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ABSTRACT 

 

High levels of teacher attrition provided one South Texas school district with significant 

challenges in how to best support new teachers so that they would grow in the profession and 

want to stay with the district.  This dissertation-in-practice (DiP) denotes my experiences as the 

Director of Curriculum with the development, implementation, and improvement of a teacher 

induction program in a South Texas school district. The study utilized a developmental research 

design as a means to improve upon the existing teacher induction program used in the district.   

The study’s setting was a small school district located in the Coastal Bend region of 

South Texas.  The district had 1,901 students, with 92 percent identified as low socioeconomic, 

62 percent identified as at-risk, and had a teacher attrition rate of 33% in 2014-2015.  This study 

was descriptive, aimed at gathering information about pre-existing conditions and the efforts to 

address teacher attrition through the implementation of a comprehensive teacher induction 

program.  Methods included developmental research design, insider action research, and iterative 

processes.   

In addressing the problem of teacher attrition, data revealed that the district in this study 

had challenges such as frequent leadership turnover, the absence of a guaranteed and viable 

curriculum, the absence of a comprehensive teacher induction program, and a lack of awareness 

of profound knowledge as it relates to a comprehensive system of teacher support and 

development. All of these factors contributed to a higher rate of new teacher attrition than the 

state average and led to the district facing a revolving door of hiring inexperienced teachers year 

after year. 
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  As a result of the DiP, a structure of practices and processes was identified that resulted 

in a fundamental shift in teacher induction support.  To this end, the study introduces a 

framework for systemic teacher induction.  Additionally, the importance of having a theory of 

action along with a process for developing one was also discussed as it relates to helping shift 

mindsets and implement change around comprehensive teacher induction.  Further research is 

warranted in districts that face similar demographics as the South Texas school district in this 

study to determine if this framework applies to all districts with such demographics or if the 

practices highlighted in this study are scalable to larger districts.   
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CHAPTER I: INTRODUCTION 

Subjectivity/Positionality 

Before coming to the South Texas school district, I was a principal in a Central Texas 

school district, and we had a robust teacher induction program in place. From my experience 

with that induction program, I gained an understanding of how valuable it is to support new 

teachers and to provide the necessary support so they could develop confidence and competency 

in their practice. In the summer of 2014, I was hired by the South Texas school district to be the 

director of curriculum and instruction. Quickly learning that the district had a high turnover rate 

and no teacher induction program in place, I met with my instructional facilitators and campus 

principals in August, and we pieced together an initial induction program to get us through the 

2014-2015 school year. While our intent was to better support the teachers, we also recognized 

that the high turnover rate was costing the district a lot of money that could be better spent in the 

district. Instead of spending money on initiatives and programming to improve teacher quality 

and student learning, the South Texas district was spending a significant amount of money on 

recruiting, hiring, and replacing teachers, year after year after year. According to a teacher 

turnover calculation tool from National Commission on Teaching and America’s Future, in 

2013-2014, the district spent $717,500 on costs associated with recruiting, hiring, and training 

new teachers.  

As I reflected on my practice as a former teacher, principal, and now district-level 

administrator, I recognized that the teacher development continuum and various styles and types 

of mentorship were needed to support teacher development. For instance, being the adult and the 

teacher of record in charge of students, is quite different from the student teaching experience 

where a veteran teacher is working with the student teacher in the classroom. If the South Texas 
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school district was going to reduce the turnover rate and keep the best new teachers, it would 

have to provide a comprehensive support system to allow teachers to grow and develop 

competency and confidence as an educator. We know that students miss various learning 

opportunities when there is a constant revolving door of teachers each year at the schools. When 

this happens, it is quite difficult to build a successful learning environment. The hope was by 

providing a comprehensive teacher induction program, these better-supported teachers would not 

only be more effective with the students but also remain in the district for many years.  

Overview  

This dissertation-in-practice (DiP) represents my experiences, as a director of curriculum 

and instruction, with the development, implementation, research, and improvement of a teacher 

induction and mentoring program in a South Texas school district. This study utilized a 

developmental research design as a means to improve upon the existing teacher induction 

program used in the district. Chapter 1 introduces teacher turnover rates as a persistent and long-

standing problem in the United States and in particular for the South Texas district as explained 

in the design study context. Following the purpose of the study, I present the design study 

challenges and theoretical frameworks in which this DiP is grounded. I complete this chapter 

with operational definitions, limitations, and significance of the study.  

Teacher Attrition: A Persistent Problem 

According to the National Center for Education Statistics (NCES, 2016), of the more than 

three million public school teachers teaching during 2011-2012, 8% left the profession the 

following year. Further, national trends indicate over 41% of new teachers will leave the 

profession within five years (NCES, 2016). The Texas Education Agency (TEA, n.d.) reported 

that from 2011 to 2015, Texas public schools lost an average of 35,144 teachers each year for an 
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average attrition rate of 10.4%. The national teacher attrition rate is 8% (Strauss, 2016). During 

the same time, Texas public schools hired an average of 37,614 new teachers each year for an 

average new hire rate of 11.03%. While attrition and staff turnover are common among all 

industries, the rate is noticeably higher in education than is in other highly regarded professional 

fields (Ingersoll, 2012). Furthermore, data revealed teacher shortages are mainly the result of the 

revolving door that exists where high numbers of teachers annually leave the profession before 

reaching retirement qualifications Ingersoll (2012) also states repeated staff turnover and teacher 

attrition can negatively affect a wide range of educational practices, including professional 

development, class assignments and scheduling, curriculum planning, and collaboration. 

Combined, these factors create disorder to schoolwide operations and potentially reduce student 

learning across a campus or district. School districts have responded to teacher attrition by 

providing induction and mentoring programs, but they vary in program design and operation, 

resulting in haphazard programs that typically fail to provide the support teachers need, 

especially those new to the profession (Bullough, 2012, Kearney, 2014).  

There are a number of reasons reported that explain why new teachers leave the 

profession. Hudson (2012) suggested that many of the teachers who exit the profession do so 

because the job requires long hours, the pay is low compared to non-education industries, 

growing accountability pressures, and the lack of support systems in many districts. Also, there 

is currently a greening of the teacher workforce as more and more baby boomers reach 

retirement age and are leaving the profession and more new-to-the-profession teachers are being 

hired (Ingersoll, Merrill, & Stuckey, 2014). Additionally, university-based teacher certification 

programs do not adequately prepare teachers to handle all of the complex decisions and 

responsibilities that come with teaching (Kearney, 2014). Moreover, a growing number of new 
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teachers are using alternative or non-university-based programs to earn credentials, essentially 

being forced to rely on street smarts to get by in the classroom (Fullan, 2016, p. 26). As a result 

of these two realities, new teachers feel overwhelmed by the requirements of the profession and 

are frustrated with the learning curve that comes with being an educator (Riggs, 2013). 

According to Riggs (2013), the initial years of teaching are made more difficult as many first-

year teachers assume the same roles as their veteran peers and these factors have contributed to 

higher attrition rates than comparative professions.  

Teacher induction programs are one way in which districts can provide new teachers with 

the support they need to be successful and remain in the profession. Ingersoll and Strong (2011) 

suggested that induction denotes a variety of programming structures involving orientation, on-

going support, and relevant guidance for new teachers. Kearney (2014) expanded the concept of 

induction to include a continuum of professional learning experiences that leads new teachers to 

full integration into a professional community of practice and continuous professional learning 

throughout their career. Mentoring is considered an indispensable component of highly effective 

induction programs in that it provides new teachers with the critical support, feedback, and 

relationships proven to build new teacher success (Ingersoll, 2012). 

Research indicates effective teacher induction programs may improve new teacher 

retention rates by 20%, accelerate professional growth, provide a positive return on investment, 

and increase teacher effectiveness (Ingersoll & Strong, 2011). However, to date, teacher 

induction and mentoring are not systemically approached by districts and rarely there is 

induction support over multiple years (Kearney, 2015). Kearney (2015) explained that many 

districts pick and choose elements of effective induction practices that fit their perspectives 

without much regard for the comprehensive approach necessary for effectiveness and there exists 
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a general lack of understanding about induction at the campus leadership level which results in 

arbitrary programs or support structures for new teachers in many districts.  

Design Study Context 

 The study’s setting was a small school district located in the Coastal Bend region of 

South Texas. At the time of my hire in August 2014, the Texas Academic Performance Report 

(TAPR, 2012-2016) 2013-2014 indicated that the district had 1,901 students, with 92% identified 

as low socioeconomic, 62% identified as at-risk, 5.3% English language learners, 10.6% 

receiving special education services, and 5.0% enrolled in gifted and talented programs. The 

ethnic distribution of students was 86% Hispanic, 10% African-American, and 2.6% White. The 

two years immediately prior to my arrival, while meeting standards, the district performed below 

the state averages on state assessment data. Table 1 shows the district and state passing rates for 

the State of Texas Assessments of Academic Readiness (STAAR) and the accountability rating 

for academic years 2012-2013 and 2013-2014 as stated in the Texas Academic Performance 

Report (TAPR). The STAAR results and accountability ratings were only available since 2013. 

The data revealed significant performance gaps on state achievement measures in all content 

areas.  

Table 1 

South Texas District & State STAAR % at Level II Satisfactory Performance or Above 

 2012-2013 2013-2014 

Content Area District State District State 

All Subjects 65 77 66 77 

Reading 67 80 63 76 

Math 70 79 69 78 

Writing 43 63 58 72 

Science 71 82 75 78 

Soc. St 61 76 60 76 

Accountability Rating Met Standard Met Standard 
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 Over time, the South Texas district has struggled to keep its teachers. As indicated by the 

district’s records, in 2011-2012 the teacher turnover rate, known as attrition, reached a high 

when almost one-quarter of all teachers in the district left. The district turnover rate in 2012-2013 

was 15%, rose to 20% in 2013-2014. As the new curriculum director, I understood the district 

was starting the 2014-2015 school year with newly hired teachers (many new to the profession) 

filling the void created the previous year when the district replaced 30% of their teaching staff.  

 Besides the sheer number of teachers leaving the district, other data indicated that the 

district had more beginning and early career teachers employed compared to state averages, 

meaning that for the district, its teaching force was less experienced, and more mobile compared 

to the average Texas school district. Table 2 shows a comparison of the percentage of teachers 

who are classified as Beginning and 1-5 Years’ Experience along with the average years of 

experience and average years of experience in the district and the state from years 2011-2012 

through 2014-2015.  

Table 2 

South Texas District and State Comparison of Teacher Years of Experience Based on Annual 

District Academic Excellence Indicator System (AEIS) and Texas Academic Performance Report 

(TAPR) from 2012-2015 

 

 Teachers by Years of Experience 

 2011–2012 2012–2013 2013–2014 2014–2015 

Years of Experience District State District State District State District State 

Beginning Teachers 2.1% 4.6% 9.8% 7.0% 9.4% 8.3% 11.1% 8.5% 

1–5 Years’ 

Experience 
28.6% 28.7% 29.9% 26.1% 29.7% 25.3% 33.2% 26.1% 

Average Years’ 

Experience 
12.3 11.6 10.3 11.5 10.3 11.2 10.1 11.0 

Average Years’ 
Experience in District 

8.7 8.1 7.0 8.0 7.4 7.6 6.8 7.5 

 

The district was concerned about how to best support teachers who were not only new to 

the district but also new to the profession. At the time (prior to 2014-2015), the district provided 
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an orientation to new teachers, but it was limited to an introduction of essential district staff, 

district procedures, payroll and human resource procedures, and a bus tour of the district. All of 

which occurred in August, before the start of school.  

Purpose of the Study  

Combined, teacher attrition and retention were complex issues occurring in the South 

Texas district. One of the significant challenges faced by the district was how to better support 

new teachers so that they would grow in the profession and stay with the district. To enact and 

bring to scale successful school and district reform that includes supporting teacher development, 

clear connections between research and practice need to be in place (Fullan, 2008). As both 

researcher and practitioner, I sought to move beyond focusing on a gap in the scholarly literature 

and, instead, framed the research work around gaps between an existing and preferred 

organizational state (Storey & Maughan, 2014) that can better support teachers through an 

induction program. Therefore, the purpose of this study was to observe, describe, explore, 

identify, analyze and interpret data about the development, implementation, and improvement of 

a teacher induction program in a South Texas school district and in doing so also answer the call 

from Sparks (2013) to provide systematic structures of improvement linked to innovative 

problem-solving.  

Design Challenge: 

A Dissertation-in-Practice Methodological Framework 

This DiP used a developmental research design, utilizing improvement research 

techniques and learning design cycles within a South Texas public school district context directly 

aimed at improving a teacher induction program. Richey and Klein (2005) stated developmental 

research design seeks to generate knowledge supported by data derived from the systematic 
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practices of an organization. Developmental research is a response to an established need in a 

practical context meant to establish new procedures, structures, or practices based upon the 

disciplined analysis of a particular case or problem of practice. It is grounded because it uses 

research discoveries, theory, and craft insight to guide the work.  

 This study was descriptive, aimed at gathering information about pre-existing conditions 

and the efforts to address the conditions, namely, improving a teacher induction program 

(Creswell, 2012). Methods included tracking action, change, and outcomes to consider whether 

desired outcomes were achieved. Additionally, the descriptions are presented through the lens of 

insider action research meaning it was completed by a member of the organizational system and 

community (Brannick & Coghlan, 2007), that was me as the researcher and director of 

curriculum and instruction.  

For this DiP I utilized a three-fold design challenge for my developmental research 

design study: 

1. To describe the system of profound knowledge surrounding teaching induction programs 

at large and then build that professional knowledge within the South Texas school district 

through interaction among people, procedures, and properties of an educational system.  

2. To examine the process of change as it relates to helping adults learn to be better 

teachers.  

3. To develop research-based essential components of a multi-year teacher induction and 

mentoring program that most benefits new teachers working in public school districts 

serving children of color, who live in poverty.  
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Theoretical Framework 

 A traditional dissertation study is most often guided by conceptual theory. In the DiP that 

uses a developmental research design the theoretical framework becomes complex. For the first 

design challenge, the theoretical framework took into account overlapping subject matter 

knowledge related to teacher induction programs, as well as Deming’s System of Profound 

Knowledge (Deming, 1994) to gain deep insight as to the interplay between and amongst 

systems, variation, knowledge, and psychology. Together, the subject matter knowledge and 

profound knowledge provide the foundation to increase the capability to make improvements.  

The second design challenge utilized the lens of change theory to examine the systemic 

and cultural transformation that occurred as it related to teacher induction and teacher attrition 

through the development, implementation and scale of the teacher induction program in the 

South Texas school district. The intent of this design challenge was to identify key district 

decisions, structures, and processes using the lens of change theory research to better understand 

why the district implemented the program as it did and how it influenced change within the 

organization around teacher induction and teacher retention.  

The third design challenge utilized the survey and interview data from the second design 

challenge to identify key adult learning experiences and support structures for new teachers in 

the program. The data were examined through the four principles of andragogy and improvement 

theory to assess the efficacy of the planned adult learning and support structures of the teacher 

induction program and its ability to meet the professional learning needs of new teachers over 

multiple years. Andragogy has its foundations in constructivism with the belief that adults need 

to focus more on the process of learning, primarily constructing new knowledge through social 

interactions, and less on the content being taught (American Institute for Research, 2011). 
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Andragogy is informed by four principles which include “adults need to be involved in planning 

and evaluation of instruction, experience provides a basis for learning activities, adults are most 

interested in learning with immediate relevance and impact to job/life, and adult learning is 

problem-centered rather than content oriented” (American Institute for Research, 2011, p.2).  

The intent of the design challenge was to synthesize and integrate the structures and processes 

used in the teacher induction program in a way that created generative knowledge for a 

comprehensive teacher induction program.  

Operational Definitions  

 AEIS: A district and campus academic performance report released each year by the 

Texas Education Agency (TEA) from 1990 through 2012. AEIS stands for Academic Excellence 

Indicator System. Performance is shown disaggregated by student groups, including ethnicity 

and socioeconomic status. The reports also provide extensive information on school and district 

staff, programs, and student demographics.  

 Attrition rate: Defined as the phenomenon of employees leaving the organization as 

measured by a specified period. For this study, the attrition rate is the% of new to the profession 

teachers hired by the South Texas district who leave the district during their first three years of 

teaching. The attrition rate will be calculated each year. 

 Cohort: For the purposes of this study a cohort is a group of new teachers who enter the 

RISE program in a particular year. The teachers in the RISE program remained together as a 

cohort as they matriculated through the program. The cohorts last three years. 

 PBMAS: The Performance-Based Monitoring Analysis System is an annual report 

released by the Texas Education Agency (TEA) for each school and district in the state. PMBAS 

reports on the performance of school districts and charter schools in selected program areas 
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including bilingual education/English as a second language, career and technical 

education, certain federal Title programs, and special education. PBMAS is part of the 

accountability system for the state of Texas. 

 Problem of Practice (PoP): Defined as a challenge or situation that exists in a school or 

district and revolves around a specific problem. The challenge is a problem because the impact is 

negative on the school or district and by addressing the problem of practice a better state of being 

can be achieved. 

 RISE Program: The pseudonym for the teacher induction program in the South Texas 

school district that served as the focal point for the research in this dissertation. RISE stands for 

Relevant Induction Support for Educators. 

 STAAR: The state assessment required by the Texas Legislature to be administered each 

year in grades three through eight and in high school. The student performance on the STAAR is 

used by the TEA to determine campus and district accountability status. 

 TAIS: The Texas Accountability Intervention System is the monitoring system used by 

the TEA to assist schools and districts who do not meet state accountability standards for 

multiple years. Schools and districts rated as Improvement Required can be placed in various 

stages of intervention and must complete the required improvement practices outlined by TAIS. 

 TAPR: A district and campus academic performance report released by the TEA each 

year. TAPR stands for Texas Academic Performance Report. Performance is shown 

disaggregated by student groups, including ethnicity and socioeconomic status. The reports also 

provide extensive information on school and district staff, programs, and student demographics. 

 TEA: The Texas Education Agency is a branch of the state government of Texas in the 

United States responsible for public education. The TEA interprets the education law and is 
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responsible for the oversight of all public schools and districts, including charter schools, in the 

state of Texas. 

Limitations of the Study 

 This design study was focused on developing, scaling, and improving a teacher induction 

program at a South Texas public school district. Depending on what elements of a teaching 

induction model may be in place at other districts, the results for improvement from this study 

may not be relevant to other districts. However, within this DiP there are clear and precise details 

of all aspects of the improvement process for the program so that future researchers and/or 

practitioners can determine whether the findings are transferrable or applicable to their 

organization. 

Significance of the Study 

According to national trends, over 41% of new teachers will leave the profession within 

five years (NCES, 2016). The district that participated in this DiP had teachers with less 

experience than state averages and who stayed with the district fewer years than the state 

average. The district’s repeated staff turnover and teacher attrition negatively affect educational 

practices, including professional development, class assignments and scheduling, curriculum 

planning, collaboration, and student achievement. The research involved in this DiP helps to 

shed light on the impact that a teacher induction program had on future attrition rates in the 

district. It may also assist in informing other school districts and educational leaders, especially 

those districts that serve students in a low socioeconomic setting, as they consider teacher 

induction models to help reduce teacher attrition and improve teaching and learning in their own 

districts.  
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CHAPTER II: LITERATURE REVIEW 

As noted in chapter one, the purpose of this study was to observe, describe, explore, 

identify, analyze and interpret data about the development, implementation, and improvement of 

a teacher induction program in a South Texas school district. Chapter II provides an extensive 

review of the literature and research related to the purpose and need for teaching induction 

programs and improvement cycle theories. The chapter is organized into four major areas: 

teacher attrition, teacher induction, and the theoretical frames used in this study: improvement, 

change, and andragogy. A summary section concludes the chapter.  

Teacher Attrition: A Persistent Problem 

 Research from the National Center for Education Statistics (NCES, 2016) reports of the 

more than three million public school teachers teaching during 2011-2012, 8% left the profession 

the following year. The Texas Education Agency (TEA) reported that from 2011 to 2015, Texas 

public schools lost an average of 35,144 teachers each year for an average attrition rate of 10.4% 

(Texas Academic Performance Report, 2012-2016). The national teacher attrition rate, teachers 

who leave a school or the profession, is 8% (NCES, 2016). During the same time, Texas public 

schools hired an average of 37,614 new teachers each year for an average new hire rate of 

11.03%. The attrition rate is noticeably higher in education than is in other highly regarded 

professional fields (Ingersoll, 2012). 

The discussion of teacher attrition data has two primary points of focus: overall teacher 

attrition rates and first five years’ attrition rates. The previous paragraph detailed the current 

realities of overall teacher attrition rates in the United States and the state of Texas. A more 

impactful attrition rate to consider is that of those who are entering teaching and finishing their 

first five years. The data indicate this cohort of teachers has a much higher rate of attrition and 
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can impact districts in financial, academic, and organizational ways. For much of the past two 

decades, education research on new teacher attrition rates has cited Ingersoll and Smith’s (2003) 

estimate of nearly 50% of new teachers leaving the profession in the first five years. However, 

more recent research on teacher attrition reveals a lower percentage of teachers leaving the 

profession in five years and Ingersoll has concurred stating his projection was a rough estimate 

based on cross-sectional data available at the time (Ingersoll et al., 2014). More current research 

based on national longitudinal cohort data from the NCES (2016) finds that 41.3% of new 

teachers leave teaching within their first five years (Ingersoll et al., 2014). Still, one other 2015 

study by the Institute of Education Sciences (IES) reports a first five-year attrition rate of nearly 

30% (Gray & Taie, 2015). Though the data indicate a lower first five-year attrition rate than what 

has been cited for many years, the fact remains that teachers in their first five years of teaching 

leave the profession at a greater rate than any other cohort group of teachers. 

The first five-years’ teacher attrition rate can best be understood by examining the 

demographic makeup of the teachers used to calculate the rate. Data from the IES Beginning 

Teacher Longitudinal Study (BTLS) group teachers for analysis during any of their first five 

years using Gray and Taie’s (2015) categories: (a) stayers – teachers who remained at their 

campus from the previous year, (b) movers – teachers who move between districts or schools 

within a district from the previous year, and (c) leavers – teachers who leave the profession or 

stop teaching from the previous year. Movers and leavers are combined in the report to calculate 

the annual teacher attrition rate for new teachers. Beginning Teacher Longitudinal Survey data 

are also disaggregated by multiple teacher characteristics such as age, sex, race, salary, teaching 

status, degree type, certification type, school level, community type, and school socioeconomic 

level. The variety in disaggregation allows researchers to better understand the overall trends in 
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teacher attrition while also determining specific effects of attrition on the profession, states, 

districts, and campuses. 

 The IES data show 80% of teachers in their first three years of teaching were classified as 

stayers, 13% were movers, and 7% were leavers (NCES, 2016). Among the movers, 59% moved 

to another school in the same district, 38% changed school districts, and 3% moved to a private 

school setting. About 30% of the movers were reassigned to another school unwillingly, and 

about 10% of the leavers left teaching involuntarily. Roughly 8% of the leavers in the research 

were no longer working in the education field. A little more than half of all leavers indicated that 

their current work settings were equal or better than the campus they left and the same 

percentage stated their workloads were less. 

 The data, however, show teacher attrition is not equally distributed across states, regions, 

or school districts (Ingersoll et al., 2014). The data trends of how movers and leavers are 

redistributed throughout the education system are troubling. The most recent data indicate that 

45% of all teacher attrition occurs in just 25% of all public schools: high-poverty, high-minority, 

urban, and rural. Furthermore, the data show a greater proportion of movers going from poor to 

wealthier schools, from high-minority to low-minority schools, and from urban and rural to 

suburban schools. There are also data that show minority teachers have a higher attrition in their 

first five years than white teachers. Schools with high poverty rates, high minority rates, and 

those located in urban or rural settings usually have more difficulty recruiting teachers and often 

must settle for inexperienced and minority teacher candidates. The combination of mover trends, 

greater minority teacher attrition, and the challenging teaching environments of urban and rural 

schools retards efforts to build a diverse instructional staff in those settings. 
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 While the first five-year attrition rate at 30-40%, is less than the once forecasted rate of 

50%, it still represents a significant challenge for schools and districts who are trying to develop 

a culture and professional capacity to meet the academic and social needs of their students. 

