses receive more support from the principal, or if the size of the campus 

has an impact at all on the support that is provided by the principal. 

 Due to the difference in principal support at schools of different socio-economic 

status, researchers should conduct further research regarding the impact of socio-

economic status on new teacher induction. More research needs to be conducted in upper-

income schools and low-income schools to further understand the impact of socio-

economic status on the role of the principal. 

 District new teacher induction programs may also need to be researched to 

identify how various programs specify the role of the principal. Only one district 

induction program was examined in this study; however, other induction programs do 

exist and need to be examined to determine which programs provide or require the 

strongest input from principals to offer maximum support to new teachers. 

 Teacher preparation programs must also begin to develop a moral sensitivity to 

the needs of beginning teachers. Most new teachers are placed in low-income schools for 

their first teaching assignment. Teacher preparation programs must be motivated to 

address this issue during teacher preparation by allowing pre-service teachers adequate 
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teaching time and observation time within these schools. When teachers are hired at low-

income schools, principals must exhibit strong moral judgment to realize these teachers 

need continued support and guidance 

Summary 

Two primary research questions guided this study: 1) What is the role of the 

principal in new teacher induction? 2) How does this role differ, if in any way, in low 

versus high socio-economic status schools? . 

After concluding the research, the data determined that each principal in this 

study possessed a unique role in new teacher induction on their campus. Mike exhibited a 

personal and professional responsibility in supporting beginning teachers. He expressed a 

desire to make teachers feel welcome and comfortable. The beginning teacher on his 

campus sensed this supportive and welcoming environment. Latisha exhibited a 

professional responsibility when supporting beginning teachers on her campus. She 

expressed a desire to present a professional demeanor so that the teachers would do the 

same. She wanted to make certain that her teachers were complying with district policy 

and guidelines. Neither principal saw his/her role as involving a moral responsibility to 

ensure that beginning teachers were provided supportive environments which would 

increase the likelihood of retention of the beginning teachers. 

The principal must exhibit an active, supportive role in new teacher induction. 

More specifically, the responsibility consists of meeting the professional and personal 

needs of beginning teachers. Beginning teachers want to feel important and recognized, 

while at the same time be encouraged to grow professionally. Supporting beginning 
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teachers is a time consuming yet invaluable task for administrators to implement. If 

implemented effectively it could increase teacher retention, particularly in low-income 

schools. 

The data from this study also determined that the role of the principal was 

different between the two schools. Latisha’s role was to make sure the beginning teachers 

were following rules and procedures and were displaying professionalism. Mike’s role 

was to make sure his teachers felt welcome and comfortable. The data was not conclusive 

as to whether this difference was due to the socio-economic status of the school or the 

personality of the principal. 

According to previous research, principals in low-income schools spend more 

time meeting the needs of students and families on their campus, rather than meeting the 

needs of their teachers. Low-income schools employ numerous new teachers; therefore, 

the principal exerts more time and effort into making sure that beginning teachers 

understand the routines and procedures for the school, rather than building a personal 

relationship with them. 

Principals in upper-income schools have experienced teachers who already 

understand the routines and procedures of the school; therefore, they have more time to 

make a personal connection with the teachers. In this specific study, the upper-income 

school did not have any new teachers within the two previous school years, while the 

low-income school had six new teachers in one year.  

Due to circumstances that are different within the two schools, the role of the 

principal appears to change. Latisha serves a student population which requires her to 
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spend more time concentrated on discipline and taking care of student needs. This leaves 

her with less time to go into classrooms and make a personal connection with the 

teachers. She also spends more time following up on beginning teachers to see that they 

are complying with district policies and guidelines. Since Mike has very few new 

teachers who require guidance in school procedures, he has more time to connect with the 

teachers on a personal level. These specific circumstances impacted their interaction with 

beginning teachers on their respective campuses. 

“Part of our nation’s commitment to leave no child behind must be to leave no 

new teacher behind.  We have asked these new teachers to accept the call to teach, and 

we are obligated to give them every chance to succeed” (Barnett, Hopkins-Thompson, & 

Hoke, 2002, p. 16).  Principals must be cognizant of their role in new teacher induction 

and how this impacts retention rates of beginning teachers.  Principals who exhibit both 

personal and professional support may have greater impact on teacher retention. 
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APPENDIX B 
 

Interview Questions (Principal) 
 

1. Tell me about yourself/myself 
 

2. What is the culture of your school? 
a. How do you help beginning teachers understand the culture of the school? 
b. How does a mentoring or induction program fit into the culture of the 

school? 
 

3. Describe the relationship you develop with beginning teachers. 
a. Describe your accessibility when beginning teachers need to talk to you. 
b. As a principal what are some specific things you do to help your first year 

teachers feel more at ease and more comfortable in their new school 
environment? 

c. Do you try to place new teachers in a grade level similar to that of their 
student teaching experience?  

d. During the interview process do you mention anything about induction or 
mentoring opportunities that the new teacher can take part in? 

 
4. How do you take part in the mentoring/induction process? 

a. Other than the formal observation, do you meet with your beginning 
teachers to discuss strengths and weaknesses?  

 
5. How do you strive to develop a sincere and supportive relationship with your 

beginning teachers? 
a. What do you believe are some of the unique needs of first year teachers on 

your campus and how do you meet those needs? 
b. What do you view as the most important role of the principal in new 

teacher induction? 
 

6. Where do you see moral leadership in the process of inducting/mentoring new 
teachers? 

 
7. Which of your actions do you believe are most effective for your beginning 

teachers? 
 

8. If money and time were unlimited, what sort of mentoring program would you put 
into place? 

 
9. What type of mentoring/induction program did you take part in as a beginning 

teacher? 
a. What contributions have you made to the current program at your school?  
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10. Is there anything else that you would like to share regarding the induction of 

beginning teachers in your school? 
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APPENDIX C 

 
Interview Questions (Beginning Teachers) 

 
 

1. Tell about yourself/myself 
 

2. As a new teacher what were your expectations for an induction program? 
a. Did this program meet your expectations? 
b. Explain the organization of the new teacher induction program. 
c. What components of new teacher induction were most beneficial and 

why? 
d. What were some of your unique needs as a first year teacher on this 

campus and how did your principal meet those needs? 
 

3. As a new teacher what did you feel was expected of you by the principal and how 
were these expectations communicated? 

 
4. In what ways did the principal provide support and guidance during your first 

year of teaching? 
a. What actions taken by the principal were most effective for you as a 

beginning teacher? 
 

5. How did the principal help you understand the culture of the school? 
a. What was your first impression of the culture of the school? 
b. What is your impression now? 

 
6. Did you feel adequately prepared for your fist teaching job? Why or why not? 

a. Were you hired to teach a grade in which you felt comfortable? 
b. How is this school similar to or different from the school where you were 

a student teacher? 
 

7. Knowing what you know now, would you say that it is a moral imperative for a 
school to have a mentoring/induction program? Why? 

 
8. Do you think your school leader sees induction/mentoring as a moral imperative? 

How did they demonstrate this obligation? Why? 
 

9. If money and time were not an issue, what mentoring program ideas would you 
implement for future beginning teachers? 

 
10. Is there anything else you would like to share about the induction of beginning 

teachers and your experiences as a beginning teacher? 