Based on the 2015 TEA teacher attrition data, at an attrition rate of 41% the state of Texas is 

losing an average of 15,420 of their average 37,600 new teacher hires within five years, year 

after year. Using Ingersoll et al.’s (2014) research figures that means 7,000 of those 15,420 

annual leavers are exiting the profession from high-poverty, high-minority, urban, and rural 

schools. The data reveal that schools and districts with the greatest academic challenges also face 

greater challenges retaining their new teachers. 

 To best manage the impact of new teacher attrition on districts and schools, it is 

important to have a complete understanding of why new teachers leave the profession. A survey 

of the attrition research shows there are some reasons that may explain why new teachers leave 

the profession at high rates in their first five years. Hudson (2012) suggests that many of the 

teachers who exit the profession do so because the job requires long hours, the pay is low 

compared to non-education industries, growing accountability pressures, and the lack of support 

systems in many districts. These reasons are some of the more common and frequently given 

motives for why teachers leave teaching, regardless of experience. Ingersoll (2012) expands on 

the more common motives by pointing out that newcomers are all too often left on their own 

with little support and must sink or swim.  He also points out that beginning teachers often are 

hired for the most challenging classrooms and campus assignments which can lead to a feeling of 

being overwhelmed and ill-prepared for the job. Kearney’s (2014) research on new teacher 

challenges highlights the difficult classrooms but also points out they teach more classes and 

have more out of class duties than more experienced staff, lack adequate mentoring or 
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supervision, and fail to receive consistent recognition of professional growth in the early years. 

Compounding these challenges is the expectation that new teachers are held to the same 

standards on state accountability systems as veteran teachers who have more experience and 

expertise. Finding ways to bridge the knowing and doing gaps, as they relate to professional 

practices, for new teachers and creating support systems to assist them along the way is critical 

in addressing attrition rates in the future.  

Teacher Induction 

 One method to bridge the knowing and doing gap for new teachers is the use of teacher 

induction programs. Teacher induction programs came to the forefront in the early 1980s as a 

result of the school improvement movement. School improvement research began in earnest with 

the release of James Coleman’s (1966) Equality of Education Opportunity. Coleman argued that 

schools play an inferior role in student achievement when compared to socioeconomic status, 

race, social class, and family background. What grew from the findings of the Coleman study 

were two movements aimed at improving student performance: school effectiveness and school 

improvement. Ron Edmonds (1979) was a researcher who pioneered the school effectiveness 

movement through a focus on elements present in schools that were able to overcome 

socioeconomic and family background challenges. School effectiveness is seen as subjective and 

measures schools according to socioeconomic and other variables that might affect some schools 

and not affect others like urban versus suburban. The school improvement paradigm began after 

the birth of school effectiveness research and came from a concern over the lack of teacher 

ownership in school effectiveness-based reform. The 1983 A Nation at Risk report highlighted 

many concerns about student performance and how to improve teacher performance and 

retention (National Commission on Excellence in Education, 1983). The report focused on 
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factors such as salaries and school quality (school effectiveness) and did not address teacher 

quality or factors like teacher induction as a reform process. Researchers in the school 

improvement movement noticed this omission and began to look at teacher induction as means 

by which to not only improve student outcomes but to improve teacher quality and reduce 

attrition. 

 Teacher induction can most simply be defined as a system of supports for new teachers 

that provide orientation, guidance, and on-going support throughout the early years of a career. 

Induction programs can take on many forms and purposes depending on the needs, priorities, and 

resources of a district or campus. Kearney (2014) has developed a comprehensive definition of 

induction as “the primary phase in a continuum of professional development leading to the 

teacher’s full integration into a professional community of practice and continuing professional 

learning throughout their career” (p. 5). Teacher induction can be a bridge for the knowing and 

doing gap new teachers face as they move from learning about teaching to teaching for learning 

(Ingersoll & Strong, 2011). The need for teacher induction has remained valid since the 1980s 

but only in the last decade has teacher induction risen to the status of an authentic education 

policy issue for educators. 

 Changes in the teaching workforce over the last few decades brought teacher induction 

support to the forefront as a policy issue. Multiple trends in the makeup of the teacher workforce 

the last few decades have transformed the profession and shifted the focus of how districts and 

campuses evaluate and support their teachers. Trends such as the aging and retirement of veteran 

teachers, the explosive growth of new, inexperienced teachers, and the overall growth in the total 

number of teachers are trends that have led to the proliferation of teacher induction programs 

across the country. 
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 A primary trend that has shifted the demographics of the teacher workforce is comprised 

of two complimentary factors identified by Ingersoll et al. (2014); they are the graying and 

greening of the workforce. The graying of the workforce refers to the aging of teachers in the 

profession, particularly the group known as the baby boomers. Throughout the last several 

decades the teaching force has gotten older, and retirements have also increased. The trend of 

baby boomer teachers retiring appears to have peaked around 2009 with the number of retiring 

teachers leveling off and even declining in the years since 2009. This trend is supported by age 

distribution data that shows the modal, or most common, age of teachers in 1988 was 41, and by 

2008 it was 55, but by 2012 it had dropped to 30. Additionally, the modal years’ experience for 

teachers in the late 1980s was 15 years and by 2008 it was one year of experience. This drop in 

modal age and years’ experience confirms that veteran, experienced teachers were beginning to 

leave the profession and retire while a trend of hiring younger, inexperienced teachers was 

growing.  

 The greening of the workforce refers to the sizeable increase in the proportion of first-

year teachers entering the profession. However, while the teaching workforce is getting younger, 

it does not mean all new hires share the same age distribution. While most of the new hires were 

young, recent college graduates, a significant number of new hires were older but still lacked 

experience teaching (Ingersoll et al., 2014). This trend was partly affected by the economic 

collapse of 2008 where many middle-aged adults had to change careers or went back to school 

and began teaching after getting another degree or teaching certificate. Data that show nearly 

33% of new hires in 2012 were 29 or older and 10% were over 40. Regardless of age, the 

noticeable increase in teachers with little to no experience teaching contributed to a greening of 

the workforce. 
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 A third trend coincident with the graying and greening of the workforce was the 

ballooning of the workforce. Simply put, since the late 2000s there has been a hiring boom in 

education. The number of teachers grew by 48% from 1988 hiring rates to 2008 hiring rates 

(Ingersoll et al., 2014). The hiring boom greatly outperformed the growth in student enrollment 

which was 19% during that same time. Some factors that contributed to the ballooning of the 

workforce included class size reduction, special education requirements, the growth of 

enrichment programming, the expansion of career and technology courses, and secondary math 

and science courses. The prolific growth in hiring was the primary driver in the greening of the 

workforce through 2008. Though the ballooning trend has slowed since 2012, the need for 

teachers in critical areas such as special education, English language learners, career and 

technology, and math and science remains steady.  

One other workforce trend worth noting is the growth of alternative certification teachers 

and how that impacts the workforce. A growing number of new teachers are using alternative or 

non-university-based programs to earn credentials to teach. These are individuals who have a 

degree outside of education and who seek a second career in teaching. Instead of going back to 

school and getting a master’s degree, they enroll in an alternative certification program to 

become a credentialed teacher. The USDE (2013) estimates that 25% of all teachers receive their 

credentials outside of a four-year university program. Alternative certification teachers can teach 

while they go through the alternative certification program but are essentially entering teaching 

without any teacher observation experiences and formal pedagogical instruction from university 

professors.  

 The previously mentioned trends in the teacher workforce have led to a proliferation of 

teacher induction programming in education. With so many teachers being hired with little or no 
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experience it stands to reason that districts and campuses would be searching for methods to 

support and develop these green teachers. Furthermore, while pre-service teacher education 

programs provide fundamental training, professional knowledge, best practices, and professional 

values for aspiring teachers they cannot fully emulate the educational setting or prepare teachers 

for everything that comes with being an educator. In most cases, the expectations and realities 

faced by most first-year teachers are at odds with one another and often exist for multiple years 

as the teacher learns the craft (Kane & Francis, 2013).  

 The research of the last twenty years on teacher induction confirms that teaching 

continues to be very challenging for most new teachers. There is tremendous potential for 

teacher induction programs to address and compensate for much of the struggles new teachers 

face when entering the classroom. Kane and Francis (2013) reported the most common struggles 

for new teachers are motivating students, effective classroom management, differentiated 

instruction, effective assessment strategies, and working with parents. These struggles combine 

to create a reality in the classroom where new teachers spend less time on teaching and learning 

and report lower self-efficacy than their experienced colleagues.  

 Teacher induction programs hold much hope for education leaders who are in need of 

policies and practices to assist new teachers with the complex and perplexing challenges of 

teaching in a time with greater and growing teacher expectations. Recent research indicates 

induction programs have a significant positive effect on teacher retention, self-efficacy, and job 

satisfaction (Kane & Francis, 2013). The research confirms induction programs help new 

teachers counter stressful anxiety and the crisis of confidence that occurs during most first years 

of teaching. Furthermore, their revealed that 84% of new teachers who participated in a teacher 
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induction program with strong feedback and guidance felt they made significant improvements 

in their practice as teachers.  

 Data show teacher induction programming is on the rise with only about 50% of new 

teachers reporting they participated in some form of teacher induction in 1990 and nearly 91% in 

2008 reporting they were part of a teacher induction program (Ingersoll, 2012). While teacher 

induction programs are a more common experience for new teachers today, the actual programs 

can vary quite a lot. Ingersoll reported the most common teacher induction activity, 87%, for 

beginning teachers were supportive communication with administration or department chairs. He 

also reported that about 80% of beginning teachers had access to a mentor and some form of 

guidance and feedback on their craft. Around 50% of first-year teachers had a common 

collaboration time and less than 20% received a reduced class load or schedule. Only 5% of new 

teachers reported they received a comprehensive package of support including assigned mentor, 

regular workshops, common planning, reduced course load, and a variety of assistance in the 

classroom.  

Beyond the components or experiences of typical teacher induction programs, the 

expectations of states about how they support new teachers vary considerably as well. Goldrick 

(2016) reviewed a New Teacher Center (NTC) report on state policies for teacher induction and 

mentoring and found that 29 states require some form of teacher induction but only 15 of those 

states require support for the first and second year of teaching. He reports that nine states require 

support beyond the first two years of teaching. Those states also required beginning teachers to 

complete the induction program to receive their certification. Only two states provide specific 

funding to districts for teacher induction program implementation.  
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Effective teacher induction programs have been shown to improve new teacher retention 

rates by 20%, accelerate professional growth, provide a positive return on investment, and 

increase teacher effectiveness (Ingersoll & Strong, 2011). However, to date, teacher induction 

and mentoring are not systemically approached by districts. The majority of teacher induction 

programs are sporadic and haphazard in implementation and rarely is there induction support 

over multiple years (Kearney, 2015). Additionally, there exists a general lack of understanding 

about induction at the district and campus leadership level which also contributes to the arbitrary 

support structures for new teachers in many districts.  

 It is important to note that merely establishing a teacher induction program does not 

guarantee high levels of teacher support and professional learning. In fact, recent studies indicate 

that many induction programs fail to impact teacher quality or retention due to the fact the 

programs focused on easy to implement elements like policies and procedures instead of 

supporting teacher engagement on the complex processes of student learning (Kane & Francis, 

2013). Kearney (2015) explained that many districts pick and choose elements of effective 

induction practices that fit their perspectives without much regard for the comprehensive 

approach necessary for effectiveness. It is critical that teacher induction programs focus on in-

practice and relevant learning experiences that build teacher capacity and competence within an 

authentic learning community. Ingersoll and Strong (2011) suggested that induction provide a 

variety of programming structures involving orientation, on-going support, and relevant guidance 

for new teachers. Research shows when induction programs focus on those variables the 

likelihood of improving teacher quality and retention increase noticeably (Kane & Francis, 

2013). 
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 Teacher induction programs are implemented to develop the knowledge and skills of new 

teachers, improve retention rates, reduce teacher turnover, and provide guidance and feedback 

for new teachers during their initial years in the profession. Well-developed induction programs 

provide direct benefits to new teachers as well as the organizations implementing the programs. 

Kearney’s (2014) examination of leading research on teacher induction from around the world 

identified eight characteristics of effective induction programs. Effectiveness was measured by 

reported retention rates and levels of support offered to program participants. The characteristics 

included mentorships, collaboration, observations and feedback, reduced teaching time, teacher 

evaluation, opportunities for professional dialogue, professional support and networking, and on-

going professional development. The values behind these characteristics reveal a belief that our 

new teachers deserve a multi-faceted process of support that contains on-going, systematic, and 

developmentally appropriate learning opportunities. The components of any teacher induction 

program need to embody these characteristics while advancing professional growth, improving 

teaching practices, and embedding professional development into the organization. 

 After identifying the key characteristics of effective induction programs, Kearney (2014) 

examined the components of actual induction programs from around the world for effectiveness 

using the same measure of retention rates and levels of support. Eight countries were included in 

the research which identified nine induction program best practices from around the world 

including: one to two-year mandatory programs, provision of a mentor, collaborative 

opportunities, structured observations, reduced teaching, job-embedded workplace learning, 

workshops, support and networking, and systemic professional development. The commitment 

by the countries in the research to preparing, supporting, and developing their new teachers is the 

difference maker for building teacher capacity and teacher retention over time.  
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 Kearney identified one to two-year mandatory programs as a best practice for teacher 

induction programs. Teaching is complicated and takes time to become proficient or exceptional 

in the craft. Implementing a multi-year program allows districts to ameliorate challenges new 

teachers contend with during the first several years of their career. Teachers benefit from having 

time to matriculate through the continuum of teacher development necessary to become an 

effective and competent teacher. 

 Another best practice identified by Kearney was mentoring. Mentoring is considered an 

indispensable component of highly effective induction programs in that it provides new teachers 

with the critical support, feedback, and relationships proven to build new teacher success 

(Ingersoll, 2012). Mentors help create work environments where new teachers are treated as 

professionals, have access to ideas and resources, and gain guidance from experienced 

practitioners in the field. Essential interactions between mentors and new teachers are regularly 

scheduled meetings, observations of each other’s teaching, strengths and needs assessments, and 

co-planning for instruction and behavior management (Wood & Stanulis, 2009). Other 

considerations when developing a mentor component for a teacher induction program include 

ensuring a rigorous and criterion-based mentor selection process is in place along with mentor 

preparation and training procedures to ensure quality and beneficial matches between mentors 

and new teachers. Mentor quality along with clear expectations for essential interactions is vital 

to any induction program if the goal is to develop teachers and improve retention long term. 

 The remaining seven best practices identified by Kearney focus on systems and structures 

for professional learning and dialogue with colleagues. The purpose of the remaining best 

practices is to provide systems and layers of support that allow new teachers the opportunity to 

collaborate with teachers who have expertise on the campus and other new teacher colleagues 
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who are facing similar challenges in learning the craft of teaching. By embedding induction 

program supports into the work of new teachers through regularly scheduled workshops, release 

time, and a larger program of professional development the district is demonstrating institutional 

commitment to the value of developing their new teachers. Kearney refers to this as the 

professionalization of the teaching workforce through which the district not only addresses 

teacher retention but also develops a higher quality teacher which also produces better 

performing students. 

 Induction programs provide districts the tools to help new teachers survive the typical 

sink or swim mentality that exists across much of the country during the first few years of a 

teacher’s career (Kearney, 2016). When districts move beyond viewing induction as orientation 

or assigning a mentor and connect multiple layers of support over multiple years, they create the 

environmental change for continued professional development and the full integration of the new 

teacher into a thriving community of practice. 

Improvement Theory  

To improve an organization or a program change must occur. Change alone does not 

guarantee improvement but must be implemented with an understanding of the core principles of 

improvement theory. Langley, Moen, Nolan, Nolan, Norman, and Provost (2009) stated there are 

three key characteristics of change that result in improvement: alter how work is done or the 

makeup of a product, produce tangible, positive differences relative to historical trends, and have 

a lasting impact. Additionally, any effort to improve something should answer three fundamental 

questions:  

What are we trying to accomplish? 

How will we know that a change is an improvement?  
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What changes can we make that will result in improvement?  

Fulfilling Langley et al.’s (2009) characteristics and answering the related questions require the 

acquisition of profound knowledge, research-based improvement cycles, and theory of change.  

Profound Knowledge 

 Improvement processes require the acquisition of knowledge. There is a variety of 

knowledge types from content or subject knowledge to skill set knowledge and process 

knowledge. The variety of knowledge types combine to assist and organization in designing or 

redesigning a product, service, or program. The ultimate goal of any improvement process is to 

optimize the outcome or function of a product or system. 

An additional type of knowledge that assists an organization in the improvement cycle is 

one that W. Edwards Deming (1994) coined the System of Profound Knowledge.  Profound 

knowledge refers to the extensive understanding of organizational capacity, structures, 

relationships, and systems as a means to achieving improvement (Langley et al., 2009). 

Deming’s work focused on understanding the entire system as opposed to efforts at improving 

individual parts or components of an organization. Figure 1 illustrates the principles of profound 

knowledge and how they work interactively to build the capacity to bring about systemic 

improvement. 
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Figure 1. Deming’s System of Profound Knowledge. This figure illustrates the four principles of 

profound knowledge and the interactive nature of each towards building system improvement. 

Deming (1994) described profound knowledge as the collective interaction of four 

principles: (1) appreciation for a system, (2) knowledge about variation, (3) theory of knowledge, 

and (4) psychology of change. He asserted that none of the four principles could be separated 

and that they work in relation to each other either and build-up or tear down quality within a 

systemic process. Deming’s System of Profound Knowledge is built upon systems theory 

acknowledging that organizational systems are composed of interrelated processes and people 

that make up the components of the organization (Berry, 2011). Understanding the importance of 

profound knowledge as it relates to improvement processes allows for effective design and 

redesign of programming such as teacher induction support. 

The first principle of profound knowledge is the appreciation for a system. This particular 

principle focuses on process management—understanding the relationships between functions of 
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an organization and activities (Lagrosen & Travis, 2015). The functions, which can be items or 

people, and activities must work together toward a common purpose and it is the leader's or 

developer's role to optimize the interplay of that system (Langley et al., 2009). Optimization 

occurs when there is true cooperation of components and no competition between components 

exists at all (Deming, 1994). The lack of component competition allows all parts of a system to 

benefit and excel. Appreciation for a system requires each component to contribute its best to the 

system without pursuing individual reward which would disrupt the balance of the system 

(Berry, 2011). It is also worth noting that interdependence leads to new insights and increases the 

accuracy of predictions about the impact of change throughout a system (Langley et al., 2009). 

Implications of appreciation for a system in teacher induction programs is viewing system, or 

district-wide, improvement in a holistic sense rather than addressing components such as 

teachers, curriculum, facilities, or other components as separate pieces (Lohr, 2015). Teacher 

induction program models should be designed in a way that avoids addressing only one area, 

teachers for instance, and instead connects components such as professional development, 

curriculum resources, mentoring, leadership capacity, and financial resources in a way that act 

together in supporting the priorities of new teacher development. 

The second principle of profound knowledge is knowledge about variation. This 

particular principle focuses on measuring variation in performance or outcomes and taking 

appropriate action to address the variation. Since no two things or people are alike and variation 

exists all around us, improvement cycles seek to reduce the range of variation over time while 

also achieving the desired level of process performance (Berry, 2011). This principle is 

concerned with controlling sources of variation. Deming (1994) identified two sources of 

variation: common causes and special causes. Special cause variation can be thought of as causes 
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that lie outside of the system and prevent performance from being consistent and do not affect 

everyone (Lagrosen & Travis, 2015). Common cause variation can be thought of as causes 

inherent within a system and arise only after special cause variation has been eliminated. 

Common causes are preferred because this means the system is in a more stable state of 

statistical control where changes or performance outside of limits are more easily identified and 

addressed (Berry, 2011). Reacting to common cause variation as if it were special cause variation 

can do more harm than good to the system because it requires point-to-point adjustments which 

are assumed to be unique causes rather than the systemic causes that exist (Deming, 1994). 

Implications for knowledge of variation in teacher induction programs are being certain about 

performance variations to know if they are a common cause, shared by all schools or teachers, or 

if they are a special cause, attributable to a specific school or teacher (Lohr, 2015).  

The third principle of profound knowledge is theory of knowledge. This particular 

principle focuses on the importance of theory in understanding knowledge as it relates to how a 

system works (Lagrosen & Travis, 2015). In the context of organizational improvement, change 

is a prediction which requires a theory—our current understanding of how the system works 

(Langley et al., 2009). Knowledge is built on theory and any theory requires routine adjustments 

as new knowledge and understanding gives meaning to experiences based on predictions. Having 

a theory of knowledge is vital because it allows the user to weave knowledge, or information, 

into the new reality facing the organization (Langrosen & Travis, 2015). Berry (2011) noted 

information is transformed to knowledge through the cycle of theory, prediction, action, analysis, 

and adjustment. Tampering with the system based solely on information, as opposed to 

knowledge through theory, is a reactionary behavior and goes against the connectedness of the 

system of profound knowledge principles and will harm the system. An implication of theory of 
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knowledge in teacher induction programs is understanding that system improvement requires 

continuous study of the organization. Those in the system must be willing and able to step 

outside of the system to study it and examination information through the lens of theory to create 

knowledge that brings about system or program improvement (Lohr, 2015).  

The fourth principle of profound knowledge is the psychology of change. This particular 

principle focuses on psychology in understanding people and the interactions between people 

and circumstances or people and systems (Lagrosen & Travis, 2015). In profound knowledge, 

psychology deals with the human side of change and how differences in people can also be used 

to optimize the system (Langley et al., 2009). In a collaborative culture, managing people for 

performance optimization requires and understanding of the differences in people and how 

experiences shape learning and motivation (Berry, 2011). Recognizing that people are important 

to improving the quality of a system, Deming stressed the necessity of allowing people to take 

pride in their work and to create personal value (Lohr, 2015). Implications of the psychology of 

change in teacher induction programs are the importance of building structures into the program 

that allow for the development of intrinsic motivation. Intrinsic motivation and satisfaction come 

from the activity or experience itself and allow for the fulfillment of personal needs (Langley et 

al., 2009). Connecting the why of the work in the program with the organizational values helps 

people align their own values with the improvement cycle efforts and builds intrinsic motivation 

and long-term commitment. 

Deming (1994) stressed the importance of acquiring deep knowledge of connections 

across components within a system. Having a solid understanding of theory is significant to 

learning and improving a system. Additionally, those responsible for leading improvement 
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processes must consider long-term consequences across the system of potential actions (Lohr, 

2015).  

Improvement Cycle (Plan-Do-Study-Act)  

 Improvement is aimed at improving the effectiveness or efficiency of a process, program, 

department or component, as well as an entire organization. Langley et al. (2009) stated 

improvement has meaning when observation is based on criteria and characteristics such as 

faster, more efficient, more effective, safer, and cleaner. Additionally, to best understand the 

impact of the improvement process it is important to document the impact in measurable terms, 

both quantitatively and qualitatively.  

 Mintrop (2016) argued the most effective improvement processes are co-designed in a 

manner where improvement initiatives are not done to people but done with people. 

Improvement cycles must be co-created among organization participants not just to bring about 

improvement to a process, program, or component but to enhance fairness, justice, and 

authenticity to the improvement process itself.  

 The most successful and impactful improvement processes have at the heart of the design 

process the idea of continual quality improvement through iterative, evidence-rich cycles of 

inquiry (Mintrop, 2016). Langley et al. (2009) elaborated on the iterative inquiry notion when he 

stated all improvement efforts should pursue five principles: (1) knowing why you need to 

improve, (2) collecting and providing feedback to know if improvement is happening, (3) 

developing a change you think will result in improvement, (4) testing a change before 

implementing, and (5) implementing a change. No matter what improvement cycle model an 

organization chooses to use, the fundamental concepts of the model must address these five 

principles within a collaborative, iterative, and evidence-rich context. 
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 Effective improvement cycles must be theory-based with sound science and design 

knowledge behind them. One of the most well-researched and widely-implemented improvement 

models in use today is Deming’s (1994) Plan-Do-Study-Act (PDSA) cycle. The PDSA cycle was 

adapted by Deming from the original quality control work of Shewart in the 1920s. The PDSA 

cycle tests change or innovation in real-world settings to determine whether a change is an 

improvement. It is a four-step process that presents an efficient way to collect data and provides 

for small intervention cycles to help identify successful improvement efforts and increase user 

confidence in the change (Crowfoot & Prasad, 2017). The four phases of the PDSA cycle are: (1) 

plan, (2) do, (3) study, and (4) act. 

 The first phase of the PDSA cycle is the planning stage. In this phase of the cycle, the 

goal is to describe what is currently going on including the development of questions to be 

answered and predictions of the answers to those questions. During this phase of the 

improvement cycle the team is engaging with data and each other to identify what will be 

changed, how change will be measured, and what changes are expected as a result of the process 

(Tichnor-Wagner, Wachen, Cannata, & Cohen-Vogel, 2017). Implications for step one of PDSA 

in educational improvement settings are to carefully identify areas in need of change and what 

are the intended outcomes of those changes. One resource available to assist educators in 

uncovering areas to develop through a PDSA cycle is the strengths, weaknesses, opportunities, 

and threats (SWOT) analysis. The purpose of the SWOT analysis is to identify what is working 

well, what is not working well, are there any upcoming opportunities for the practice or program, 

and there any upcoming threats to the practice or program?  SWOT provides a practical, 

authentic, and strategic planning tool that improvement leaders can use to consider internal and 

external factors affecting organizational efficiency and effectiveness (Crowfoot & Prasad, 2017). 
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Once areas requiring change are identified, it is critical to define what changes need to be 

proposed and the intended outcomes of those changes and they recommend the use of SMART 

goals. SMART is an acronym for the components of the goal-setting model featuring the 

following descriptors: Specific, Measurable, Achievable, Realistic, and Time-bound. Use of the 

SMART goal model provides the structure and clarity necessary for step two of the PDSA cycle, 

doing the change. 

 The second phase of the PDSA cycle is the do stage. In this phase of the cycle, the goal is 

to implement the plan including gathering information and making and recording any 

observations throughout the implementation process. This phase of the improvement cycle is 

important because initiatives can have a range of consequences, both intended or unintended and 

planned or unplanned, and these should be considered in measuring the effectiveness of any 

change process (Crowfoot & Prasad, 2017). An implication for step two of PDSA in educational 

improvement settings is to ensure that a wide variety of data are collected throughout the 

program implementation or improvement process. Careful thought should be given to how 

information will be gathered, how often it will be gathered, and who will be responsible for 

ensuring all data sources are secured with fidelity throughout the implementation timeline. It is 

rare that implementation of improvement processes goes smoothly and establishing a system for 

disciplined thoughtfulness throughout the doing portion of the improvement cycle is critical. 

 The third phase of the PDSA cycle is the study stage. In this phase of the cycle, the goal 

is to compare the data with predictions and assumptions of effects as result are studied. This 

phase of the improvement cycle ascertains if the implemented initiatives made an improvement 

or if further change and adjustments are necessary (Crowfoot & Prasad, 2017). Mintrop (2016) 

stated disciplined inquiry drives improvement and data should show causal cascades of how the 
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change initiative influenced practices and programs in the organization. An implication for step 

three of PDSA in educational improvement settings is the importance of structured data analysis 

and the on-going need for effective communication among stakeholders throughout the PDSA 

cycle (Crowfoot & Prasad, 2017). The study stage of the cycle establishes a learning loop where 

key decisions are made as to the effectiveness of the initiatives and what next steps may be 

needed. The PDSA cycle is iterative and determining the depth and breadth of the ensuing cycles 

is critical to long-term success of any improvement process. Leaders should be vigil in watching 

for and considering how change initiatives are translating across an organization and if the 

iterative PDSA cycles are accounting for those discrepancies.  

 The fourth phase of the PDSA cycle is the act stage. In this phase of the cycle, the goal is 

to take action on what was learned through the prior three phases. At this point, stakeholders are 

deciding whether to abandon the improvement initiative, revise it, implement another small-scale 

PDSA cycle, or bring the initiative to scale across the organization (Tichnor-Wagner et al., 

2017). This should integrate modifications and redesigns believed to be necessary for the study 

phase of the cycle (Crowfoot & Prasad, 2017). Langley et al. (2009) stressed that purposeful 

improvement initiatives usually require more than one cycle, and, in fact, further rotations of the 

cycle should be presumed as essential to continuous improvement. An implication for step four 

of PDSA in educational improvement settings is the importance of sticking to changes from 

improvement initiatives over time and ensuring that any replications of the process or program 

are based on stakeholder collaboration and considerations grounded within the iterative PDSA 

cycle (Crowfoot & Prasad, 2017). Improvement process leaders need to develop and support 

actions from the PDSA cycle that allows the organization to use change-learning from the cycle 

in new contexts and to bring about system-wide change. 
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Theory of Change   

 At the most fundamental level, organizational change is about improvement. If something 

does not need to get better in some way, there is little need to change the structures, processes, 

components, values, beliefs, or leadership in an organization. Fundamental change requires the 

design or redesign of a part or whole of the organization to improve beyond historical levels 

(Langley et al., 2009). Understanding the importance of having effective systems in place, being 

able to monitor and adjust those systems while at the same time developing the culture and 

structures reflective of effective schools is what allows for genuine organizational improvement. 

Shifting the culture, priorities, and work on a campus or district requires a fundamental 

knowledge of how change occurs and what learning experiences must be present to restructure 

and reculture an organization effectively. Improvement assumes change. Change is a complex 

process that often includes widespread ambiguity.  

Organizational improvement, particularly around teacher induction and teacher 

development, requires a deep understanding of change theory and how it drives the active use of 

knowledge in an organization to influence culture change and structures that bring about 

successful reform. Fullan’s (2006) research on change reminds those in leadership that having 

innovative ideas is not the same thing as understanding and managing change. Leading change is 

not about innovating the most or having the most ideas, but instead effectively bringing others 

together in collaboration and mutual commitment to pursue the cultural and structural shifts 

necessary for organizational improvement. Understanding change theory means a leader 

anticipates dips in implementation and pockets of resistance while pursuing the cultural 

alterations needed to go beyond the typical superficial structural changes most schools or 

districts tend to pursue. Fullan (2006) maintains that any successful school improvement effort 
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will require a keen sense of the conditions necessary for improvement and how the culture in the 

organization will change in the process. Simply stated, effective change leaders eliminate 

ambiguity in the change process as much as possible. The most effective managers of change act 

sooner rather than later while always being alert to feedback along the way. Change theory is 

relevant to any school improvement process because it gives leaders a foundational 

understanding of the role relationships and emotional intelligence plays in successful change 

efforts.  

Before looking at how change theory can impact system or program improvement within 

an organization, it is important to examine the genesis of change theory. Change theory has its 

origins in the 1980s and comes from work in the evaluation field (TOC Origins, n.d.). Most 

models of change theory are aligned with evaluative logic models that focus on identifying 

causal connections between inputs, outputs, and long-term goals. Researchers in the evaluation 

field continued to work on measuring improvement over time through evaluative processes 

without much of a title for the work. It was not until 1995 when Carol Weiss (Center for Theory 

of Change, n.d.) in her work with the Aspen Research Institute’s Roundtable on Community 

Change finally coined the term Theory of Change (ToC) as a means to “describe the assumptions 

that explain both the mini-steps that lead to the long-term goal and the connections between 

program activities and outcomes that occur at each step on the way.”  James (2011) built upon 

Weiss’ definition by adding ToC is “an ongoing process of reflection to explore change and how 

it happens and what that means for the organization.”  Weiss was the first researcher to insist that 

organizations implementing change theory be specific about the theories guiding their work and 

to connect those theories to proven improvement cycles and systems of thinking. 
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While there exists no single ToC, most researchers agree change theory as a construct 

defines the types of interventions that bring about desired outcomes as they relate to process or 

product improvement. Taplin and Clark (2012) note change theory is a combination of multiple 

functions: planning and issue-framing as well as monitoring and evaluation. Change theory seeks 

to not only define what needs to be changed but to also guide the process of change and 

articulate the rationale and logic of the initiative. Common components of most change theories 

include identifying a problem, establishing long-term goals and assumptions behind them, 

explaining why the problem exists, establishing and voicing assumptions about the problem, 

choosing the most strategic interventions, measuring progress, adjusting the intervention as 

needed, and building long-term sustainability. In addition to key components of ToC, research 

has identified several attributes of those implementing change. These attributes include: looking 

at the context for change in the organization, examining the organization’s overall ToC beyond 

individual programs, drawing on a wide range of research, involving a wide range of people 

from throughout the organization, and building in on-going learning and reflection (James, 

2011). Research also highlighted numerous benefits to an organization that utilizes ToC 

including developing a common understanding of the improvement work, strengthening of 

clarity and focus for programs, provision of frameworks for monitoring and evaluation, 

supporting organizational development in line with core principles, and empowering people to be 

more active and involved in the programs. Theory of change is the structure of thought and 

action necessary to be present to implement organizational change and improvement. 

Changing thought patterns of individuals within the organization is an essential first step 

in implementing organizational change. The mind tends to seek order and predictability by 

examining patterns in experiences and structures. Langley et al. (2009) recommends provoking 
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new thought patterns to disrupt familiar patterns of thought and habit and identify a variety of 

changes to bring about improvement. Specific provocation strategies include spending time 

observing customers or participants in the organization, challenging boundaries where change 

can be implemented, attack the solution, use unrealistic or possibility-stretching goals, and 

focusing on the need for a particular program or service. Using strategies such as those 

mentioned by Langley et al. (2009) can allow leaders to assist their organization in finding a 

collective meaning and appreciation for new ways of approaching the improvement process 

(Fullan, 2006). 

After thought patterns have begun to change within the organization, the process of 

attempting to implement change is the next consideration. Langley et al. (2009) warn, though, it 

is critical for change leaders to distinguish between changes needed for the day to day running of 

the organization and those necessary for new levels of system performance. Changes related to 

system performance are called fundamental changes and are not reactive to problems but instead 

are designed to prevent problems. Fundamental change is defined by the following 

characteristics: originate from design or redesign, are necessary for the improvement of the 

system or process, fundamentally alter how the system operates and what people do, 

improvement spans multiple measures simultaneously, and the impact of the change is felt well 

into the future. The process and intent of improving teacher induction programs is considered a 

fundamental change with the express purpose of improving the system, both the components and 

as a whole, performance over historical levels.  

Developing fundamental changes that improve a system and prevent future problems 

requires organizations to make explicit connections between the proposed changes and the 

theories behind the efforts (Langley et al., 2009). In the context of improving teacher induction 
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programs, theories can be about improvement cycles or adult learning or based upon research 

around an existing problem but their key feature is a hypothesis that allows all participants in the 

change process to articulate the expected or predicted new outcomes. Theories need to be clearly 

communicated and understood by everyone involved with implementing the change to avoid 

confusion about the purpose and intent of the change.  

The process of implementing change is more about testing theories and managing cycles 

of improvement processes than anything else. For instance, implementing change around teacher 

induction requires an organization to understand the challenges facing the retention and 

development of their new teachers, establishing a theory of operation specific to the district, 

identifying the fundamental change necessary to address theory, testing out the fundamental 

changes as a means to ameliorate the problems, and managing iterations of that cycle over and 

over. In the early stages of change, the changes implemented are not permanent but rather a trial 

and error process of addressing a problem, studying the effects of the change on the problem, and 

determining if the fundamental changes can be kept or altered. The change implemented is 

expected to one day become an integral part of the routine operation of the organization but key 

processes and supporting processes must be tested and managed throughout the change effort to 

build permanence (Langley et al., 2009). An improvement cycle such as PDSA should be 

married to the fundamental change implementation process as the means by which to measure 

success and effectiveness of the change process.  

Building upon positive reaction to change and to mitigate negative reactions to change 

are the final aspects of shifting change from the implementation to permanent status within an 

organization. It is quite natural for members of an organization to resist the change, even in the 

face of improved performance. It is also safe to assume that members of an organization will 
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display a range of responses toward the change process including resistance, apathy, compliance, 

conformance, and commitment (Langley et al., 2009). Research shows people will have physical, 

emotional, and logical reactions to change and change leaders should not view initial reactions, 

no matter the range, as negative. However, it is essential for change leaders to address all 

reactions to avoid the development of true resistance and establish permanence of the 

improvement practices. The shift must occur within the organization that moves participants 

from a focus on reactions to a continued process of learning that is connected to the 

organizational processes and tools (James, 2011). 

Adult Learning 

Complementing change theory as a fundamental framework for the pursuit of 

organizational improvement, especially within the context of teacher induction programs, is adult 

learning concepts, andragogy. Malcolm Knowles popularized the term andragogy for adult 

learning in the 1980s. Before Knowles, most research on adult learning was based on behaviorist 

research, primarily done on children (Hagen & Park, 2016). When Knowles proposed his system 

of concepts, andragogy, it stressed a climate of adultness in the learning environment defined by 

an atmosphere of collaborative inquiry and learning to the mutual benefit of all engaged adults. 

Andragogy is viewed as the art and science of adult learning and postulates adults have 

specific learning characteristics and needs that drive effective adult learning. Andragogy is a 

fundamentally different perspective on learning from the most common learning theory of 

pedagogy which focuses on the art and science of learning for children. Andragogy has its 

foundations in constructivism with the belief that adults need to focus more on the process of 

learning, primarily constructing new knowledge through social interactions, and less on the 

content being taught (American Institute for Research, 2011). Knowles (1974) identified 
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andragogy as a process model, see Figure 2, for learning rather than the traditional content model 

employed by many educators, whether teaching children or adults. Content models focus on 

transmitting information and skills while process models focus on procedures and resources to 

help learners acquire information, skills, and understanding.  

 

Figure 2. Knowles’ Process Model for Andragogy. This figure illustrates the elements involved 

in the process model and helping learners acquire information through processes and experiences 

rather than transmission-based concept model. 

Andragogy is informed by four assumptions of adult learners: “(1) adults have a self-

directed self-concept; (2) adults bring a wealth of experience to the learning process; (3) adults 

enter the learning process ready to learn relevant information; and (4) adults are oriented toward 

immediate application of learning” (Hagen & Park, 2016, p.173). There has been much 
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discussion among researchers about the authenticity or plausibility of andragogy as a true 

learning theory. Many scholars felt at the time, and still today that Knowles' work on andragogy 

was more along the lines of principles to guide adult education rather than a true learning theory. 

As a result of this criticism and analysis, Knowles' work on andragogy will often use the term 

assumptions to describe his four principles of adult learning. Even with the debate among 

researchers on whether andragogy is a true theory of learning or not, there has been very little 

research conducted to empirically validate andragogy as a theory or a set of assumptions (Hagen 

& Park, 2016). Most researchers will use theory and assumptions interchangeably with regard to 

andragogy. 

The first assumption of andragogy is that adult learners are self-directed learners 

(Knowles, 1980). As a people mature their self-concept shifts from being a dependent learner to 

that of being self-directed. They are no longer compulsory learners but instead make educational 

choices based on the various roles within their lives at the time (Hagen & Park, 2016). This is a 

stark difference from pedagogical learning theory and a key assumption that defines andragogy 

as a distinct theory or set of principles of adult learning. The cognitive sophistication of self-

direction cannot be minimized in this assumption where the adult employs behaviors that 

anticipate interactions, evaluates self-performance, and upon reflection adjusts choice and 

decision-making to develop new and intermediate goals (Hagen & Park, 2016). Implications for 

assumption one in teacher induction programs is the process of adults having choice is the 

greater learning opportunity, not necessarily the outcome of the choice. Induction programs, 

which focus on adult learning, need to incorporate choice throughout the components of learning 

to build higher-order executive functions and self-confidence. 
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The second assumption of andragogy is that adult learners come to the learning 

experience with a wealth of experience (Knowles, 1980). As adults mature they develop a 

collection of experiences that serve as resources for future learning. For adult learners, the ideal 

learning setting is one that taps into prior experience as a resource for learning and reflection. 

Problem-based learning environments are perfect for the fulfillment of assumption two and aid in 

building higher order skills such as self-awareness. Research has confirmed that experiences and 

the ability to retain, recall, and assess those experiences are crucial to any learning experience 

(Hagen & Park, 2016). Research also points out that anytime adult learners are required to recall 

and engage prior experiences along with emotional and pre-existing schema, the encoding, 

recall, and retention of new material is enhanced. Implications for assumption two in teacher 

induction programs is to build in problem-based, open-ended learning scenarios into the teaching 

in a way that draws on prior experiences and pre-existing schemas. New teachers will be more 

inclined to engage in the new learning and retain the concepts and skills when emotional and 

logical connections are coordinated with prior experiences. 

The third assumption of andragogy is adult learners come to the learning experience with 

a readiness to learn that is oriented towards learning topics or skills that enhance social roles 

(Knowles, 1980). Essentially the third assumption suggests that adults will have difficulty 

remaining motivated or interested in the learning process if it is not relevant to their current or 

future-minded roles. Knowles stated this assumption, readiness to learn, should be the guiding 

principle for all aspects of any adult learning program. There is strong biological evidence tied to 

the adult need for social connections and acceptance that supports the assumption of social roles 

influencing learning (Hagen & Park, 2016). Social connections and acceptance help form the 

basis for the perceived value of social roles and the importance of learning as it relates to those 
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roles. Implications for assumption three in teacher induction programs is to incorporate 

experiential learning in a way that blends personal and social learning with current social roles. 

The fourth assumption of andragogy is adult learners are oriented toward immediate 

application of learning (Knowles, 1980). As a people mature their time perspective shifts and 

learning is no longer acquired with a postponed application viewpoint but rather one of 

immediate application. Knowles determined adults tend to approach learning with a mindset that 

is life-centered, task-centered, problem-centered, and performance-centered. Adults want to learn 

something today that will have immediate, effective use tomorrow. In brain research, 

neuroplasticity is the term used to describe how the brain continuously changes and adapts as it 

applies new skills or concepts to changing circumstances (Hagen & Park, 2016). The human 

brain cannot retain or move to automaticity new knowledge or skills without practice and 

application in an immediate timeframe. Implications for assumption four in teacher induction 

programs is to utilize just-in-time teaching approaches that focus on competency development 

tied to life or work situations.  

Brain research is clear that training produces physiological changes in the brain and when 

partnered with socio-emotional connections enhances retrieval, recall, and processing for adult 

learners (Hagen & Park, 2016). The four assumptions of andragogy identify the principles 

necessary for adult learning to be maximized through relevant experience, self-concept, social 

roles, and immediate practicality. 

Summary 

 The most current research on teacher attrition finds that between 30 and 41% of new 

teachers leave teaching within their first five years (Ingersoll et al., 2014, Gray & Taie, 2015). 

These statistics have wide-ranging effects on school districts including academic performance, 
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recurring financial hardships, and cultural instability over the long term. The high attrition rates 

of first-year teachers and the changes in the demographics of the teaching workforce over the last 

few decades brought teacher induction support to the forefront as a policy issue. Well-developed 

induction programs provide direct benefits to new teachers as well as the organizations by 

developing the knowledge and skills of new teachers, improving retention rates, reducing teacher 

turnover, and providing guidance and feedback for new teachers during their initial years in the 

profession (Ingersoll & Strong, 2011). However, for teacher induction programs to bring about 

the fundamental change necessary to support new teachers and reduce attrition, careful attention 

must be paid to improvement theory and how it defines how work is done or the makeup of a 

product, how the model produces tangible, positive differences relative to historical trends, and 

that the model has a lasting impact (Langley et al., 2009). To accomplish this mandate, 

improvement leaders must embed the pillars of profound knowledge, improvement cycle theory, 

and change theory into the work of innovation and program design. Adult learning concepts, 

andragogy, provides a process model that allows programs, such as teacher induction supports, to 

address the processing and acquisition needs of adult learners. Finally, merging an understanding 

of the problems around new teacher attrition, programmatic solutions and research-based 

theories of improvement with an understanding of adult learning concepts allows for the issues 

of teacher retention to be fully addressed in a long-lasting manner.  
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CHAPTER III: METHODS 

Research Design 

A Dissertation-in-Practice Methodological Framework 

This dissertation-in-practice (DiP) denotes my experiences with the development, 

implementation, and improvement of a teacher induction program in a South Texas school 

district. The DiP was carried out in the district in which I worked as the Director of Curriculum 

and Instruction. 

The study is descriptive, aimed at gathering information about a pre-existing condition 

and the efforts to address the condition, namely, improving a teacher induction program 

(Creswell, 2012). Methods included tracking action, change, and outcomes to consider whether 

desired results are being achieved. Additionally, descriptions were presented through the lens of 

insider action research meaning it was completed by a member of the organizational system and 

community (Brannick & Coghlan, 2007), that was me as the researcher and director of 

curriculum and instruction.  

I used a developmental research design, utilizing improvement research techniques and 

learning design cycles within a South Texas public school district with the direct purpose of 

improving the district’s teacher induction program. According to Richey and Klein (2005), 

developmental research design pursues generative knowledge through analysis of data derived 

from the systematic practices of an organization. The generative knowledge establishes new 

procedures, structures, or practices and is grounded because it uses research discoveries, theory, 

and craft insight to guide the work. 

The DiP differs from a traditional five-chapter dissertation in that it merged deep 

understanding of core profession-related knowledge with application of this knowledge in a 
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problem of practice (PoP). Storey and Maughan (2014) defined the DiP as research design 

intended to combine state of the art professional practice with current, relevant academic theory 

applied to a work-based problem of practice with a resulting change in the workplace. 

Furthermore, Storey and Maughan add that the DiP is not a finished outcome but rather the 

beginning and continuation of an on-going process of personal, professional development and 

organizational improvement, impact, and change. 

The epistemology behind DiP is based on the seminal work of Gibbons, Limoges, 

Nowothy, Schwartzman, Scott, and Trow (1994) and their description of Mode 2 knowledge. 

The premise of Mode 2 knowledge is that knowledge is generated within a contextual setting, 

such as a school district teacher induction program, through multiple disciplines with the intent 

to impact practice (Gibbons et al., 1994). In contrast, Mode 1 knowledge is produced by 

scientific knowledge, or fundamental research practices, and is not concerned with the context 

nor applicability of its findings. In most research, knowledge generation is governed by the 

contextual and structural norms of research and academic science. Mode 2 knowledge seeks to 

be more generative in purpose with specific goals defined at the outset and the application of the 

developed knowledge driving all research considerations (Gibbons et al., 1994). Mode 2 

knowledge pursues innovation via the acquisition and use of knowledge through designs in 

practice that control for specific conditions and structures that contribute to improved results. 

These foundations support the primary methodology of DiPs which is to develop a structured 

process that allows the researcher to bridge the gap between academics and practice, often 

requiring context, through design that serves stakeholders, such as district personnel 

implementing teacher induction programs (Storey & Maughan, 2014). The DiP is a professional 

practice dissertation, and because it is intended to move beyond the production of theoretical 
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knowledge and to focus on enhancing or impacting immediate professional practice, there is a 

basic model of design, see Figure 3, for the research process.  

 

Figure 3. A Model for Professional Practices DiP. This figure illustrates the fundamental 

professional practices required of the DiP dissertation. Reprinted with permission from Storey 

and Maughan (2014). Beyond a definition: Designing and specifying dissertation in practice 

(DiP) models. The Carnegie Project on the Education Doctorate. 

The use of a DiP requires the identification and framing of a PoP. The DiP requires the 

researcher to move beyond focusing on a gap in the scholarly literature and, instead, frames the 

research work around gaps between an existing and preferred organizational state (Storey & 

Maughan, 2014). As such, the purpose, or PoP, of this design study was to bridge research and 

practice as a means to improve upon a teacher induction program. Figure 4 illustrates the stages 

required of framing a PoP including: (1) determining the authenticity of a problem through self-
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reflection and situational context; (2) determining the relevance and need for the solution to a 

problem for individuals and organizations; (3) determining if the problem is researchable and 

whether entering the conversation adds value to the corporate perspective on the problem; and 

(4) determining how best to articulate the problem to account for assumptions around culture and 

language associated with the problem. Because I am a practitioner in the district where my 

research took place, this PoP framework allowed me to reflect on the district problem at hand 

while seeking deeper perspectives and validity of the problem beyond my tacit knowledge and 

experience within the system. 

The methodology of the DiP allowed for a collaborative approach between me, as the 

researcher, who was also a practitioner, and professionals in the setting where the problem of 

practice existed. The DiP process provided me with the structure necessary to create a laboratory 

of practice with the intention to improve practice and move from a current to the preferred state 

(Storey & Maughan, 2014).  
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Figure 4. Stages to framing a Problem of Practice. This figure illustrates the stages required of 

framing a problem of practice. Reprinted with permission from Storey and Maughan (2014). 

Beyond a definition: Designing and specifying dissertation in practice (DiP) models. The 

Carnegie Project on the Education Doctorate. 

Design Challenge 

The purpose of this study was to observe, describe, explore, identify, analyze and 

interpret data about the development, implementation, and improvement of a teacher induction 

program in a South Texas school district. This was a professional practice study designed to 

enhance or impact the immediate practice of a school district and their support of new-to-the-

profession teachers. Furthermore, this DiP was expected to produce generative knowledge that 

contributed to improved practice in the profession. For this DiP I proposed a three-fold design 

challenge for my developmental research design study: 
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1. To describe the system of profound knowledge surrounding teaching induction 

programs at large and then build that professional knowledge within the South Texas 

school district through interaction among people, procedures, and properties of an 

educational system.  

2. To examine the process of change as it relates to helping adults learn to be better 

teachers.  

3. To develop research-based essential components of a multi-year teacher induction 

and mentoring program that most benefits new teachers working in public school 

districts serving children of color, who live in poverty.  

 For the first design challenge, the theoretical framework considered the overlap of subject 

matter knowledge related to teacher induction programs, as well as Deming’s System of 

Profound Knowledge (Deming, 1994) to gain deep insight as to the interplay between and among 

systems, variation, knowledge, and psychology. Together, the subject matter knowledge and 

profound knowledge provided the foundation to increase the capability to make improvements. 

The first design challenge described the existing district conditions that initiated the 

implementation of the teacher induction program, the theoretical frameworks that guided the 

development of the program, and the process of program implementation and monitoring. 

The second design challenge utilized the lens of change theory to examine the systemic 

and cultural transformation that occurred as it relates to teacher induction and teacher attrition 

through the development, implementation, and improvement of a teacher induction program in 

the South Texas school district. The intent of this design challenge was to identify key district 

decisions, structures, and processes using the lens of change theory research to better understand 



   

 

53 

 

why the district implemented the teacher induction program as it did and how it influenced 

change within the organization around teacher induction and teacher retention.  

The third design challenge utilized the survey and interview data from the second design 

challenge to identify key adult learning experiences and support structures for new teachers in 

the teacher induction program. The data was examined through the four principles of andragogy 

and improvement theory to assess the efficacy of the planned adult learning and support 

structures of the program and its ability to meet the professional learning needs of new teachers 

over multiple years. Andragogy has its foundations in constructivism with the belief that adults 

need to focus more on the process of learning, primarily constructing new knowledge through 

social interactions, and less on the content being taught (American Institute for Research, 2011). 

As illustrated in Figure 5, Knowles (1950) identified four principles of andragogy which include: 

(1) adults need to be involved in planning and evaluation of instruction, (2) experience provides 

a basis for learning activities, (3) adults are most interested in learning with immediate relevance 

and impact to job/life, and (4) adult learning is problem-centered rather than content oriented. 

This design challenge utilized the lens of andragogy and change theory to examine the 

transformation that occurred as it relates to the teacher induction program improvement.  
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Figure 5. The Four Principles of Knowles’ Andragogy Concepts. This figure illustrates the four 

principles of adult learning that must be addressed when designing adult learning systems. 

Langley et al.’s (2009) Model for Improvement framework was paired with andragogy to 

form the structural foundation for the work of the researcher and the district staff in designing, 

implementing, analyzing, and adjusting the features of the teacher induction program to meet the 

needs of the district. The Model for Improvement framework suggests any effort to improve 

something should answer three fundamental questions: (1) What are we trying to accomplish? 

(2) How will we know that change is an improvement? (3) What changes can we make that will 

result in improvement?  
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These questions are combined with the PDSA cycle to form the basis of the Model for 

Improvement, Figure 6. This design challenge will allow for the creation of generative 

knowledge related to the components of effective multi-year teacher induction programs. 

synthesize and integrate the structures and processes used in teacher induction program in a way 

that created generative knowledge for components of effective multi-year teacher induction 

programs.  

 

Figure 6. Model for Improvement. This figure illustrates the steps of the Langley Model for 

Improvement based on Deming’s Plan, Do, Study, Act. Reprinted from Langley et al. (2009). 

The improvement guide: A practical approach to enhancing organizational performance (2nd 

ed). San Francisco, CA: Jossey-Bass Publishers. 
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Data Collection and Analysis Strategies 

Design Challenge One 

 The purpose of design challenge one was to assess the design impact and investigate the 

design improvement process related to teacher induction. This design challenge aimed to connect 

the existing systems and practices within the South Texas school district upon my arrival, with 

current research knowledge related to teacher induction programs, and Deming’s System of 

Profound Knowledge (Deming, 1994) to gain deep insight as to the alignment among systems, 

variation, knowledge, and psychology. Knowledge for improvement takes subject/content matter 

knowledge and profound knowledge together to create ways to develop effective changes for 

improvement.  

 

Figure 7. Improvement Knowledge. This figure illustrates the production of improvement 

knowledge for Deming’s System of Profound Knowledge. 

Data sources. Context is important for most phenomena of educational research and 

practice. Context takes into account the specifics of the larger organizational framework, 
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capturing factors such as leadership structure, practice characteristics, and factors that may 

directly relate to the experiences of stakeholders (e.g. teachers and students), as well as external 

influences such as sources of financing and community involvement (Tomoaia-Cotisel et al., 

2013). As such, data sources for the study included district policy and governmental artifacts 

(e.g. district reports, TEA reports, and district teacher cost attrition calculations) related to 

teacher induction in the South Texas school district prior to my arrival and which are reflective 

of the Profound Knowledge relative to the district. Other data sources included current research 

on teacher induction programs along with publications and research related to Deming’s System 

of Profound Knowledge. Combined, these sources of knowledge provided the foundation as to 

why a new model for a teacher induction was needed in the South Texas school district, how the 

teacher induction program aligned to current research, and considerations to improve the teacher 

induction model over time.  

 Data collection. Data collection for the first design challenge focused on a systematic, 

methodological review of historical and current district policy and practices about teacher 

induction under the guise of Deming’s System of Profound Knowledge. Reviewing district 

policy and practices prior to the inaugural year of a formal teacher induction program was 

significant in order to understand systems and processes that were in place before and then 

compare that system to the one in place after my arrival in the South Texas school district related 

to the development, implementation and improvement of a teacher induction program.  

All public school districts in Texas use an existing data system, the Public Education 

Information Management System (PEIMS) per TEA. As such, there are numerous public reports 

available (e.g. TAPR, AEIS, PBMAS) which were utilized. In addition, documents such as 

archived artifacts, school board minutes, program development activities collected in cooperation 
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with school district personnel relative to policy and practices specific to teacher induction were 

collected. These artifacts included program and curriculum design, instructor methods of 

presentation of material, choice of evaluation methods for assessing individual and group 

participants, and timing and methods of providing feedback in the teacher induction learning 

process  

 Data collection sources for this phase specific to the literature review consisted of 

seminal scholarly works on teacher induction and knowledge systems, peer-reviewed research 

studies on teacher induction, qualitative studies on practicing teacher induction programs, and 

scholarly works on improvement models. The literature review was conducted to inform (a) my 

practice as it relates to the South Texas school district and my understanding of the teacher 

induction needs of the district and (b) how the study can contribute to present research and 

practices on the topic of teacher induction.  

 Data analysis. The first design challenge aimed to identify the factors (in-district and 

from the literature review) that contribute to a high new teacher attrition rate overall, and in 

particular for the South Texas school district. Therefore, identifying influential factors was 

important because a critical component of the first design challenge was understanding which 

factors contributed the most to the high attrition rate of new teachers in the district and the 

recurring need to hire more teachers than the average district in Texas, along with the 

components of the teacher induction program most likely to address those factors. The researcher 

used several improvement analysis tools (e.g. PDSA, Affinity Diagram, and Effective Team 

meetings) to  (a) identify influential factors affecting new teacher attrition in the district, and the  

root causes associated with each factor; (b) understand how the previous and current system 

work; and (c) define requirements of the new system.  
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Design Challenge Two 

The intent of design challenge two was to identify key district decisions, structures, and 

processes using the lens of change theory research to better understand why the district 

implemented the teacher induction program as it did and how the program influenced change 

within the organization around teacher induction and teacher retention. This design challenge 

utilized the lens of change theory to examine the systemic and cultural transformation that 

occurred related to teacher induction and teacher attrition through the implementation and 

improvement of the RISE program in the South Texas school district. This challenge focused on 

implementation decisions made in the district regarding the teacher induction program related 

specifically to systems, processes, organizational change, and learning experiences designed to 

support new teachers in the district.  

 Data sources. Participants were selected through purposeful sampling, and included first, 

second, and third-year teachers who participated in the teacher induction program over the 

course of three academic years (2014-2015, 2015-2016, 2016-2017), along with mentors and 

curriculum and instruction staff. Thirty-two teachers with the following distribution between 

cohorts: twelve teachers in year one, eight teachers in year two, and twelve teachers in year 

three. The use of purposeful sampling was to provide information-rich subjects for in-depth 

study (Glesne, 2016). All new hires to the district with 0-1 year of teacher experience were 

required to participate in the teacher induction program, however, participation in the study was 

voluntary.  

Secondary sources, beyond the district artifacts related to teacher attrition and teacher 

induction practices along with the literature review from the first design challenge, consisted of 

seminal scholarly works on andragogy and change theory and peer-reviewed or clinical research 



   

 

60 

 

studies on the application of andragogy and change theory within organizations implementing 

change.  

Data collection. A combination of survey and interview reflection data were collected 

from 21 of a possible 32 teachers with the following distribution between cohorts: eight of the 

twelve teachers in year one, six of the eight teachers in year two, and seven of the twelve 

teachers in year three.  

Table 3 displays the demographic data for the participants who provided survey or 

interview data as part of the research sample. 

Table 3 

Demographic Data of Survey and Interview Participants in the Research 

Demographics of Survey and Interview Participants 

 

First Year 

RISE Teachers 

2017-2018 

Second Year RISE 

Teachers  

2017-2018 

Third Year RISE 

Teachers 

2017-2018 

Program Participants 12 teachers 8 teachers 12 teachers 

Survey/Interview 

Participants 
8 teachers 6 teachers 7 teachers 

Surveys/ 

Interviews 
8 Surveys 

5 Surveys 

1 Interview 

4 Surveys 

3 Interviews  

Gender 
6 Females 

2 Males 
6 Females 

6 Females 

1 Males 

Grade Level 
4 Elementary 

4 Secondary 

5 Elementary 

1 Secondary 

3 Elementary 

4 Secondary 

 

While data were collected each year from teachers for program development, toward the 

end of the study (2017-2018), an invitation was sent to all teachers who had participated in the 

teacher induction program for the past three years to participate in an interview session. The 

interview invitations were sent out via email to each of the cohorts on April 12, 2018. The 
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invitation asked teachers of each cohort to participate in an in-person interview with me to 

answer seven questions about the teacher induction program and to reflect on its impact in their 

work as a teacher. It was stressed in the email that the interview was strictly voluntary and they 

were under no obligation to do an interview. There were no responses to the initial email 

interview requests so a second attempt was made to invite participants to an interview on April 

24, 2018. A week later I still had not received any responses from participants willing to sit for 

an interview. Because I did not want to appear to be using my position as Director of Curriculum 

and Instruction to influence or pressure program participants to participate in the interviews, I 

decided that I would create a survey that included the seven interview questions and I would 

send that out via email as an option to get feedback. On April 30, 2018, I sent out a third email to 

the cohorts asking them to consider an interview but in lieu of the interview would they consider 

completing a survey through Surveymonkey.com to provide feedback on the processes, 

structures, experiences, and impact of the teacher induction program on their teaching. 

Participant reaction to the option of taking a survey was much better and within a week I 

received seventeen survey responses among the three RISE program cohort groups. I was also 

pleasantly surprised as I received four participant replies offering to complete the interview 

process and I scheduled interviews with three year three teachers and one year two teacher. 

These interviews were completed the first week in May. Each of the interviews was conducted at 

the teacher’s convenience including the date, time, and location. All of the interviews took place 

in the teacher’s classroom and after school. The interviews took between 30 and 45 minutes to 

complete. 

 Any researcher will tell you getting responses on surveys or interviews is a challenging 

process no matter the study. For this study, the challenge was exacerbated by the dual role I 
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occupied as lead researcher and central office director. I was not the direct supervisor for any of 

the RISE program participants. However, I tried to balance the pursuit of acquiring feedback and 

data for the research and not abusing my role in the district to secure the data. I was surprised at 

the widespread avoidance of being part of an interview but the timing of the research interviews 

near the end of the year may have influenced this as teachers have limited time and are 

preoccupied with many end-of-year duties. I made the choice after two email requests for 

interviews, and no replies, to shift to a survey format and use the in-person interview questions 

within the survey structure. While I knew that I could get much more rich and complex 

information and perspectives from the participants through an in-person interview, the next best 

alternative seemed to me to create the survey and at least get some feedback from the sample 

group rather than none at all. The research questions needed additional perspectives, ideas, and 

stories from participants to merge with informal feedback and data collected from the FYTA 

workshop reflection tools to gain a complete picture of the RISE program.  

 All interviews were audio recorded and transcribed by me into a password protected 

word document on a dedicated external hard drive and stored in a locked cabinet. Working from 

recordings will allow for a more reliable data source that more accurately represents the context 

and meaning of the interview when compared to note-taking (Halcomb & Davidson, 2006). 

Transcripts were partnered with the audio recordings to provide a more thorough audit trail of 

data and to ensure the coding of themes and topics aligned with the actual words and 

descriptions, the evidence, of the participants (Mondada, 2007). 

 This phase of the research combined additional systematic, methodological review of 

research around andragogy with the data collected from the first design challenge to shape the 

learning experiences and support structures for the RISE program. This design challenge utilized 
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the literature review data and district artifacts related to teacher attrition and teacher induction 

practices from the first design challenge to identify key adult learning experiences in the teacher 

induction program. The researcher identified essential change drivers as a means to move from 

the problem of high teacher attrition and no teacher induction program to the goal of reducing 

teacher attrition and supporting new teacher over multiple years (Mintrop, 2016). 

Data analysis. Each participant’s survey or interview data was assigned a random 

identity tag and their specific name and campus were not indicated in the study. The format used 

for the identity tag process included RISE and the year of their involvement with the program 

with a dash and a number for the respondent. For example, the first random interviewee was 

from the third year of the program and assigned the identity tag of RISE 3-1. The first-year 

program respondents ranged from RISE 1-1 to RISE 1-8. The second-year program respondents 

ranged from RISE 2-1 to RISE 2-6. The third-year program respondents ranged from RISE 3-1 

to RISE 3-7.  

The data were examined through the lenses of the four principles of andragogy and 

change theory to assess the efficacy of the planned adult learning and support structures of the 

RISE program and its ability to meet the professional learning needs of new teachers over 

multiple years. For the interviews and survey data related to the second (and third) design 

challenge, a thematic analysis was conducted to identify and report patterns within data for the 

processes of inquiry, description, and understanding (Braun & Clarke, 2006). It was essential to 

answering the design questions that I identify themes and patterns from the data to build a 

thorough understanding of each phase of my three-fold developmental research design challenge. 

Glesne (2016) notes the strength of thematic analysis is its ability to reveal deep complexities 
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among tensions and distinctions in an organization or process which can help the researcher 

understand congruence and differences in data patterns.   

For the interviews and survey data, coding was done manually. Utilizing methods from 

Glesne (2016), the interviews were transcribed and I used highlighters, colored pens, and post-it 

notes to take notes on each interview text. I systematically coded all the interview data and 

collated the codes into categories before moving onto the themes. Using common thematic 

analysis methods for qualitative research, I chunked the coded data into groups which then 

revealed the major themes for the interview responses. These themes were further developed 

through the creation of mind maps to help organize the themes and align them with each of the 

three design challenge questions. This was an important element of the data analysis for me 

given the complexity of having three design challenges in one study and overlapping 

components within the three design challenges. 

For the year-long survey data collected after each teacher induction workshop, coding 

was also done manually and themes were identified in the same manner and with the same 

alignment processes as the interview and survey data mentioned previously. Because most of this 

data is associated with the second design challenge, I looked specifically for themes relative to 

adult learning and how to improve an existing teacher induction program. The data were 

examined through the lenses of the four principles of andragogy and change theory to assess the 

efficacy of the planned adult learning and support structures of the teacher induction program 

and its ability to meet the professional learning needs of new teachers over multiple years.  

Design Challenge Three 

 This design challenge utilized the survey and interview data from the second design 

challenge to identify key adult learning experiences and support structures for new teachers in 
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the teacher induction program. The data were examined using the four principles of andragogy 

along with considerations around improvement theory to assess the efficacy of the planned adult 

learning and support structures of the RISE program and its ability to meet the professional 

learning needs of new teachers over multiple years.  

 Data sources. As mentioned in the second design challenge, the study had 32 

participants including teachers from the three academy cohorts. The teacher demographics were 

shown in Table 3 and Table 4 below provides a demographic analysis of RISE program mentors 

and instructional facilitators. In addition to surveys and interviews, I utilized observations, 

participant-created artifacts, photos, audio recordings, field notes, and academic research to 

deepen my understanding and develop accurate interpretations of the data collected throughout 

this design challenge element. 

Table 4 

South Texas District RISE Program Mentors and Instructional Facilitators 

Analysis of RISE Program Mentors and Instructional Facilitators 

 Mentor teachers Instructional facilitators 

Gender 
6 Females 

5 Males 
4 Females 

Grade Level 
5 Elementary 

6 Secondary 

1 Elementary 

1 Secondary 

2 All Grades 

 

Data collection. Similar to the second design challenge, data collection for the third 

design challenge utilized more traditional qualitative methods for gathering data. With the third 

design challenge, the intent was to identify and develop research-based essential components of 

comprehensive teacher induction program that most benefits new teachers working in public 

school districts serving children of color, who live in poverty. Data were collected from first, 
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second, and third-year teachers as well as mentors and instructional facilitators participating in 

each phase of the RISE Program workshop structure. 

 Surveys. Surveys were collected from participants after each academy workshop. The 

surveys were administered to all participants immediately after each workshop, and the 

participants' responses were submitted anonymously through www.surveymonkey.com. The 

surveys used a combination of open-ended questions and a series of component-related questions 

that participants rate by using a four-point Likert-type scale that requires participants to rate each 

statement: 4=strongly agree, 3=agree, 2=disagree, 1=strongly disagree. The surveys for each 

cohort used an identification system for each year of the program designed by the district FYTA, 

FTYA2, FTYA3) and included the same questions. The questions were the same for each cohort 

to align consistency of program evaluation and to make a comparison of trend data on structure 

and processes easier. The survey included seven program component-based questions rated on 

the Likert scale. The survey also included three open response questions where participants could 

share what content or experience were most useful, least useful, and what they wish would have 

been included in the workshops. These surveys provided feasibility and effectiveness data for the 

components and structure of the program workshops. Survey data was the most actively used 

formative data throughout the program and is aligned with the PDSA cycle to form the basis for 

on-going, iterative improvement to the program throughout the year (Langley et al., 2009).  

 Interviews. Interviews were conducted with participants in May 2018, near the end of the 

school year to build understanding and gather data on program effectiveness and areas for 

improvement. The interviews were conducted with teachers who volunteered to participate in the 

one-on-one interviews with the researcher. The interviews were semi-structured with specific 

open-ended questions for every interview participant but allowing the opportunity for further 
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probing questions and discussion. The interview format was topical with a focus on the program 

features and issues around improving the program or process (Glesne, 2016). Interviews were 

scheduled with the participants at times of their convenience and in locations of their choice to 

help minimize burdens on their time and provide a setting for meaningful data collection. The 

interview was designed to allow participants to go deeper in their reflection about the program 

components and experience than they had time to do on the surveys. The interviews also allowed 

the participants to share personal, anecdotal accounts of how the program impacted their work as 

professionals. The participants took the time to describe the components of the workshops that 

most benefited them and how influential the support structures, like mentors and site support 

leaders, were throughout the year. Interview data were more summative but remained aligned 

with the PDSA cycle and contributed to on-going, iterative improvement to the program as an 

end-of-year component and process assessment.  

 Data analysis. DiP data analysis is an inductive process that involves organizing what 

the researcher studies, sees, and hears to make sense of the research experiences (Glesne, 2016). 

I used thematic analysis procedures to code and segregate data for the processes of inquiry, 

description, and understanding. It was critical to identify themes and patterns from the data to 

build understanding related to each phase of my three-fold developmental research design 

challenge. Glesne (2016) reported the strength of thematic analysis to be its ability to reveal deep 

complexities among tensions and distinctions in an organization or process which can help the 

researcher understand congruence and differences in data patterns. 

Glesne (2016) encouraged qualitative researchers to use the largest variety of data-

gathering methods possible to build multidimensional findings. All of these data sources served 

to supplement the survey and interview data while contributing to the development of context 
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and meaning through a material culture (Glesne, 2016). These data were aligned with the PDSA 

cycle, as well, to contribute to on-going, iterative improvement to the program as part of the 

routine end-of-year component and process assessment. 

These data were then used by the South Texas school district to monitor and adjust the 

various components of the program for actual versus intended outcomes. Utilizing priorities 

shared by Glesne (2016), these data sources (RISE YEAR 1, RISE YEAR 2, RISE YEAR 3, 

mentors, and instructional facilitators) were chosen carefully with the intent to provide the 

following: 

1. A clear understanding of the phenomenon in question for the teacher induction 

program. 

2. A contribution of different perspectives and values on the components of the 

workshops. 

3. An effective use of time and resources available during the workshops. 

  



   

 

69 

 

CHAPTER IV: FINDINGS 

This dissertation in practice (DiP) used a developmental research design, utilizing 

improvement research techniques and learning design cycles within a South Texas public school 

district context and directly aims at improving a teacher induction and program. By studying the 

implementation and improvement process for the RISE program utilized by the district, the study 

sought to establish new procedures, structures, or practices based upon the disciplined analysis of 

this particular problem of practice. The DiP has a strong theoretical and practical basis because it 

uses theory, empirical findings, and craft wisdom to guide the work.  

 This study is descriptive and focused on gathering information about a pre-existing 

condition and the efforts to address the condition, namely, improving a teacher induction 

program (Creswell, 2012). The descriptions are presented through the lens of insider action 

research meaning that the study was completed by a member of the organizational system and 

community (Brannick & Coghlan, 2007), with me serving as the researcher and director of 

curriculum and instruction.  

This DiP was designed to enhance or impact the immediate practice of a school district 

and its support of new-to-the-profession teachers. Furthermore, this study produced generative 

knowledge that contributes to improved practice in the profession. For this DiP I utilized a three-

fold design challenge: 

1. To describe the system of profound knowledge surrounding teaching induction 

programs at large and then build that professional knowledge within the South Texas 

school district through interaction among people, procedures, and properties of an 

educational system.  
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2. To examine the process of change as it relates to helping adults learn to be better 

teachers.  

3. To develop research-based essential components of a multi-year teacher induction 

and mentoring program that most benefits new teachers working in public school 

districts serving children of color, who live in poverty.  

Methodology Applied to Data Analysis 

Dissertation in practice data analysis is an inductive process that involves organizing 

what the researcher studies, sees, and hears to make sense of the research experiences (Glesne, 

2016). I analyzed and synthesized the pre-existing and existing structures and processes of the 

district relative to the development, implementation and improvement of a teacher induction 

program using district data, participant feedback and observations filtered through an 

understanding of three theoretical frames: improvement, change, and andragogy. These three 

frames allowed for an understanding of why the district implemented the RISE program as it did 

while also producing generative knowledge related to the components of effective multi-year 

teacher induction programs. 

 The findings of this DiP are presented in this chapter and are organized by the three 

design challenges. While core themes were present within each design challenge, in certain 

instances themes crossed over and applied to more than one design challenge.  

Findings: Design Challenge One 

 Design challenge one sought to describe the system of profound knowledge surrounding 

teacher induction programs at large and then explore how to best build that professional 

knowledge within the South Texas school district through interaction among people, procedures, 

and properties of an educational system. This design challenge took into account the overlap of 
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subject matter knowledge related to teacher induction programs (Bullough, 2012; Ingersoll & 

Strong, 2011; Kearney, 2013, 2014) and Deming’s System of Profound Knowledge (Deming, 

1994) as it relates to the systems within the South Texas school district three years (2011-2014) 

prior to the RISE program and during its initial three years (2015 – 2018) of operation.  

 From the teacher induction literature, Ingersoll and Strong (2011) suggested that 

induction denotes a variety of programming structures involving orientation, on-going support, 

and relevant guidance for new teachers. Kearney (2014) expanded the concept of induction to 

include a continuum of professional learning experiences that leads new teachers to full 

integration into a professional community of practice and continuous professional learning 

throughout their career. However, it is crucial to first probe the underlying causes of events and 

patterns within the organization that draw attention to the long-range effects of organizational 

effort as it relates to teacher attrition and induction.  

 A school district, and the environment in which it operates, is complex and dynamic. 

Therefore, understanding the properties of a system and how the people, practices, and resources 

work together and affect each other within the system to produce results is necessary for any 

improvement process. As such, the findings for Design Challenge One (DC1) are presented and 

organized around two major themes: Understanding District Dynamics, prior to 2014 and 

Discerning Key Teacher Induction Program Processes. Within these two themes, there are 

several sub-themes that have been more fully developed, see Figure 8. 
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Figure 8. Design Challenge One Major Themes and Sub-themes. This figure illustrates the two 

major themes for DC1 and the corresponding sub-themes for each.  

Understanding District Dynamics, Prior to 2014 

By 2014, the district had already been struggling several years with students performing 

below the state averages on the State of Texas Assessment of Academic Readiness (STAAR). In 

addition, several key district and campus leaders were routinely being replaced and the district 

had a high teacher turnover rate, all the while implementing a new curriculum. These three 

categorical findings of district dynamics are presented below.  

Student achievement and accountability. As shown in Table 5 below, even though the 

district met state accountability standards, the data revealed significant performance gaps with 
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results between 5 and 17 points below state averages on every tested content area during the time 

frame of 2011 through 2014.  

In addition to low student achievement, the district had to improve program effectiveness 

with regard to special education student performance and English language learner performance 

as required by federal law (otherwise known in Texas as the Performance-Based Monitoring 

Analysis System or PBMAS. PBMAS is a reporting system used by the State of Texas to analyze 

the academic performance and program effectiveness for school districts and charter schools. 

The report uses 98 indicators to evaluate districts’ data regarding academic accountability 

performance, but also special education representation, disciplinary removals, and educational 

placements. Under PBMAS, any district that exceeds the established federal thresholds is 

required to provide for and demonstrate revision of the district’s policies procedures and 

practices in the effort to meet threshold expectations. In 2011, the district’s high school was in 

PBMAS Stage 2 and its junior high school was in Stage 1. The TEA required interventions that 

lead to the development and implementation of a target improvement plan for both schools. By 

August 2012, the high school was rated academically unacceptable by the TEA and had moved 

to Stage 3 status. It faced the very real possibility of becoming Stage 4 at the end of 2013 if 

academic performance did not improve. Similarly, the junior high moved to Stage 2 status.  

During Stage 3 status, the school is under supervision by the TEA and the district is 

required to hire a consultant to help improve instructional practices on struggling campuses 

while also monitoring the improvement process with monthly reports provided to the TEA. If the 

high school fails to improve, Stage 4 status could involve a variety of state-mandated changes 

including turning the campuses into charter schools, reconstituting the entire staff of the schools, 

or the state could appoint a conservator to manage the campuses.  
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Both campuses were staged because of the math performance on the Texas Assessment 

of Knowledge and Skills (TAKS) tests with the high school assigned an Academically 

Unacceptable rating and the junior high assigned an Academically Acceptable rating. The 

absolute top priority of district leaders during this time was improving math scores enough to 

meet state standards and getting the high school off of Stage 3 status. 

Table 5 

South Texas District and State Comparison of STAAR % at Level II Satisfactory Performance 

STAAR% at Level II Satisfactory Standard or Above 

 2010-2011 2011-2012 2012-2013 2013-2014 

Content Area District State District State District State District State 

All Subjects 63 76 59 75 65 77 66 75 

Reading 84 90 87 92 67 80 65 73 

Math 76 84 73 82 70 79 69 76 

Science 71 83 65 84 71 82 68 79 

Social Studies 89 95 90 96 61 76 60 77 

Accountability 

Rating 

Academically 

Acceptable 

Academically 

Acceptable 
Met Standard Met Standard 

State Test TAKS TAKS STAAR STAAR 

 

Revolving leadership door. During the 2011-2014 timeframe, leadership changes 

occurred frequently. In June 2011 the district school board trustees hired a new superintendent 

and then a new high school principal was hired two months later (August 2011). Two years later 

(2013), a principal with no principal experience was hired to lead the high school.  

One central office leadership position which experienced a high turnover rate was the 

assistant superintendent of curriculum and instruction. The assistant superintendent leads the 

development of the district’s vision for student learning and provides leadership to programs and 

efforts to enhance student engagement and attainment. Responsibilities include the 
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implementation and coordination of instructional programs aligned with state standards, 

coordination of professional learning related to curriculum, instruction, and assessment, and 

ongoing implementation. This position was vacant during the academic school year 2011-2012, 

but the superintendent did assign an instructional supervisor to oversee the curriculum and 

instruction for the district. That person was then moved to a campus principal position in 2012. 

In July 2012, the assistant superintendent of curriculum and instruction position was filled, but 

the person hired resigned less than one year later to accept a superintendent position in east 

Texas. During the summer of 2013, the position of Assistant Superintendent was filled by a 

retired high school principal who held that role until June 2014 when he elected not to return to 

the position. The school board then redefined the position from assistant superintendent to 

director and hired a first-year director (the researcher) in August.  

Curricular changes. Along with the low student performance, especially in 

Mathematics, the district (prior to 2012) lacked a guaranteed curriculum by which all students 

had an equal opportunity to experience and learn rigorous content. They also lacked a viable 

curriculum: where teachers had sufficient time to teach content and students had adequate time to 

learn the content. In fact, with no adopted curriculum, teachers were free to choose what and 

how to teach with the district failing to provide a scope and sequence for the learning standards. 

Prompted in part by necessity (Districts in stage rating, are required to adopt a curriculum as one 

component of improving scores per the Texas Accountability Intervention System, or TAIS, 

process, which monitors campuses or districts), the superintendent oversaw the selection and 

implementation of a new curriculum when the district purchased the Texas Essential Knowledge 

and Skills (TEKS) Resource System (TRS) curriculum. The curriculum would provide the 

district with a consistent approach and resources for all core content K-12. The district then spent 
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2012-2013 and 2013-2014 training all instructional staff on the new curriculum and every year 

after that each campus sent a core team of teachers to the annual summer conference for TRS. 

Figure 9 provides a timeline overview of change relative to leadership, accountability, and 

curriculum during the three years immediately preceding the emergence of the ad hoc teacher 

induction program in 2014-2015 and the more formal teacher induction program from 2015-

2018. 

 

Figure 9. Timeline of Change in South Texas District Prior to RISE Program. This figure 

illustrates the changes in leadership, accountability, and curriculum in the years prior to the 

implementation of RISE. 
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 Prior to the start of school in 2011, the superintendent hired an experienced principal, one 

who was perceived as transformational. Recall that the high school had been Stage 2 in 2011 and 

was projected to be Stage 3 in 2012 (which did in fact occur). In addition, prior to the new 

principal’s arrival, the high school was rated as Academically Unacceptable by the TEA. 

Therefore, this principal was hired to lead the high school out of state monitoring status and low 

academic performance. The high school principal was, in fact, successful in leading the campus 

out of a stage status with a Met Standard rating in 2013.  

 However, as shared by teachers, assistant principals, and the instructional coaches at the 

high school, the turnaround in performance was difficult to achieve and may have contributed to 

teachers leaving the district. Many of the teachers interviewed recalled that the work at the high 

school was very difficult and demanded long hours from all of the staff. The teaching staff held 

weekly, and sometimes daily, data meetings with each department while also offering extended 

day services such as after-school tutoring and Saturday school to struggling students. Teachers 

shared they had very little time for the things they needed to do during the day because of the 

required data meetings and collaborative planning sessions and were often times working late 

into the night at home or coming up to the campus on weekends to get their own work or 

planning completed. Assistant principals had similar stories, sharing with me that it was not 

uncommon for them to be in the office at 7:30 am and not leave until 9 or 10 pm most nights, 

even Friday.  

 Besides the hiring of this principal and work focused training instructional staff with the 

new curriculum, a significant amount of district resources was focused on improving the high 

school academic performance enough to get out of stage status. These resources included more 

teachers for lower class sizes, an instructional dean to manage the day-to-day instruction on the 
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campus, an additional assistant principal to help with administrative needs on the campus, a 

consultant to manage the improvement process mandated by TEA, and additional funding for 

instructional resources.  

 Despite that the high school was on track to eventually earn a rating of Met Standard for 

the 2013-2014 school year and outperforming state averages on the STAAR test in math and 

science (though their reading scores were 20 points below the state average), the principal 

abruptly left during the 2013-2014 school year. At the end of the 2013-2014 school year, the 

high school also had approximately one-third of its teaching staff leave. Near the end of 2013-

2014, a new principal (a first-year principal) was hired. By all accounts, the academic 

performance at the high school and junior high campuses had stabilized to point where all 

campuses and the district overall were meeting state passing standards.  

Table 6 

South Texas District High School and State Comparison of STAAR % at Level II Satisfactory 

Performance 

 

STAAR% at Level II Satisfactory Standard or Above 

 2010-2011 2011-2012 2012-2013 2013-2014 

Content Area HS State HS State HS State HS State 

All Subjects 52 76 71 77 68 77 69 77 

Reading 84 90 70 79 70 80 56 76 

Math 63 84 75 77 80 79 80 78 

Science 69 83 78 80 85 82 91 78 

Soc. St 89 95 78 79 66 78 73 76 

Accountability 

Rating 

Academically 

Unacceptable 

Academically 

Unacceptable 
(*New test, STAAR, 

so rating from 2011 

carried over to 2012.) 

Met 

Standard 

Met 

Standard 
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Discerning Key Teacher Induction Program Processes 

Implementing a teacher induction program in the South Texas school district formally 

began with the 2014-2015 school year. The district hired a new director of curriculum and 

instruction in August of 2014 and his first official day was actually the first day of school for 

students. The new director had done some contract work for the district in the days leading up to 

the start of school and some of the work involved new teacher orientation, mentor training, and 

leadership support. However, due to the short time frame from when the new director was 

approved in July and the start of the 2014-2015 school year, there was limited time to adjust the 

content or learning experiences for the new teacher orientation and as such, for the start of the 

school year, the new teacher orientation remained the same for the 15 first year teachers and 44 

teachers total in what the district termed “new teacher orientation.”   

Ad hoc teacher induction, 2014-2015. In years prior, all teachers who were new to the 

district were provided a two-day orientation which consisted of three elements: an introduction 

of essential district staff, district procedures, payroll and human resource procedures, a bus tour 

of the district, and a review of the district curriculum scope and sequence and instructional tools 

through TRS. The orientation took place the week before the start of school in August, during 

professional development days. If the teacher was new to the profession, a mentor was assigned 

for the duration of the academic year.  

 In early September (2014), the curriculum department staff, which consisted of the 

director of curriculum and instruction and two instructional facilitators, met and discussed the 

needs of the new teachers and what resources were available in the district to support those 

teachers. The facilitators shared that the district did not have any teacher induction materials, not 

even a teacher orientation handbook, and there was no program in place to support new teachers 
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beyond the new teacher orientation. In fact, it was shared that outside of completing a monthly 

checklist, there was no system to track how mentors fulfilled their responsibility to help support 

new teachers. 

 Establishing a baseline. Using prior experience with teacher induction from other school 

districts, institutional knowledge gleaned from others about this district, and research on teacher 

induction support (e.g. Ingersoll, 2012), the director of curriculum and instruction created an ad 

hoc teacher induction program, using materials collected from previous teacher induction work 

in other districts. Furthermore, the C&I department considered three must-haves of the of a one-

year induction program: (1) an assigned mentor who was received a half day of training, albeit 

training focused on reviewing the mentor handbook; (2) regular workshops throughout the 

academic year. Using early release professional development days that were already built into 

the district’s academic calendar, six workshops were scheduled to support the new teachers. 

These workshops were titled as First Year Teacher Academy Sessions. The sessions were three 

hours in length and covered: lesson design, use of the TRS curriculum, classroom management, 

working with parents, assessing student learning, and being a professional educator; and (3) new 

teacher and campus administrator feedback meeting, which was perhaps the most profound 

element established within the new teacher induction support.  

 Using open and constructive discussions with participating teachers as well as concerns 

shared from campus administrators throughout the academic year, district leaders knew there 

was much missing from the existing teacher induction program. In 2014, the teacher attrition 

rate, 28%, remained one of the pressing concerns of campus and district leaders, yet prior to 

2014, there had been little effort to look at the complexity of the problem and much less to effect 

change.  
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 As such, during the 2014-2015 school year, in conjunction with gathering feedback from 

teachers and administrators, the C&I team met multiple times throughout the year to try and 

determine the most influential factors related to their teacher attrition challenge. The team 

identified several factors they felt led to the challenge including the lack of a comprehensive 

teacher induction program, inconsistent use and awareness of resources and supports to 

implement a guaranteed and viable curriculum, and a lack of widespread district awareness of 

best practices for supporting new teachers in their first years.  

 Identifying the underlying issues relative to the problem of practice was only the first 

step. According to James (2011), the district then had to build consensus around the structure of 

thought and action necessary to be present to implement organizational change and 

improvement. In a series of meetings with district and campus leaders, these findings were 

shared, and the following questions were asked: What are we trying to accomplish? How will we 

know that a change is improvement? What changes can we make that will result in improvement 

(Langley et al., 2009)?  

 Planning and preparing for RISE. The district’s goal was to reduce teacher attrition by 

helping to better support teachers through a teacher induction program. Consensus was 

formulated among district leaders that allowed them to then prioritize actions as they moved 

from the Ad hoc year to Year One of a formal teacher induction program. First, district leaders 

had to become more knowledgeable about teacher induction models. Second, they had to have a 

strategic plan in which to not only scale the teacher induction program but to also better 

understand how to serve the needs of new teachers in the district. Throughout the 2014-2015 

school year, the director of curriculum and instruction looked for workshops or other 

professional learning programs that could train district staff on effectively implanting a teacher 
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induction program. There were not many training programs in the state of Texas but the director 

of curriculum had previous experience with the Ginger Tucker Heart of Teaching teacher 

induction series when he was a principal in Central Texas. The superintendent and director of 

curriculum met in the spring of 2015 and determined that sending a team of three to the Ginger 

Tucker trainer of trainers workshop in the Austin, TX area would be most cost-effective for the 

district and allow for the district to have a well-trained leadership team capable of implementing 

a long-range plan for teacher induction. Professional development funds from the curriculum and 

instruction department, specifically Title I improvement funds, were used to pay for the training.  

 During the summer of 2015, the curriculum team attended an extensive four-day 

workshop designed to equip the team as certified trainers for the Ginger Tucker Heart of 

Teaching teacher induction series. This program is a research-based induction program model 

that provides district trainers with research and strategies for implementing a teacher induction 

program along with materials to use with new teachers in the program. The team spent four days 

together learning about the research behind teacher induction, the structures and processes of 

effective induction programs, adult learning needs, professional development presentation skills, 

and the tools with which to implement a comprehensive teacher induction program. When the 

team returned from the workshop, along with providing an actual name to the teacher induction 

program (Relevant Induction Support for Educators, or RISE), the foundational elements of that 

model were introduced into the district induction program for the 2015-2016 academic year. 

 While the Ginger Tucker training certainly provided the curriculum team with the tools 

and program model to implement, a notable shift in the district’s mindset was to envision scaling 

the program from a one-year induction model to a multi-year model. The decision to implement 

a multi-year program was based upon the work of Kearny (2014). Kearney identified multi-year 
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mandatory programs as a best practice for teacher induction programs. Teaching is complicated 

and takes time to become proficient or exceptional in the craft. Implementing a multi-year 

program allows districts to ameliorate challenges new teachers contend with during the first 

several years of their career. Teachers will benefit from having time to matriculate through the 

continuum of teacher development necessary to become an effective and competent teacher. The 

director of curriculum and instruction conceptualized and then started planning and preparing to 

provide systemic support over multiple, consecutive years for new teachers during their entry 

into the teaching profession. Figure 10, below, illustrates the relationship between the Ad hoc 

year of teacher induction and the proposed multi-year structure of the RISE program.  

 As the 2015-2016 school year began, the curriculum department was already discussing 

with district and campus leaders the core of the RISE program as a three-year support model 

where teachers would be provided regular workshops throughout the year for each of their first 

three years teaching in hopes of providing on-going, thorough professional learning. The plan 

now included ways to assist new teachers for an optional two additional years of professional 

development beyond the first three years through National Board Certification or graduate 

courses, depending on district priorities and available funding. 



   

 

84 

 

 

Figure 10. Ad hoc Teacher Induction Program and RISE Teacher Induction Program 

Comparison. This figure illustrates the separate and unique functions between the Ad hoc 

program and the RISE program in the South Texas district. 

RISE is ready. The 2015-2016 school year is considered the official launch year of the 

RISE Program and included 18 novice teachers in its first cohort. These teachers attended the 

RISE Academy 1 (RISE YEAR 1). The program had one full day workshop held during the new 

teacher orientation, but its intended audience was for teachers with 0-1 years of experience. Four 

half-day workshops were scheduled throughout the school year, on early release professional 

development days. The new program provided mentors to the new teachers and provided a half-

day mentor training workshop for all mentors during the new teacher orientation.  
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New materials for new teachers included a first-year teacher handbook from the Ginger 

Tucker series that served as their RISE Program manual and a resource toolkit. The program was 

taught according to the Ginger Tucker program guide along with the district adopted TRS 

curriculum resources and instructional practices targeting improving student achievement.  

One challenge for the curriculum department was the loss of a facilitator who attended 

the Ginger Tucker training when she unexpectedly resigned in late July 2015 after attending the 

training. The district hired a new elementary facilitator and she assisted with the RISE program 

under the direction and support of me and the other trained facilitator. 

The stewardship of RISE, 2015-2018. Recall from chapter two, to implement and 

improve the RISE program the curriculum department utilized the PDSA improvement model 

(Deming, 1994) to connect the steps of ideas to actions and learning. The PDSA model provided 

a structured progression to identify important steps along the process of building the system of 

profound knowledge around teacher support and development. The model allowed the 

curriculum department to codify their work within the RISE Program around sound improvement 

theory while also orienting the district towards the pursuit of profound knowledge built on 

measurement and rational logic, year after year. Figure 11, below, illustrates the highlights from 

the PDSA process for year one of RISE.  

RISE, year one. The Plan phase for year one included researching teacher induction 

programs and identifying the one the district would adopt and getting the right people trained in 

the program. It also included identifying key components of the program along with building a 

district-wide understanding of the importance of teacher induction as a component of the overall 

district professional development calendar. The Do phase for year one included sending 

curriculum department staff to the Ginger Tucker training, building a district-wide understanding 
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of teacher induction, providing necessary training to district leadership personnel and mentors to 

support new teachers, collecting on-going feedback to measure program effectiveness, and 

adjusting to unforeseen challenges during the year. The Study phase of the cycle was conducted 

in early June with curriculum staff reviewing formative and summative data from the workshops 

and end of year surveys to assess the effectiveness of the RISE program after the completion of 

year one. The Act phase identified changes to be made in year two along with the identification 

of necessary components to allow for program standardization. 

 

Figure 11. RISE PDSA Year 1 Highlights. This figure illustrates the highlights from the PDSA 

improvement process during year one of the RISE program.  

 Based on year one data, changes in year two would include moving the RISE YEAR 1 

workshops to the designated district professional development days. This was necessitated by the 
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discontinuance of early release days by the district beginning with the 2016-2017 school year. It 

was determined that a full-day mentor training workshop was needed at the start of the year to 

best prepare mentors to support teachers in the RISE program. The curriculum department also 

committed to sending the remaining two department members who had not been formally trained 

in the Ginger Tucker induction model to the trainer of trainer workshops in June of 2016. 

 Rise, year two. Year two of the RISE program was designed to expand with both a new 

teacher cohort being served while still providing support for the new teacher cohort from the 

previous year (now second-year teachers). The program would now have two cohorts, each with 

their own curriculum and program features, to support throughout the year. Managing the 

multiple cohorts provided a new challenge for the curriculum department which would continue 

for the remainder of the RISE program and Table 7 outlines the movement of each cohort 

through the entire RISE program, by year. Year two was also the first year of the program in 

which a dedicated full-day mentor training was provided to enhance the level of support mentors 

could provide new teachers in RISE YEAR 1. 

Table 7 

RISE Program Cohort Sequence by School Year 

RISE Program Cohort Sequence by School Year 

School Year 2015-2016 Cohort 2016-2017 Cohort 2017-2018  Cohort 

2015-2016 New Teachers RISE YEAR 1 RISE YEAR 2 RISE YEAR 3 

2016-2017 New Teachers  RISE YEAR 1 RISE YEAR 2 

2017-2018 New Teachers   RISE YEAR 1 

 

Note: this table shows the progression of teacher cohorts through the RISE program during the 

three years of the DiP. 

 The program also had to adjust to a change within the district when the superintendent of 

schools was replaced by the board in July 2016. The multi-year program had been approved by 
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the previous superintendent and the new superintendent had to be informed of the program and 

the features proposed for each year. The new superintendent was supportive of the RISE 

program and encouraged the expansion of the program to support the professional learning needs 

of the district. However, the optional fourth and fifth years of learning through National Board 

Certification or Master’s degree work was unlikely to be available due to budget challenges in 

the district.  

The second year of the RISE Program began during the 2016-2017 school year. New 

teachers with 0-1 years of experience were assigned to the RISE YEAR 1 cohort for that year. 

For these new teachers, the program held two full-day workshops before school started. One of 

the full-day sessions was held during new teacher orientation. The second full-day session was 

held one week later. The shift to two full-day workshop sessions before school started was the 

result of Study and Act phases used during the PDSA cycle. Feedback from the previous year’s 

RISE participants and reflection by the curriculum department led the team to adjust the 

workshop schedule to allow for more time with the new teachers before the school year started. 

Relying on the three hours provided during half-day sessions, as was done in previous years, left 

participants and the curriculum department staff feeling like the new teachers needed more 

support and time together learning. The other four RISE YEAR 1 workshops, six in total, would 

be half-day sessions scheduled four times throughout the school year with two workshops 

scheduled in the fall semester and two workshops scheduled in the early part of the spring 

semester. There were 12 novice teachers in the 2016-2017 RISE YEAR 1 cohort. The new 

teachers were given a first-year teacher handbook from the Ginger Tucker series that served as 

their RISE Program manual and a resource toolkit. The program also provided mentors to the 

new teachers but this year the RISE program provided a full-day of mentor training in September 
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for all mentors. Reviewing mentor feedback from the previous year during the PDSA cycle led 

the curriculum team to realize they were not doing enough to support mentors in the district and 

they needed to provide the district’s mentors a more thorough understanding of mentoring and 

adult learning theory to better support new teacher growth during RISE YEAR 1. Mentors were 

also expected to meet monthly with their new teacher and submit a summary form to the 

curriculum office. This expectation was now tied to the mentor stipend for the year. 

First-year teachers from the previous year (year one of RISE) were placed in RISE 

YEAR 2 and received additional induction support through three full-day workshops. The cohort 

lost four teachers to attrition over the summer and was at 14 starting the year. There were two 

workshop sessions in the fall and one in the early spring. The focus of the RISE YEAR 2 

workshops was teaching for learning and included support on brain-based research on learning, 

measuring student progress towards standards, using the components of TRS, lesson design 

models, and teaching with cognitive complexity in mind. The workshops were scheduled during 

the regular school day and substitutes were provided for the teachers to attend. The RISE YEAR 

2 teachers used their handbooks from year one as their primary resource again with additional 

resources added to topics where gaps in the Ginger Tucker curriculum existed. The participants 

completed exit tickets after each session to reflect upon new learning and to provide the 

curriculum department feedback on the effectiveness of the program. 

Once again, the PDSA model provided a structured progression to evaluate the system of 

profound knowledge around teacher support and development through the RISE Program. Figure 

12, below, illustrates the highlights from the PDSA process for year two of RISE. The Plan 

phase for year two included ensuring the curriculum staff that had not been trained in teacher 

induction would be able to do so during the summer of 2016. One of the most critical planning 
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steps for year two was developing the content and learning experiences for RISE YEAR 2. The 

Ginger Tucker materials provided only a skeletal outline for suggested topics in year two of an 

induction program. The curriculum department spent the summer of 2016 planning content and 

enhancing the learning experiences for both the RISE YEAR 1 and RISE YEAR 2 series. The 

Do phase for year two included planning and implementing a management process for the RISE 

YEAR 2 component of RISE while supporting new teachers in RISE YEAR 1 which included 

writing workshop session content and developing the mentors with a more robust support 

system. It also entailed providing a new full-day model for mentor training. The Study phase of 

the cycle included beginning to run some projections in collaboration with the business office to 

determine if the optional fourth and fifth year of the program, National Board Certification or 

graduate degree courses, could be provided by the district. The curriculum team also realized the 

challenge of monitoring three different cohorts beginning with year three and began studying 

how to develop a master schedule to manage, align, and monitor all three cohorts. The Act phase 

identified changes to be made in year three along with the identification of necessary 

components to allow for program standardization.  
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Figure 12. RISE PDSA Year 2 Highlights. This figure illustrates the highlights from the PDSA 

improvement process during year two of the RISE program. 

 RISE, year 3. Year three of the RISE program was the year in which the full impact of 

the multi-year induction program model could be realized. The program would now have three 

cohorts at one time, each with their own curriculum and program features. The third year of the 

RISE Program began during the 2017-2018 school year. New teachers with 0-1 years of 

experience were assigned to the RISE YEAR 1 cohort. For these new teachers, the program held 

two full-day workshops before school started just like in year two. One of the full-day sessions 

was held during new teacher orientation. The second full-day session was held one week later. 

Feedback from the previous year’s RISE participants and reflection by the curriculum 
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department led the team to decide to make all RISE Program workshops full-day in length. The 

previous year’s RISE YEAR 2 participants indicated they very much enjoyed the full-day format 

and reported they got much more out of the extended time together. As a result, all program 

workshops were extended to full-day sessions for year three of RISE. There were 12 novice 

teachers in the 2017-2018 RISE YEAR 1 cohort. The new teachers were given a first-year 

teacher handbook from the Ginger Tucker series and provided mentors in the same format as the 

previous year.  

First-year teachers from the previous year were assigned to RISE YEAR 2 and received 

additional induction support through three full-day workshops. The cohort lost four teachers to 

attrition over the summer and was at eight starting the year. There were two workshop sessions 

in the fall and one in the early spring. The focus of the RISE YEAR 2 workshops remained the 

same as in the previous year, teaching for learning.  The workshops were scheduled during the 

regular school day and substitutes were provided for the teachers to attend. The RISE YEAR 2 

teachers used their handbooks from year one as their primary resource again with additional 

resources added to topics where gaps in the Ginger Tucker curriculum existed. The participants 

completed exit tickets after each session and they also completed online surveys which were 

added to the program for all three cohorts to better measure program effectiveness. 

Second-year teachers from the previous year were assigned to RISE YEAR 3 and 

received additional induction support with a focus on evidence of learning.  The RISE YEAR 3 

teachers developed their literacy and competency in the use of formative and summative 

assessments as well as a variety of performance assessments. The RISE YEAR 3 workshops did 

not rely on the handbooks from year one and two but rather utilized research and best practices 

from Robert Marzano (2017), John Hattie (2012), and Suzy Rollins (2014) in addition to 
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materials from Lead4ward (a consulting company the district used to support instruction). The 

curriculum team developed all handouts and resources for the RISE YEAR 3 cohort’s 

workshops. The participants completed exit tickets after each session and they also completed 

online surveys as did every cohort beginning with this year. 

As in previous years, the PDSA model provided a structured progression to evaluate the 

system of profound knowledge around teacher support and development through the RISE 

Program. Figure 13, below, illustrates the highlights from the PDSA process for year three of 

RISE. The Plan phase for year three included four significant changes to the overall operation of 

the RISE program: development of a master schedule to align content and learning experiences 

across cohorts, shifting all RISE YEAR 1 workshops to a full-day model, development of online 

surveys for each workshop in each cohort, and the addition of new research-based content to all 

three cohorts in the RISE program. 

The curriculum team struggled to keep the implementation and improvement of each 

cohort organized and coherent. It was determined at the end of 2016-2017 that the curriculum 

team needed to develop a master schedule to best align the content and learning experiences of 

all three cohorts over the three years of RISE. In a blending of the Plan and Do phase, the team 

met during the summer of 2017 and created the master schedule that now serves as the anchor 

for all learning in the RISE program (see appendix C). Additionally, the curriculum team 

provided campus leaders with training on the new master schedule and how it connected to the 

overall professional development calendar in the district.  

A second major planning event was the shifting of all RISE YEAR 1 workshops to a 

full-day model. This need came about from reviewing the end-of-year data in year two. Feedback 

from participants indicated they wished there was more time to process and discuss what they 
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were learning in the workshops. The curriculum team wanted to be responsive to the data and, in 

order to provide enhanced learning experiences and more processing time, decided to build in 

more time with the new teachers as the original content was developed for a half-day model. 

This proved to be a challenge as the team was already planning out the content and learning 

experiences for the brand-new RISE YEAR 3 cohort while also expanding the sessions for RISE 

YEAR 1.  

The third major planning event for year three of RISE was the development of online 

surveys for each year of the program to be distributed at the conclusion of each workshop. 

During the Study phase of year two, the curriculum team realized they had a need for more 

formative data if they were going to be more responsive to participant needs throughout the year. 

Relying solely on the end-of-year surveys did not allow the team to adjust during the year as 

participants indicated a change in needs or support. The team had not used workshop surveys in 

previous years and the workshop exit surveys had to be written and developed in Survey 

Monkey. The team used the surveys as formative data to plan and adjust the remaining agendas 

for each workshop in all three cohorts. 

Lastly, the team overhauled every cohort series and added new research-based best 

practices from Robert Marzano (2017), John Hattie (2012), and Suzy Rollins (2014). The 

original Ginger Tucker material was last updated in 2010 and had since been sold to another 

company. Since that time there were several new books and research released on pedagogy and 

best practices that the curriculum team wanted to incorporate into the workshops to address the 

specific learning needs of their new teachers. The end-of-year surveys from RISE program 

participants indicated they still needed help with classroom management, teaching challenging 

student populations, differentiating instruction, and using formative data to plan instruction. The 
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team used Marzano’s The New Art and Science of Teaching (2017) and Rollins’ Teaching in the 

Fast Lane (2014) as primary resources in updating the RISE program content and learning 

experiences for all three cohorts. The Act phase, in year three, identified changes to be made in 

the RISE program for the future with a focus on sustainability. The following year would be the 

first time in three years where a new cohort of workshops was not being added. The focus for the 

next cycle of the RISE program centers on institutionalizing the model within the district as 

standard operating procedure. The director of curriculum continued to run projections in 

collaboration with the business office to determine if the optional fourth and fifth year of the 

program, National Board Certification or graduate degree courses, could be provided by the 

district. During the spring of the 2017-2018 school year, it was determined there were no funds 

available to offer the FYTA Masters option. 
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Figure 13. RISE PDSA Year 3 Highlights. This figure illustrates the highlights from the PDSA 

improvement process during year three of the RISE program. 

Findings: Design Challenge Two 

 The second design challenge focused on the processes of change as it relates to helping 

adults learn to be better teachers. Important in this particular design challenge was the systemic 

and cultural transformation that occurred through the implementation and improvement of the 

RISE program. Developing fundamental changes that improve a system and prevent future 

problems requires organizations to make explicit connections between the proposed changes and 

the theories behind the efforts (Langley et al., 2009). Change theory is relevant to any school 

improvement process because it gives leaders a foundational understanding of the role 
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relationships and psychological awareness plays in successful change efforts. In the context of 

improving teacher induction programs, theories can be about improvement cycles or adult 

learning or based upon research around an existing problem; however, their key feature is a 

hypothesis that allows all participants in the change process to articulate the expected or 

predicted new outcomes.  

 The intent of this design challenge was to identify key district decisions, structures, and 

processes using the lens of change theory research to better understand why the district 

implemented the RISE Program as it did and how it influenced change within the organization 

around teacher induction and teacher retention. Data revealed findings of two major themes: 

shifting mindsets and decisions in the district while implementing a teacher induction program as 

well as implementing change through the RISE program; see Figure 14. The data are presented 

with a focus on the administrative decisions made in an effort to implement change in teacher 

induction support practices. Additionally, teacher participant data was included where there was 

alignment between responses and administrative intent, such as relationships and psychological 

awareness.  
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Figure 14. Design Challenge Two Major Themes and Sub-themes. This figure illustrates the two 

major themes for DC2 and the corresponding sub-themes for each.  

Shifting Mindsets and Decisions 

 The South Texas School District faced academic and staffing challenges for several years 

leading up to the 2014-2015 school year. The director of curriculum, along with the 

superintendent and principals, agreed that there would need to be some systemic changes in the 

approaches the district took to recruiting, supporting, and developing teachers in order to address 

those challenges and improve the academic performance of the district while also improving 

teacher retention and teacher effectiveness. Within the theme of shifting mindsets, the data reveal 

three sub-themes that describe how the district leadership went about that work: relationships 
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building, disrupting familiar patterns of thought and habit, and developing a collective meaning 

and appreciation for a new way. 

 Relationships building. During the 2014-2015 school year, the administrative leadership 

team developed priorities and goals focused on organizational change and the thought patterns 

necessary to support new teachers. To begin shifting the existing thought patterns and building 

new thought patterns around new teacher induction, the district chose to align their work around 

building relationships and developing an understanding of the psychological needs of new 

teachers among district staff, selectively disrupting familiar patterns of thought and habit in the 

district, and attempting to build a collective meaning and appreciation for new ways of 

addressing teacher induction support and retention. 

 Building relationships: administrators. The first step in supporting the building of 

relationships as a key cultural belief in the district was to build the capacity for campus and 

district leaders to effectively support relationships building. Specifically, the district focused on 

relationships between district leadership and new teachers hired in the district. Beginning with 

the 2014-2015 school year, the district leadership team (central office and campus leaders) met 

monthly and a standing item on the leadership team agenda was a discussion about effective 

practices in teacher support and retention. The item was placed on the agenda at the request of 

the director of curriculum with the support of the superintendent. The purpose of the standing 

agenda item was to ensure that district resources and planning were regularly dedicated to 

addressing the teacher support and retention needs of the district.  

 The director of curriculum and instruction was implementing an ad hoc teacher induction 

program to provide initial support measures for new teachers that year and shared, “they wanted 

to begin collecting data on the effectiveness of that program while also building the emotional 
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intelligence of the leadership team to manage interpersonal relationships thoughtfully and with 

empathy.”   

 During the 2014-2015 school year during monthly district-wide leadership meetings and 

the discussion of teacher induction programming in the district, the leadership team hypothesized 

that since there had not been a robust teacher induction program in the district in prior years, one 

of the reasons for a high teacher attrition rate might have been a lack of focusing on new teacher 

psychology and a failure to assess the emotional needs and district culture as they relate to new 

teachers. They believed this struggle was affecting teacher confidence and competency and 

contributing to academic performance gaps as well as the high teacher attrition rate for the 

district. The director of curriculum used the standing agenda item time at the monthly district-

wide leadership meetings to provide professional learning on effective leadership practices, 

conduct book reviews, simulate adult learning scenarios, review teacher induction best practices 

and components of the RISE program, and provide coaching on building empathy for new 

teachers and their needs in the early years of their careers. The district’s stated focus for these 

change efforts was to build the capacity for district and campus leaders to support positive 

relationship-building across the district while increasing the capacity of leaders to meet the 

psychological support needs of new teachers. 

 Building relationships: teachers. It was also the intention of the district to build 

relationships among the new teachers through a cohort model that would provide a level of 

collegial support to supplement the district programming during the first few years of teaching. 

There was evidence from the RISE 3 (teachers in the third year of the program) participant 

interviews and surveys that the goal of implementing organizational change around valuing 

relationships as a means to support new teachers was achieved. Figure 15 describes the RISE 
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program RISE 3 participant reflections about the importance of relationships, both among 

colleagues and with district support personnel, built during participation in the RISE program.  

RISE Program RISE 3 Teacher Participant Findings on Relationships 

Teacher Quote (from interview or survey May 2018) 

RISE 3-1* 

The support system within the program, specifically from peers, was extremely 

helpful during the first three years of teaching; Having the support system is 

necessary and I have colleagues in other districts that are amazed at what we 

have offered in [this district]. 

RISE 3-2 
It introduced me to other professionals that I have and will continue to 

collaborate with throughout my teaching career. 

RISE 3-4 
Having other teachers there that I could relate to and realize I’m not the only 

one dealing with a certain obstacle. 

RISE 3-6 
The cohort model builds a community of people that were like-minded and 

able to be transparent and vulnerable with each other. 

RISE 3-7 

I felt like without the academy we honestly probably would have quit a long 

time ago because of frustration but we were all learning and helping each 

other; I’ve cried with RISE 3-3 and I’ve probably only seen her 7 or 8 times 

but we’re able to have that kind of a relationship which is cool. 
*The figure identifies teacher participants by their 2017-2018 cohort group (RISE 3) and a randomly assigned 

participant number from that group. For example, a teacher in year three of the RISE program (in 2017-2018) 

could be randomly assigned RISE 3-1 through RISE 3-7. 

 

Figure 15. RISE Program RISE3 Teacher Participant Findings on Relationships.  

This graphic describes teacher feedback about the importance of relationships in the RISE 

program. The findings around relationships for the RISE program RISE 3 participants indicate a 

strong reliance on collegial relationships as a primary means for handling job-related stress, 

feeling competent and confident, and remaining in the profession. 

 Disrupt familiar patterns of thought and habit. Another area requiring a change in the 

district was around the use of professional learning time and resources allocated towards teacher 

professional learning. The district approached professional learning in a haphazard manner with 

professional learning funds distributed to campuses for use as the principals deemed appropriate. 

There was very little coordination at the district level as to how campus leaders used professional 

learning funds to address district-wide needs and there existed no professional development 
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calendar for the district to refer to or follow to align professional development work. 

Additionally, prior to 2014 the district did not prioritize new teacher support and was in the habit 

of having new teachers attend all district-wide training while having limited access to an 

appointed mentor. The director of curriculum and instruction believed it was important to change 

familiar patterns of thought and habit (Langley et al., 2009) in order to bring about the necessary 

changes to support new teachers over multiple years and to instill an appreciation for multi-year 

teacher induction in the district for the future. According to Langley et al. (2009), normal thought 

patterns in an organization have a logic honed over time. New ideas and patterns of thought can 

be easily defeated by amore well-developed organizational logic. For change to be effective, new 

modes of thinking must be introduced and recognition of the different modes in a group or team 

settings is crucial. 

 Some of the decisions for changing patterns and habits in the district included the 

announcement and implementation of a formal teacher induction program, pulling new teachers 

on each of the early-release professional development days (and later on full days separate from 

district PD days) to provide explicit teacher induction support, providing explicit mentor 

coaching to assigned mentors early in each school year, requiring mentors to meet monthly with 

new teachers as a requirement for receiving the district stipend, utilizing district instructional 

facilitators as direct support for new teachers (conducted through weekly meetings on-site), 

implementing a teacher induction program newsletter to serve as both informational and 

professional learning support for district teachers and leaders, and providing district leaders with 

monthly, specific professional learning on curriculum management and interpersonal 

communication and coaching. The district’s focus for these change efforts was to disrupt familiar 

patterns and habits across the district while seeking to implement new patterns of thought and 
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habit designed to support new teachers and improve teacher retention along with student 

academic performance. 

 Collective meaning and appreciation for a new way. The director of curriculum and 

instruction wanted the new teacher induction program to be formalized and provide a source of 

collective meaning and appreciation across the district for how new teachers would be supported. 

To accomplish this change task, the director of curriculum and instruction and two instructional 

facilitators were sent to a week-long training with Ginger Tucker to become certified trainers of 

trainers for her teacher induction program. The structure of the Ginger Tucker program provided 

the district with a formal program to implement while also bringing a collective meaning to the 

work around new teacher support in the district. District leaders, new teachers, and mentors were 

issued official Ginger Tucker program handbooks and resources which served to provide 

structure and a clear explanation for the new approach to providing new teacher induction 

support.  

 Beyond developing a collective meaning and appreciation in changing the teacher 

induction supports for the district, the findings indicate that participants in the RISE program 

also came to understand the importance of and value in a collective effort and appreciation for 

the new way. For instance, in May 2018 RISE 3-3 reported: “I could see how much others in the 

program had grown and seen our common frustrations and accomplishments as they related to 

becoming a better teacher.” RISE 1-6 shared, “I learned we all have similar experiences but 

different ways of processing it and to keep that collaborative idea in perspective.”  A general 

theme from participants across all three cohorts was one of understanding that change is not 

merely a personal endeavor but requires the collaboration of peers and an understanding of the 

importance of alignment and contribution to the whole. 
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Implementing Change through the RISE Program 

 As previously mentioned, district leadership decided the best vehicle to address new 

teacher support and teacher retention would be to implement a comprehensive teacher induction 

program. They believed that by implementing systemic change around teacher professional 

learning and leadership awareness of profound knowledge as they relate teacher support and 

development they could improve the quality of teaching in the district, retain more quality 

teachers over a longer period of time, and improve academic performance across the district.  

 Fundamental change to prevent problems. The district leadership viewed the 

implementation of the RISE program as a way in which they could create fundamental change 

that could prevent future problems. Fundamental change requires the design or redesign of a part 

or whole of the organization to improve beyond historical levels (Langley et al., 2009). The 

district leaders believed if they built in multiple measures for gauging improvement they could 

not only develop a better teacher induction program but also ensure a future mindset that would 

alter how leaders and teachers do things around new teacher support moving forward. 

 Multiple measures. The primary improvement theory model used by the district to 

measure successful implementation of the RISE program was the PDSA design from Deming. 

This measurement and reflection process was described in detail previously in the first design 

challenge findings. Within the PDSA process, the district chose to use multiple measures and 

data points to guide their understanding of the effectiveness of the RISE program. District 

leaders shared, 

multiple measures allowed us to see if the work being conducted in the RISE program 

was not only improving teacher preparation and performance but also generating new 
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thought patterns and the change necessary for fundamental change, that which helps to 

prevent future problems. 

Some of the multiple measures utilized by the district included workshop exit tickets, teacher 

self-reflection checks using competent/ confident charts, workshop surveys, workshop artifacts 

created by participants, leadership meeting debriefs, end of year RISE program evaluation 

surveys, individual participant interviews, classroom observations by instructional facilitators, 

district climate surveys, and campus/district academic data (both from district benchmarking and 

state assessments). 

 Future mindset. The director of curriculum and instruction also stressed the importance 

of developing a future mindset for change and the continuation of new teacher support beyond 

the current leadership team. A primary point of emphasis was to train all curriculum department 

staff on the essentials of the district’s teacher induction program. This included the Ginger 

Tucker material along with all district created materials from the multiple years of RISE program 

implementation. Secondarily, all RISE program workshops were prepared, updated, and 

presented by all curriculum department staff. The director of curriculum and instruction shared 

the responsibility for fidelity of implementation of the RISE program in order to build a district-

wide system of profound knowledge around teacher induction support. It was a priority for 

district leadership that the RISE program is viable and carries on in the event of a loss of 

essential leadership. By sharing responsibility and developing all curriculum department staff to 

contribute to the RISE Program implementation, the director of curriculum and instruction 

shared, “a future mindset around long-term teacher induction support would be ensured along 

with reducing the likelihood of future teacher attrition problems related to a lack of new teacher 

support.” 
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Findings: Design Challenge Three 

The third design challenge utilized the data collected throughout the dissertation-in-

practice to develop research-based essential components of a multi-year teacher induction and 

mentoring program that most benefits new teachers working in public school districts serving 

children of color, who live in poverty. For design challenge three, the data were examined using 

the principles of andragogy to assess the efficacy of the features of the RISE program and its 

ability to meet the professional learning needs of new teachers over multiple years. Andragogy is 

viewed as the art and science of adult learning and postulates adults have specific learning 

characteristics and needs that drive effective adult learning. Andragogy is a fundamentally 

different perspective on learning from the most common learning theory of pedagogy which 

focuses on the art and science of learning for children. Andragogy has its foundations in 

constructivism with the belief that adults need to focus more on the process of learning, primarily 

constructing new knowledge through social interactions, and less on the content being taught 

(American Institute for Research, 2011). Data revealed findings of three major themes:  essential 

RISE program components, essential RISE program workshop components, and improving the 

RISE program and workshops; see Figure 16. The intent of the design challenge was to 

synthesize and integrate the structures and processes used in the RISE program in a way that 

creates generative knowledge for components of effective multi-year teacher induction 

programs. 
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Figure 16. Design Challenge Three Major Themes and Sub-themes. This figure illustrates the 

three major themes for DC3 and the corresponding sub-themes for each.  

Essential RISE Program Components 

 In developing the overall program components of the multi-year teacher induction 

program the district leadership used the process model within andragogy and current research on 

teacher induction best practices to identify the key components and structures for the program. 

Using current research on best practices from around the world on teacher induction, the district 

chose six essential overall components for their RISE program. The components data will be 

discussed as they relate to the process model of andragogy including participant feedback related 

to those components. 
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 Community of practice. The first essential program component was to form a 

Community of Practice (CoP) whereby first-year teachers would be provided a safe, structured 

environment to collaborate and begin building a sense of trust with their colleagues that would 

be part of their professional practices for the next three years. The CoP component aligns with 

the first principle in the andragogy model which is to establish a climate conducive to learning. 

District leaders operated from a mindset that learning the craft of teaching is a social experience 

and that, as practitioners, there are benefits to regular interaction around the work of becoming 

better at the craft. RISE 3-1 shared, “change is not merely a personal endeavor but requires the 

collaboration of peers and an understanding of the importance of alignment and contribution to 

the whole.”  RISE 3-3 stated, “I could see how much others in the program had grown and seen 

our common frustrations and accomplishments as they related to becoming a better teacher.”   

 Cohort model. The second essential program component was to build a Cohort Model 

for progression through the RISE program. A cohort model aligns with the second principle of 

andragogy which is to create a mechanism for mutual planning. It made sense to district leaders 

to have teachers move through the program as a cohort, learning and implementing the concepts 

and practices together and building a common understanding through deep, meaningful 

relationships. The cohort model provided an opportunity for the CoP to develop long-term 

relationships and extended periods of learning beyond the workshops. RISE program participant 

feedback confirmed this choice by the district as demonstrated through data on relationships 

shared earlier in Table 7, RISE Program RISE3 Teacher Participant Findings on Relationships.  

 Effective teaching. Components three through six of the RISE program align with 

andragogy principles three through six. These principles center around diagnosing learning 

needs, formulating program objectives to meet those needs, designing a pattern of learning 
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experiences, and conducting those learning experiences. Some of the final four components 

reflect multiple steps within the andragogy process model. Figure 17, below, illustrates the 

findings for the essential RISE program components and their alignment with the andragogy 

process model steps. (The implications for adult learning concepts, andragogy, within an 

effective teacher induction program are discussed in chapter five.) 

 

Figure 17. Essential RISE Program Components Aligned to Andragogy. This figure illustrates 

the six essential program components of RISE as they align with the six steps in the process 

model of andragogy. 

 A third essential component of the RISE program was Effective Teaching. For the 

district, effective teaching meant providing a concentrated focus on pedagogy paired with 
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structure observations. Every workshop conducted within the program centered on pedagogy and 

best practices with, as one instructional coach stated, “The expectation that teachers could take 

what they learned today and apply it to their classroom tomorrow morning.” RISE 2-1 shared, 

“[she found] a lot of help in setting up activities and getting to try them out before we do in the 

class with students.”  RISE 3-1 furthered this idea stating, “Modeling activities and best practices 

for use in the classroom is very helpful and I felt like I could implement them more effectively as 

a result of the workshops.”  A focus on pedagogy and best practices were found to be consistent 

in all program resources including workshops, newsletters, and program instructional materials. 

Providing observations and feedback were critical to program success because it gave curriculum 

and instruction personnel the time and opportunity to invest in the first year teachers and provide 

them with specific feedback and goal setting outside of the normal evaluative process found in 

the state teacher appraisal system. RISE 2-2 reported, “Their support was very important 

especially when they would visit my classroom and observe my teaching and give me feedback 

to improve my lessons.”  RISE 1-5 stated, “Coaches have been more than willing to help with 

further questions and go beyond the workshops.”  All teacher participants gave anecdotal 

accounts of how instructional coaches helped them with struggles on a regular basis and relied 

on the structured observations throughout their time in the RISE program. 

 Mentors. A fourth essential component of the RISE program was the use of mentors. The 

district wanted every first-year teacher to have a trained mentor assigned to them to provide on-

going assistance and support beyond the workshops. Mentors were considered an essential 

resource for new teachers combined with the workshops and regular care from instructional 

coaches to be a triad of support for all new teachers. The district felt new teachers have an 

enormous amount of needs that must be addressed through multiple layers and through multiple 
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practitioners in order to best satisfy those learning needs (Kearney, 2015). The powerful effect of 

mentors within the program was illustrated by RISE 1-2 who shared, “my mentor was always 

there to provide encouragement and reassurance that I was not alone. She took the time to listen 

to my concerns and helped me find strategies to help with those concerns.”  RISE 1-5 went even 

further stating, “My mentor experience was great and we met every month to discuss progress 

from my monthly observations. She has highlighted positives and progress I’ve made.” 

 Release time. The fifth essential component of the RISE program was Release Time. The 

district knew giving teachers time away from their regular routine and the demands of the 

classroom were important if new teachers were going to be able to learn together, troubleshoot 

their first-year challenges, and find effective solutions to their problems. The goal of release time 

was to provide at least 30 hours of dedicated professional learning per year for new teachers 

(including years one through three) which was based on some of the research on teacher 

professional learning they had reviewed when designing the program. The survey data indicated 

that teachers found the release time structure to be effective but there was disagreement among 

teachers on the timing of the workshops and how best to meet the needs of teachers through 

release time without taking them away from important instructional time with their students. 

 Situated learning. The sixth essential component of the RISE program was Situated 

Learning. The district shared they wanted to “help new teachers build craft-related meaning 

through authentic, relevant job-specific activities that build a social construct around professional 

growth and learning.” They wanted to merge craft context with district culture and the essential 

instructional goals of the district to build teacher capacity. The goal of situated learning was to 

prepare teacher sufficiently so that they would see teaching as a viable career and one the new 

teachers could be successful in. RISE 3-4 shared, “[RISE] has had a big impact on me staying in 
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teaching because I know I’ll always have this training to revert back to when I’m unsure. [It] 

provides teachers with a positive outlook for the future and the field of education.”  And RISE 3-

5 declared, “I will stay in the profession and RISE allowed me to cope with the struggles of 

teaching and embrace the highlights of the journey.”   

 The district chose to use on-going improvement theory practices as a means to 

accomplish step seven of the andragogy process model which is to evaluate learning outcomes 

and re-diagnose learning needs. The data revealed there were several program components 

modified as a result of applying the plan-do-study-act improvement cycle. These modifications 

and the rationale for change were discussed previously in design challenge two. 

Essential RISE Program Workshop Components 

 The participant feedback collected in regard to workshop components came from surveys 

(both post-workshop and end of year), end of year interviews, and the exit tickets (reflection 

notes) submitted by participants after each workshop. Examining the participant feedback data 

generated four workshop component themes: strategies and best practices (pedagogy), 

collaborative adult learning, safe place and hearing from peers, and time for planning (applying 

learning). These four themes indicate what the essential workshop components were for the 

participants in the RISE program over the three years. 

 Strategies and best practices (pedagogy). Teacher participants in the RISE program 

recounted the workshop focus on strategies and best practices to be most helpful to them in 

feeling successful as new teachers. Participants across all three cohorts shared specific structures 

and content that allowed them to feel confident in implementing sound pedagogy in their 

classrooms. Workshop activities where participants were able to practice and rehearse their 

responses through role-playing scenarios and learning-by-doing were found to be most valuable. 
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Figure 18 highlights some of the participant reflections about the strategies and best practices 

used in the workshops. The figure identifies teacher participants and their quotes using the same 

format found in the second design challenge. 

RISE Program Teacher Participant Findings on Strategies/Best Practices 

Teacher Quote (from surveys or end of year interviews in May 2018) 

RISE 3-1 

Modeling activities and best practices for use in the classroom is very helpful 

and I felt like I could implement them more effectively as a result of the 

workshops. 

RISE 3-2 
Over time, parent relationships have become better as I grow in experience and 

we work through scenarios on how to build those relationships. 

RISE 2-1 

I learned how to use different teaching strategies and techniques in the 

classroom and when they would be most effective. [We had] a lot of help in 

setting up activities and getting to try them out before we do in the class with 

students. 

RISE 2-5 
Learning effective teaching practices and lesson design was most helpful in 

year 2. 

RISE 1-2 

The stress management strategies were helpful [and] learning how to speak to 

parents during conferences and how to address certain conference types. 

Giving me strategies to manage my stress as a new teacher and with strategies 

on how to manage difficult students and even the difficult parent was huge. 

RISE 1-5 

Helpful topics: vision/mission statement, lesson planning strategies, classroom 

management strategies, managing stress, brain-friendly classroom. It has given 

me confidence to manage my classroom and help make learning fun for all my 

students. 

 

Figure 18. RISE Program Teacher Participant Findings on Strategies/Best Practices. This 

graphic describes teacher feedback about the strategies and best practices most useful to them in 

RISE. 

 Collaborative adult learning. Teacher participants in the RISE program reported the 

workshop focus on providing collaborative adult learning time was helpful in allowing them to 

gain confidence in their practice and to learn from and exhort their peers. The social aspect of 

learning together was most beneficial to participants. Having time to learn from others and to 

collectively problem-solve their own challenges with their colleagues was a recurring response 

on the surveys and exit tickets. Figure 19 highlights some of the participant reflections about the 



   

 

114 

 

use of collaborative adult learning in the workshops. The table identifies teacher participants and 

their quotes using the same format found previously. 

RISE Program Teacher Participant Findings on Collaborative Adult Learning 

Teacher Quote (from surveys or end of year interviews in May 2018) 

RISE 2-2 

The program had a big impact because of communication and advice and there 

was always help and directions along the way as we learned to implement 

strategies and pedagogy. 

RISE 3-3 
I could see how much others in the program had grown and seen our common 

frustrations and accomplishments as they related to becoming a better teacher. 

RISE 3-3 Most important feature was the comradery between teachers at all levels. 

RISE 3-2 
Collaborating with other teachers to see how we can help each other is my 

favorite part. 

RISE 2-4 
Sharing activities and work we’ve done in our rooms and the conversations 

from that were very helpful. 

RISE 2-2 
Breaking up into different groups to discuss techniques and ideas we do in our 

classrooms [helped] because I took away ideas to help me be a better teacher. 

RISE 3-6 
The cohort model builds a community of people that were like-minded and 

able to be transparent and vulnerable with each other. 

 

Figure 19. RISE Program Teacher Participant Findings on Collaborative Adult Learning. This 

graphic describes teacher feedback on how collaborative adult learning was most useful to them 

in RISE. 

 Safe place and hearing from others. Teacher participants in the RISE program 

described the workshop setting as a safe place where they could hear from their peers without 

fear of being judged as incompetent or incapable of handling the craft of teaching. Beyond being 

a safe place to explore and share their feelings of frustration and success, several of the 

participants noted the importance of the workshops in providing them the structure and 

relationships necessary to continue on during the challenges that come with being a new-to-the-

profession teacher. Some even reported the safety of the workshops is what kept them from 

leaving the profession altogether. Figure 20 highlights some of the participant reflections about 

the importance of having a safe place and hearing from their peers. The table identifies teacher 

participants and their quotes using the same format found previously. 
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RISE Program Teacher Participant Findings on Safe Place and Hearing from Peers 

Teacher Quote (from surveys or end of year interviews in May 2018) 

RISE 3-1 

The support system within the program, specifically from peers, was extremely 

helpful during the first three years of teaching. Having the support system is 

necessary and I have colleagues in other districts that are amazed at what we 

have offered in WOISD. 

RISE 3-2 
I get an outlet to express my fears and concerns in a comfortable (safe) 

environment. 

RISE 3-4 
Having other teachers there that I could relate to and realize I’m not the only 

one dealing with a certain obstacle. 

RISE 3-7 

I felt like without the academy we honestly probably would have quit a long 

time ago because of frustration but we were all learning and helping each 

other. I’ve cried with [RISE 3-3] and I’ve probably only seen her 7 or 8 times 

but we’re able to have that kind of a relationship which is cool. 

RISE 2-3 
I’m able to speak my voice in a healthy environment and talk with other 

professionals in similar situations. 

RISE 1-2 
Being able to come to a place where you know you’re not alone definitely 

helps you cope with the frustrations. 

RISE 3-5 
Allowing me to collaborate with friends and co-workers in different levels and 

hear ideas, skills, and techniques on what worked and didn’t. 

 

Figure 20. RISE Program Teacher Participant Findings on Providing a Safe Place. This graphic 

describes teacher feedback on how having a safe place to share and hear from peers was most 

useful to them in RISE. 

 Time for planning and applying learning. Teacher participants in the RISE program 

reported the workshops also provided them with valuable time for planning and applying their 

learning. Participants shared that having time to plan and reflect on classroom instruction and 

classroom management is hard to find especially with the steep learning curve that comes with 

being a new teacher. The workshops provided the participants with time away from the 

challenges and responsibilities of teaching while providing a setting where they could access 

resources and better define their work ahead. 

 Figure 21 highlights some of the participant reflections about having planning time and 

opportunities to apply their learning. The table identifies teacher participants and their quotes 

using the same format found previously. 
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RISE Program Teacher Participant Findings on Time for Planning 

Teacher Quote (from surveys or end of year interviews in May 2018) 

RISE 2-2 

The program had a big impact because of communication and advice and there 

was always help and directions along the way as we learned to implement 

strategies and pedagogy. 

RISE 3-3 Lesson planning is easier now and I understand the TEKS in a deeper. 

RISE 3-5 
My third year was tough but [the planning time in] RISEA 3 helped me regain 

my composure and be the best for my students. 

RISE 3-5 
This year helped me better manage my time and work responsibilities-teaching 

elementary and coaching high school. 

RISE 3-3 

This year is the first year I felt completely competent and had a lot of 

confidence; the planning and experiences have led me to feel experienced, 

ready, and prepared. 

RISE 1-2 

Assessing students was difficult at the beginning because I was not familiar 

with how things needed to be and lesson planning was very intimidating as 

well [though she feels she’s mastered both now]. 

RISE 1-5 
Teaching for learning became easier due to training and help with tailoring 

lessons to all students. 

 

Figure 21. RISE Program Teacher Participant Findings on Time for Planning. This graphic 

describes teacher feedback on how having time for planning and applying their learning was 

most useful to them in RISE. 

Improving the RISE Program and Workshops 

 Much of the participant feedback data highlighted areas of value and support provided 

through the content and structures of the RISE program. There were also findings which 

indicated areas the RISE program could improve upon. The feedback data on improvement 

included responses regarding the overall RISE program and the content and structure of the 

workshops. 

 Improving the RISE program. Findings around improving the overall RISE program 

included the timing of the workshops throughout the year, the sporadic effectiveness of the 

mentoring support, the need for more variety in the learning experiences, and the need for better 

administrative support at the campus level.  
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 In the interviews with district leaders, they shared their struggle with finding the right 

time and frequency to provide the workshop support to teachers. They shared how they began by 

using half days on early release days one year and then changed to half days on designated 

district PD days before settling on full days spread out through the year using substitute teachers 

to provide coverage. They admitted they continue to hear feedback from teachers that it is hard 

to be pulled from their classrooms even if the RISE program material is valuable. Participant 

survey feedback was inconsistent (mostly positive but some negative) regarding half-day versus 

full-day and the timing of when to have the workshops. Some first-year teachers reported the 

beginning workshops were too early in September and conflicted with setting routines and 

knowing their kids. Most participants found the content of the workshops valuable but were 

conflicted on timing. RISE 1-2 shared, “scheduling conflicts like having workshops during the 

3
rd

 and 6
th

 six weeks was hard.”  RISE 1-6 stated, “Sometimes the workshops conflicted with 

testing calendars and it set me back a bit.”  During the first two years of RISE the survey data on 

timing clearly showed teacher frustration about missing PD with their colleagues. For year three 

of RISE the workshops were on separate days from district PD and there was no data indicating 

any frustration about missing PD with their colleagues. 

 The findings also indicated there was frustration with the inconsistencies in the mentoring 

program and participants did offer some ways to improve the mentoring component of RISE. 

Most of the participant responses on mentoring were positive in terms of the mentoring 

experience and their assigned mentor. There were responses that indicate some first-year 

teachers had little or no contact with their mentor throughout the year. RISE 1-1 reported, “I felt 

my mentor could have explained things or taught me some things better but I also know my 

mentor, like all teachers, was spread thin at times and did the best one could.”  RISE 1-4 shared, 
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“I did not meet with my mentor as a mentor but rather asked school/student questions like I did 

of other teachers.”  When asked, each of these participants indicated they thought a better 

mentoring experience would have been helpful to them. 

 Some of the participant feedback indicated a need for more variety in the learning 

experiences provided through the RISE program. The majority of the program content and 

support came through the scheduled workshops, instructional coach observations, and the 

mentoring relationship. Some of the participants indicated having other experiences like field 

trips to other schools, learning walks on their own campuses, and case studies would have been 

beneficial as well. For instance, RISE 1-5 shared, “I would like more simulations and field trips 

to visit classrooms.”  RISE 1-1 added, “I would have like more one-on-one meeting times to 

share what we feel we can’t during workshops or to our principals or mentor.”   

 Findings also revealed a need for improved administrative support at the campus level to 

complement the work being done through RISE. RISE 3-1 experienced three principals in three 

years while in the RISE program and shared, “even after finishing the program, there’s a need for 

resources in the classroom and a supportive and understanding administration.” RISE 3-4 

experienced the same principal turnover issues and ads, “teachers need continued support from 

administration and colleagues for long-term success.” RISE 3-2 shared that campus 

administrators need to be aware of the impact of changing grade levels or content in the first few 

years has on teachers. She shared, “new teachers perform better when they have consistency and 

are allowed to learn a grade level or content area over several years. This is my second year in 

science and I feel more confident and competent in my teaching because I understand the 

standards and know what to expect.” RISE 2-4 shared how having department chair 

responsibilities as a second-year teacher was very challenging. Others responded that having 
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administrators who understood the RISE program and checked in on their progress meant a lot to 

them over the ones who left it central office and the mentors. 

 Improving the RISE workshops. Findings around improving the RISE program 

workshops included balancing the level of content (elementary versus secondary) presented, 

more specific training on differentiation and unique student populations, and the time available 

to work one-on-one with coaches or peers. 

 RISE 2-1 shared, “I loved seeing teachers use the tools/manipulatives in the workshops 

but would have preferred more secondary appropriate examples.” Exit ticket feedback also 

indicated this was an on-going frustration for some teachers in each cohort. In discussing this 

challenge with the instructional coaches and curriculum team, they shared similar concerns. They 

reported they tried to address this concern by having the elementary and secondary coaches work 

collaboratively on the content with a primary objective to have a variety of examples that could 

work at all levels. They shared it was a challenge at times because of time constraints within the 

workshop and there were not always a lot of examples for some of the content they were sharing.  

 Another area of improvement indicated in the findings revealed a need to better address 

differentiation and special populations with the content and learning experiences of the 

workshops. When asked about improving the workshops, RISE 3-3 shared she would have liked 

“[more] support on how to better implement differentiation and meet the needs of those with 

learning disabilities that haven’t been or are hard to diagnose and support on how to effectively 

handle behavior challenges that come with those disabilities.”  These challenges contributed to 

some of the participants struggling with classroom management. For instance, RISE 1-3 shared, 

“[my] difficult responsibilities were classroom management, lesson plans, and student behavior.” 

RISE 1-8 shared similar concerns to RISE 1-3 and added, “My expectations for student behavior 



   

 

120 

 

was way off and had to recalibrate.” Some participants, like RISE 2-4, indicated they needed 

more examples of strategies within content areas, particularly elective subject areas. Most of the 

strategies were delivered with the explanation that they were applicable to all content areas and 

grade levels but several participants indicated they would have appreciated a wider variety of 

content areas than the predominant use of math and language arts. 

 Lastly, the findings indicated a need for more one-to-one coaching and time to 

collaborate with peers individually. Many of the participants indicated they appreciated the 

classroom visits from the instructional coaches and the discussions during the workshops but 

they also would have liked more time to discuss their concerns or ideas individually. Some 

reported their needs were unique or required additional time outside of the workshop format to 

process and address. For example, RISE 1-2 shared, “we [didn’t] have enough time in the 

workshops to speak up and say everything we would like to in respect for others’ time.”  She 

added a help might be “setting up a one-on-one to address certain concerns or struggles in the 

classroom.” 

Conclusion 

 This DiP utilized a three-question design challenge to examine the organizational 

structures and practices utilized by a South Texas school district to design, implement, and 

improve a multi-year teacher induction program. The format of using multiple design challenges 

allowed for a broad spectrum survey and analysis of the data related to the various components 

and strategies implemented by the district. I analyzed and synthesized the pre and existing 

structures and processes of the district relative to the Relevant Induction Support for Educators 

(RISE) program using district data, participant feedback and observations filtered through an 

understanding of three theoretical frames: improvement, change, and andragogy. These three 
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frames allowed for an understanding of why the District implemented the RISE program as it did 

while also producing generative knowledge related to the components of effective multi-year 

teacher induction programs with the intent of contributing to improved practices around teacher 

induction and teacher retention.  
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CHAPTER V: DISCUSSION AND IMPLICATIONS 

Purpose of the Study 

High levels of teacher attrition provided one South Texas school district with significant 

challenges in how to best support new teachers so that they would grow in the profession and 

want to stay with the district. The district was spending a significant portion of their yearly 

budget on teacher recruitment and hiring, and the constant teacher churn was having negative 

effects on academic performance. According to a teacher turnover calculation tool from National 

Commission on Teaching and America’s Future (n.d.), in 2013-2014, the district spent $717,500 

on costs associated with recruiting, hiring, and training new teachers. These costs were 4% of the 

district’s overall budget. The broad purpose of this study was to observe, describe, explore, 

identify, analyze and interpret data about the development, implementation, and improvement of 

a teacher induction program in a South Texas school district. After providing a small-scale 

teacher induction program in 2014-2015, the district curriculum team initiated a teacher 

induction program, RISE, for the 2015-2016 school year. This study of the RISE Program 

answered the call from Sparks (2013) to provide systematic structures of improvement linked to 

innovative problem-solving.  

Despite a decrease in the attrition rate (18%) in 2014-2015, district data over time 

showed an inconsistent pattern of improvement when it came to retaining teachers. While there 

was some speculation that the inaugural year of the RISE Teacher Induction Program may have 

contributed to the lower attrition rate, we had yet to fully utilize the use of data to provide 

evidence of such. Still, the district had feedback from teachers to suggest the merits of the 

program and as such in the school year 2015-2016, the RISE Program was scaled up to include 

supporting teachers past their initial year of teaching. However, like many other districts using 
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induction program to support new teachers, without the related knowledge and the use of quality 

improvement approaches and tools, we knew the program could struggle and new teachers could 

remain at risk of leaving the district or the profession.  

Design Challenge: A Dissertation-in-Practice 

This study used a developmental research design, utilizing improvement research 

techniques and learning design cycles within a South Texas public school district context directly 

aimed at improving a multi-year teacher induction program. Richey and Klein (2005) stated 

developmental research design seeks to generate knowledge supported by data derived from the 

systematic practices of an organization. This particular research is a response to an established 

need in a practical context meant to establish new procedures, structures, or practices based upon 

the disciplined analysis of a particular case or problem of practice. Accordingly, this DiP has a 

strong theoretical and practical basis because it used research theory, empirical findings, and 

craft wisdom to guide the work. Additionally, the descriptions are presented through the lens of 

insider action research meaning it was completed by a member of the organizational system and 

community, which was me, as the researcher and director of curriculum and instruction 

(Brannick & Coghlan, 2007).  

For this DiP, I proposed a three-fold design challenge for my developmental research 

design study: 

1. To describe the system of profound knowledge surrounding teaching induction 

programs at large and then build that professional knowledge within the South 

Texas school district through interaction among people, procedures, and 

properties of an educational system. 
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2. To examine the process of change as it relates to helping adults learn to be better 

teachers.  

3. To develop research-based essential components of a multi-year teacher induction 

and mentoring program that most benefits new teachers working in public school 

districts serving children of color, who live in poverty.  

Theoretical Framework 

A traditional dissertation study is most often guided by conceptual theory. In the 

dissertation-in-practice that uses a developmental research design, the theoretical framework 

becomes complex. For the first design challenge, the theoretical framework considered the 

overlap of subject matter knowledge related to teacher induction programs, as well as Deming’s 

System of Profound Knowledge (Deming, 1994) to gain deep insight as to the interplay between 

and amongst systems, variation, knowledge, and psychology. Together, the subject matter 

knowledge and profound knowledge provides the foundation to increase district capacity and 

capability to make improvements.  

The second design challenge utilized the lens of change theory to examine the systemic 

and cultural transformation that occurred as it related to teacher induction and teacher attrition 

through the implementation and improvement of the RISE program in the South Texas school 

district. The intent of this design challenge was to identify key district decisions, structures, and 

processes using the lens of change theory research to better understand why the district 

implemented the RISE program as it did and how it influenced change within the organization 

and the RISE program.  

The third design challenge utilized the survey and interview data from the second design 

challenge to identify key adult learning experiences and support structures for new teachers in 
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the RISE program. Specifically, the study sought to develop research-based essential 

components of a multi-year teacher induction and mentoring program that most benefits new 

teachers working in public school districts serving children of color, who live in poverty. The 

data were examined through the principles of andragogy and improvement theory to assess the 

impact and efficacy of the planned adult learning and support structures of the RISE program. 

The intent of this design challenge was to synthesize and integrate the structures and processes 

used in the RISE program in a way that created generative knowledge for identifying processes 

and components of effective multi-year teacher induction programs. 

Teacher Induction: Addressing the Disconnect Between Understanding and 

Implementation 

Many school districts across the country face challenges dealing with teacher attrition. 

This is particularly true for districts in Title I, high poverty, and high minority communities such 

as the South Texas school district in this study (Ingersoll et al., 2014). In addressing the problem 

of teacher attrition, data revealed that the district in this study had challenges such as frequent 

leadership turnover, the absence of a guaranteed and viable curriculum, and the lack of a 

comprehensive teacher induction program that contributed to a higher rate of new teacher 

attrition than the state average. This led to the district facing a revolving door of hiring 

inexperienced teachers year after year. Combined with the lack of a comprehensive teacher 

induction program was a lack of awareness of profound knowledge as it relates to a 

comprehensive system of teacher support and development. Figure 22, below, illustrates the 

contributing factors related to the challenges mentioned previously.  
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Figure 22. Ishikawa Fishbone diagram. This figure illustrates indicative causes for teacher 

attrition in the south Texas school district prior to the 2014-2015 school year.  

Effective teacher induction programs improve new teacher retention rates by 

approximately 20% while also accelerating professional growth (Ingersoll & Strong, 2011). A 

primary point of emphasis for implementing the RISE program was to lower the attrition rate 

through systemic support of new teachers over multiple years. The district believed if they 

implemented an effective comprehensive teacher induction program it would see a reduction in 

teacher attrition rates. In this study, teacher attrition rates decreased as compared to 2014-2015, 

the year prior to the implementation of the RISE program. In 2014-2015 the district had a teacher 

attrition rate of 33% which fell to 15% in 2015-2016, 13% in 2016-2017, and 17% in 2017-2018. 

Teacher attrition rates were reduced by over half in the first year and remained at that level for 

the next three years. It appears that the district leadership’s efforts to address many of the 
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contributing factors, see Figure 22, to high teacher turnover in the district had a significant 

impact. The reduced attrition rates seem to validate the district’s priorities of expanding the 

teacher induction support beyond orientation and to a multi-year induction program, creating a 

new teacher and mentor handbook, developing the capacity of mentors, and developing a system 

of profound knowledge as it relates to teacher support and development. Particular to the system 

of profound knowledge was how the RISE program addressed the lack of understanding around 

new teacher psychological and emotional needs. Furthermore, the RISE program helped to shift 

practices that relied on best intentions to one that valued measurement and rational logic through 

the integration of improvement theory and change theory. Another point of emphasis for 

implementing the RISE program was to improve student achievement through the steady 

professional development of new teachers over multiple years. The district believed if they 

implemented an effective comprehensive teacher induction program they would see improved 

student achievement because students would have access to better prepared teachers with more 

experience teaching multiple years in the district. Unfortunately, it was difficult to determine any 

improvements in student academic achievement directly related to teachers participating in the 

RISE program. One challenge in determining the impact of the RISE program on student 

achievement is identifying measures of achievement and growth over a variety of grade levels 

and content areas. The district has access to state assessment data (such as STAAR) but those 

assessments are only given in grades three through eight and a handful of courses in high 

schools. Many of the participants in RISE were teachers outside of those grade spans or taught 

electives or fine arts which do not have accountability measures to compare. Therefore, it 

became impossible to compile a consistent source of achievement data that could help determine 

if the RISE program impacted student achievement in the district. This study revealed a 
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difficulty in identifying the impact teacher induction programs have on student achievement. 

There needs to be more action research conducted to determine if there are viable academic 

measures that span multiple grade levels or content areas which can be used to determine the 

impact of such a program.  

Kearney (2015) reports most teacher induction is not consistently effective at addressing 

attrition needs because the majority of teacher induction programs are sporadic and haphazard in 

implementation with a general lack of deep understanding of teacher induction at the district and 

campus leadership level. In fact, recent studies indicate that many induction programs fail to 

impact teacher quality or retention due to the fact the programs focused on easy to implement 

elements rather than addressing the systemic and organizational needs around the structure and 

profound knowledge (Kane & Francis, 2013). The findings from this study indicate similar 

sporadic practices and lack of understanding were present in the South Texas district prior to the 

2014-2015 school year. Some of these sporadic practices included offering a two-day orientation 

to all new hires, regardless of experience, at the start of the year, assigning new teachers a 

mentor but not implementing a mentor training program nor utilizing a mentor handbook. Some 

new teachers were allowed to go to the state conference in July for the TEKS Resource System 

curriculum used by the district but if teachers were hired after this date there was no district 

practice in place to provide similar learning about the curriculum for those teachers.  

However, establishing a teacher induction program is an important step in addressing 

teacher attrition but it does not guarantee high levels of teacher support and professional 

learning. In many ways, for this South Texas district, a disconnect exised between understanding 

the critical processes and elements of comprehensive teacher induction and a means by which to 

implement it systemically in the district. The director of curriculum in this study knew that 
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having a teacher induction program, or some minimal level of teacher support and training, was 

important. After all, many school districts across the country have some basic orientation or 

induction for new teachers. The findings in this study indicate that without district capacity and 

leadership knowledge of teacher induction models, inclusive of research, new teacher support is 

reduced to campus and district orientation sessions. Furthermore, Kearney (2015) explained that 

many districts pick and choose elements of effective induction practices that fit their perspectives 

without much regard for the comprehensive approach necessary for effectiveness. Certainly, that 

was the case for this South Texas school district and the findings from this research reinforce 

how critical it is for teacher induction programs to focus on in-practice and relevant learning 

experiences that build teacher capacity and competence while also developing the organizational 

awareness and sense of need for the establishment of profound knowledge of teacher induction.  

A Framework for Systemic Teacher Induction 

Ingersoll and Strong (2011) suggested that induction denotes a variety of programming 

structures involving orientation, on-going support, and relevant guidance for new teachers. 

Kearney (2014) expanded the concept of induction to include a continuum of professional 

learning experiences that leads new teachers to full integration into a professional community of 

practice and continuous professional learning throughout their career. The RISE program was the 

result of several years of practice, refinement, and improvement with the express aim of reducing 

teacher attrition through providing new teachers with the comprehensive induction support they 

needed to become grow in their profession and in turn be better able to serve their students. The 

district hoped that by developing their new teachers and creating a system of support that these 

new teachers would not only feel more confident and competent in the craft of teaching but 

would choose to remain in the South Texas school district long term. Their efforts serve as a 
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clear example of how a district that serves a high poverty community can assess a current reality 

and develop a system of thought and action to change their practices and establish a new 

narrative for the future. 

As a result of the teacher induction work conducted in the South Texas school district 

from 2014 through 2018 and based on data analysis from the extensive review of RISE program 

practices, a framework of practices and processes was developed that resulted in a fundamental 

shift in teacher induction support. The fundamental shift included moving from random, sporadic 

delivery of basic teacher orientation to that of a system of supports over multiple years based on 

research and an understanding of the specific needs unique to the South Texas school district. 

The Framework for Systemic Teacher Induction is illustrated in Figure 23, below. The 

framework is a nested concept of concentric circles built around a design system that begins at 

the core with the why or the content which, in the case of this framework, is systemic teacher 

induction. Moving out from the core of the framework is a ring that identifies how or the 

processes of implementing systemic teacher induction. This ring of the framework identifies 

critical components of systemic teacher induction identified from studying the South Texas 

district as they worked to address their teacher attrition and teacher preparation needs. In this 

framework, the critical components include profound knowledge, adult learning concepts, 

change theory, improvement theory, and a multi-year model. The outer ring of the framework 

identifies what or the context for learning within a systemic teacher induction program. This ring 

of the framework identifies essential experiences that help districts address its teacher induction 

needs. In this framework, the essential experiences include a community of practice, structured 

observations, effective teaching (pedagogy), mentorships, release time, professional learning 

alignment, and situated learning (workplace relevance). The framework reveals the structured 
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processes and contextual understandings necessary in a systemic teacher induction program 

designed to address needs in a district that serves students of color and high poverty. The 

framework was built from the evidence of systematic structures of improvement linked to 

innovative problem-solving present in the district during this dissertation in practice.  

 

Figure 23. A Framework for Systemic Teacher Induction. This figure illustrates the 

nested concept framework for systemic teacher induction utilizing critical components and 

essential experiences. 

Critical components (how/process). Through the blending of research and analysis of 

district practices over multiple years, the findings suggest the South Texas school district 

successfully bridged theory and practice to address high teacher attrition. By leveraging five key 

theoretical components, the district created a comprehensive teacher induction program that 

helped to ensure the process of developing, implementing, and improving the RISE program. 
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Building profound knowledge. For Deming, the ability for an organization to combine 

subject matter knowledge (e.g. teacher induction research) with profound knowledge (e.g. 

appreciation for a system and theory of knowledge for new teacher psychology) allow for an 

increased capability and likelihood for improvement (Langley et al., 2009). Prior to the 

implementation of the RISE program there existed a lack of appreciation for a system. The 

district did not exhibit an understanding of how the interdependence of people, processes, and 

purpose affect the overall success of an organization, specifically teacher retention. As a result, a 

lack of networks existed to connect district functions and activities within a system for effective 

process management.  

The Central Law of Improvement states “every system is perfectly designed to deliver the 

results it produces” (Langley et al., 2009, p.79). The RISE program attempted to create an 

appreciation for a system within the district by establishing a long-range model of support along 

with anchor resources, such as the Ginger Tucker materials, that would serve to bridge activities 

and processes around teacher induction. One highly effective anchor resource, see Appendix C, 

was the Master Schedule created to align the learning processes and content of the RISE program 

with the professional learning needs of the teachers. This resource mapped out a yearly learning 

focus for each of the three cohort groups, specific focus points for each workshop, and identified 

the professional learning content and research used for each workshop. This resource was 

available to all district staff and linked directly to the overall district professional learning 

calendar. The Master Schedule effectively outlined the learning priorities for all teacher 

induction participants while also aligning to district curriculum resources through a roadmap that 

provided the necessary systemic approach for fundamentally changing the way the district 

supported new teachers.  
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Within the district, prior to the implementation of the RISE program, findings from the 

study indicate there was a lack of appreciation for a theory of knowledge to guide the work of 

teacher induction. Specifically, the district did not have a demonstrated focus on the 

psychological needs of their new teachers. Langley et al. (2009) refers to this as understanding 

the knowledge of the human side of change. In building the district’s profound knowledge for 

addressing teacher attrition rates, being able to focus on the psychological needs of new teachers 

through methods, tools, theory, and leadership development proved essential. For the South 

Texas school district the psychological needs of new teachers were not being met prior to the 

implementation of the RISE program and the use of Deming’s System of Profound Knowledge 

created the construct by which the district was able to create the necessary systems of support 

through essential experiences (discussed later) such as mentoring, release time, communities of 

practice, and situated learning.  

Profound knowledge is about affecting the social system of an organization so that 

increased capability to realize improvements can occur. For the South Texas school district, the 

RISE program was developed around the necessity for profound knowledge through building an 

appreciation for a system and ensuring the understanding of the human side of change (meeting 

psychological needs of new teachers). 

Adult learning concepts. Adult learning concepts refer to andragogy. Andragogy is 

viewed as the art and science of adult learning and proposes adults have specific learning needs 

and characteristics that determine effective adult learning. Adult learning concepts are rooted in 

constructivism with the belief that adults need to focus more on the process of learning, primarily 

constructing new knowledge through social interactions, and less on the content being taught 

(American Institute for Research, 2011). Knowles (1974) identified andragogy as a process 
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model for learning rather than the traditional content model employed by many educators, 

whether teaching children or adults. Content models focus on transmitting information and skills 

while process models focus on procedures and resources to help learners acquire information, 

skills, and understanding.  

Understanding adult learning concepts are process-driven helps support the connection 

between the critical components ring of the framework and the context-focused essential 

experiences of the outer ring. Figure 24, below, builds on the findings from chapter four which 

detailed the six components of the RISE program as aligned to the andragogy process model (see 

Figure 17). Figure 24 uses the term essential experiences, consistent with the framework, to 

illustrate how the different essential experiences identified through the implementation and 

improvement of the RISE program align with the andragogy process model. The term was 

changed from “component” to “experience” as a result of this research to better align with the 

terminology of the andragogy process model. It also allows for a broader interpretation of the 

framework’s what (or context) focus and contributes to the creation of generative knowledge, a 

priority for this dissertation in practice. 

Adult learning concepts were critical to the progression of the RISE program as it guided 

the curriculum and instruction team through the steps that ensured the new teacher experiences 

and support structures would be most conducive to adult learning. In addition, because the 

andragogy process model has a reflective and system design progression, it served as a conduit 

for interlacing the tenants of change theory and improvement theory, two other critical 

components, into the overall process practices of the RISE program. 
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Figure 24. Multi-year Teacher Induction Essential Experiences Aligned to Andragogy. 

This figure illustrates the seven essential experiences identified through the DiP with alignment 

to the six steps in the process model of andragogy. 

Improvement theory and change theory. As mentioned previously in chapter two, to 

improve an organization or a program change must occur. Change itself does not guarantee 

organizational improvement but must be implemented with an understanding of the core 

principles of improvement theory. Langley et al. (2009) stated there are three key characteristics 

of change that result in improvement: alter how work is done or the makeup of a product, 

produce tangible, positive differences relative to historical trends, and have a lasting impact.  
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Two other critical components of the RISE program are the need for deep understanding 

in improvement theory and change theory as guiding forces for managing the shift in priorities 

and resources when developing a teacher induction program. Improvement theory and change 

theory were approached together by the South Texas district because the two theories of practice 

overlap so often. The district viewed improvement as an iterative process and understanding 

change theory would be important in balancing new initiatives, defining short and long term 

goals, and managing the allocation of resources related to the RISE program. As mentioned 

previously, this collaborative approach for planning and merging both theories of practice 

complements the need for mutual planning in the andragogy process model. Mintrop (2016) 

argues the most effective improvement processes are co-designed in a manner where 

improvement initiatives are not done to people but done with people. Improvement cycles must 

be co-created among organization participants not just to bring about improvement to a process, 

program, or component but to best manage change. Understanding the importance of having 

effective systems in place and being able to monitor and adjust those systems while at the same 

time developing the culture and structures reflective of effective schools is what allows for 

genuine organizational improvement.  

Simply having a theory to begin with is as important, if not more so, than the specific 

theory itself. A district that assumes the work of improving their support of new teachers without 

considering improvement theory will lack the keen sense of the conditions necessary for 

improvement and how the culture in the organization will change in the process. The South 

Texas school district chose to use Deming’s (1994) PDSA model as their primary tool for 

improvement which allowed them to implement an iterative process while developing and 
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launching the RISE program and also assisted them with formative and summative reviews 

towards meeting their goals around teacher induction. 

Multi-year model. One of the significant features of this dissertation in practice was to 

better understand the implications, challenges, and possibilities provided by a multi-year teacher 

induction program. Little research has been done on multi-year teacher induction models that are 

successful in providing new teachers with the supports necessary to be effective long-term, 

ensure student success, and reduce teacher attrition. The South Texas school district viewed the 

multi-year model for teacher induction as a primary component to the RISE program because of 

its possibility to develop new teacher self-efficacy, improve pedagogical practices, address new 

teacher psychological needs, and reduce the attrition rate of teachers leaving the district. This 

view is supported by the Kearney’s (2014) research on multi-year models. Implementing a multi-

year program allows districts to ameliorate challenges new teachers contend with during the first 

several years of their career. Teachers benefit from having time to matriculate through the 

continuum of teacher development necessary to become an effective and competent teacher. 

Participant survey and interview data from the third design challenge, particularly those around 

relationships and the cohort design, supports the decision by the district to implement the RISE 

program as a multi-year model. 

Essential experiences (what/context). The outer ring of the framework addresses the 

context in which new teachers are best supported during their time in an induction program. I 

used the term “essential experiences” because it best defines what happened around and with the 

new teachers during the implementation and refinement of the RISE program. The essential 

experiences have much in common with the implemented components of the RISE program 

described in the findings in chapter four. However, this research has taken those components and 



   

 

138 

 

developed a more contextual meaning and necessity for what a teacher induction program offers 

the participants, especially districts that work with students of color and high poverty. 

Based on the work in the South Texas school district, I identified seven essential 

experiences necessary to best construct a comprehensive teacher induction program within a 

district that serves a high poverty population. These essential experiences provide the optimum 

circumstances for teacher learning within a teacher induction program and are the function of 

research, participant feedback, and trial and error. 

Community of practice. Kearney’s (2014) research on teacher induction models from 

around the world led to an expanded concept of teacher induction to include a continuum of 

professional learning experiences that leads new teachers to full integration into a professional 

community of practice and continuous professional learning throughout their career. A systemic 

approach to teacher induction requires an understanding that teacher development is not merely a 

personal endeavor but requires the collaboration of peers and the collective pursuit of skill-

building and growth of knowledge within the teaching domain. This essential experience is 

closely tied to the critical component of using cohorts which allows for participants in a 

community of practice to evolve and deepen in relationships and practice over time. When 

districts move beyond viewing induction as orientation or assigning a mentor and connect 

multiple layers of support over multiple years, they create the environmental change for 

continued professional development and the full integration of the new teacher into a thriving 

community of practice. 

Structured observations. If districts want to improve student learning, they must improve 

the teaching in the district. This is even more critical in districts that serve students of color and 

high poverty who often come to school underprepared for academic success. Kearney’s (2014) 
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examination of leading research on teacher induction from around the world also identified the 

existence of observations and feedback as critical characteristics of any effective teacher 

induction program. New teachers benefit from having a skilled educator provide a rich 

description of the learning environment present in their classroom and having a partner help 

them analyze the observational data with a focus on recommendations for next level work around 

improvement. The use of observations within a teacher induction program needs to be structured 

in the sense that the observation process has a regular schedule of occurrence, formalized tools 

for gathering data, and a consistent timeline for providing feedback to the teachers. It must also 

be separated from the formal evaluation process within the district if trust and a true community 

of practice are to be established. The RISE program did not have a formal process for ensuring 

this essential experience was in place and participant feedback indicated a better structure for 

ensuring feedback happened on a regular basis would have been preferred. 

Effective teaching (pedagogy). Most new teachers struggle with the pedagogical 

challenges that come with the first year of teaching. New teachers are trying to develop a deeper 

understanding of the grade level or content they are assigned to teach while also trying to 

develop their own identity as an educator. No university teacher preparation program or 

alternative certification program can fully prepare teachers to be effective without on-going 

support. In this context, effective teaching means providing a concentrated focus on pedagogy 

paired with best practices to enable teachers to blend the theory they acquired during their pre-

service education with the authentic, practical experiences occurring on a daily basis in their 

classrooms. This is best done within the previously addressed community of practice established 

within the structures of a systemic teacher induction program. The program needs to provide 

authentic, relevant in-service pedagogical support in a manner that allows new teachers to 
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practice their new learning, connect it to prior learning, and prepare for effectively using the 

professional learning in their classroom. 

Mentorships. The importance and value of having mentors for the RISE program 

participants were discussed in the findings in chapter four. Mentors were considered an essential 

resource for new teachers by their own admission and provided most of the new teachers with a 

trusted confidant and partner to help them grown as an educator. The reality is new teachers have 

an enormous number of needs that must be addressed in their first year but can also linger on to 

the first several years of their careers. Mentoring has a profoundly positive impact on new hires 

no matter the industry and can help new hires assimilate more quickly and become more 

confident and competent in their abilities. Mentors need to be assigned to each new teacher with 

no mentor having more than two mentees. Additionally, mentors need to participate in a formal 

training that provides them with an understanding of adult learning concepts, expectations for the 

teacher induction program, and a regular monitoring process to ensure they are fulfilling their 

mentoring responsibilities. 

Release time. Again, Kearney’s (2014) research on best practices for teacher induction 

from around the world indicates great value in providing new teachers with release time to 

develop their skills and build knowledge. By embedding systemic teacher induction supports into 

the work of new teachers through regularly scheduled release time, the district is demonstrating 

institutional commitment to the value of developing their new teachers. Kearney refers to this as 

the professionalization of the teaching workforce through which the district not only addresses 

teacher retention but also develops a higher quality teacher which also produces better 

performing students. Release time can be thought of in the context of chunk and chew. The new 

teachers take on a chunk of their work as an educator and are provided consistent, routine 
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opportunities to take a step out of their classroom or day-to-day schedule to chew on what is 

working, not working, or unclear. Release time is about providing teachers time to reflect on 

their practices, making connections between resources and needs, and develop their own 

competency as an educator.  

Professional learning alignment. Professional learning alignment refers to the need for 

any systemic teacher induction program to have an alignment to the overall professional learning 

goals of the district. The content and learning structures of any professional development within 

the teacher induction program should be consistent with professional learning for all other staff 

in the district. The district should have a professional development calendar and the teacher 

induction program workshops should be incorporated into the calendar. This will help develop 

the system of profound knowledge around professional learning within the district, ensure 

alignment of purpose and goals for the teacher induction program, and reinforce the significance 

of the program in the overall offerings of professional learning in the district. 

Situated learning (workplace relevance). Situated learning was discussed in the findings 

in chapter four and was a vital consideration for the South Texas school district as they designed 

their RISE program. The district shared they wanted to “help new teachers build craft-related 

meaning through authentic, relevant job-specific activities that build a social construct around 

professional growth and learning.”   The importance of situated learning in the framework is tied 

to adult learning concepts (andragogy). Andragogy is informed by four assumptions of adult 

learners: (1) adults have a self-directed self-concept; (2) adults bring a wealth of experience to 

the learning process; (3) adults enter the learning process ready to learn relevant information; and 

(4) adults are oriented toward immediate application of learning (Hagen & Park, 2016). By 

incorporating situated learning, or workplace relevance, into the teacher induction program, a 
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district is able to craft contextual learning through authentic workplace experiences or activities 

to build teacher capacity more rapidly and with greater application. Therefore, the content, the 

learning structures, the program features, and the use of relationship-based interaction need to be 

rooted as much as possible in the authentic and relevant experiences of all educators in the 

district. 

Using a Theory of Action to Shift Mindsets and Implement Change. 

By implementing the RISE program, the South Texas school district leadership was 

attempting to change long-standing behaviors and thoughts around professional learning in the 

district. The work involved shifting mindsets and implementing significant change, so it was 

important to have a theory of action behind the work to clarify the purpose and processes of 

developing a multi-year teacher induction program. City, Elmore, Fiarman, and Teitel (2009) 

describe the value of a theory of action as “a set of protocols and processes for observing, 

analyzing, discussing and understanding [practices for improvement]. The practice works 

because it creates a common discipline and focus among practitioners with a common purpose 

and set of problems” (p. 3). Developing a district theory of action provided a research-based, 

effective process to align leaders and teachers around a common purpose of improving teacher 

quality and teacher retention in the district. The use of a theory of action provided the school 

district with an explicit roadmap to articulate predictions or assumptions that lead to the intended 

improvement or change.  

Theories of action link cause with effect, actions with consequences. When implementing 

a significant organizational change like a multi-year teacher induction program, there is a 

necessity to consider the necessary steps needed in implementing such a program and the 

consequences, both intended and unintended, that may come from those decisions. The South 
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Texas school district used a basic theory of action model where they defined their belief about 

the importance of teacher induction accompanied by an if/then statement that defined their 

actions along with intended outcomes. The district used the theory of action model from City et 

al.’s (2009) work on Instructional Rounds as a tool for improving classroom instruction. As an 

example, Figure 25 illustrates the South Texas school district’s belief statement about supporting 

new teachers as an if/then statement to address the teacher induction needs of the district. The 

district chose to create a theory of action based on supporting new teachers through the 

combined efforts of training leaders and teachers in the district on teacher induction principles 

while also implementing a comprehensive teacher induction program. The goal of this approach 

was to clearly define how they would develop better-prepared teachers (if) in order to improve 

teacher quality and allow them to retain more new teachers over time (then). 
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Figure 25. Theory of Action for Teacher Induction. This figure describes the beliefs and 

if/then statement for the district around supporting new teachers. 

Beyond the clarifying benefits of developing a useful cause and effect statement, the 

work of defining a theory of action reveals several other important characteristics of a theory of 

action that benefit the process of shifting mindsets and implementing change. These 

characteristics include connecting strategy to the actions and productive relationships critical to 

teacher induction programming, the appreciation for grounding this type of work in research or 

evidence-based practice, and increased numbers of leverage points for achieving systemic 

change and organizational improvement (City et al., 2009). 
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Discussion 

This chapter revealed the generative knowledge learned from the researcher during the 

design study of a multi-year teacher induction program in a South Texas school district. 

Establishing a teacher induction program is an important first step in attempting to address 

teacher attrition. While research exists on best practices for teacher induction around the world, 

there also exists a disconnect between understanding the critical processes and elements of 

comprehensive teacher induction and a means by which to implement it systemically in the 

district. For districts of color and high poverty that face greater academic challenges and struggle 

to recruit and retain teachers, finding a way to bridge that disconnect and provide new teachers 

the necessary support to become confident and competent educators is of critical importance. To 

this end, a framework for systemic teacher induction was shared and the critical components 

(how/process) and essential experiences (what/context) were detailed. Connections were made to 

how the framework can support districts of color and high poverty with regard to reducing 

teacher attrition through systemic support structures. The importance of having a theory of action 

along with a process for developing one was also discussed as it relates to helping shift mindsets 

and implement change around systemic teacher induction. In addition, the chapter identified 

some implications for future research around multi-year teacher induction both for districts that 

serve students of color and poverty and those that do not.  

Implications for Consideration Moving Forward 

I was hired by the South Texas school district to be the director of curriculum and 

instruction in August 2014. I assumed that role for a little over four years and recently left the 

position in September 2018. The work reflected in this study is the culmination of four years of 

effort to build the leadership capacity within the district to implement and continue to optimize 
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the framework for systemic teacher induction. The hope was by developing a model for 

comprehensive teacher induction, these better-supported teachers would not only be more 

effective with the students but also remain in the district for many years and end the continual 

cycle of high teacher attrition that plagued the district prior to the 2014-2015 school year. 

As stated previously, the purpose, of this design study was to bridge research and practice 

as a means to improve upon the RISE program, a multi-year teacher induction program in a 

district serving mostly student so color with high poverty. Moreover, it was desired that this 

study would produce generative knowledge for identifying processes and components of 

effective multi-year teacher induction programs. The research revealed five critical components 

related to the process of developing, implementing, and improving a multi-year teacher induction 

program in a district of color and high poverty. I believe these five critical components have 

been confirmed through the research in this design study and outside research in the field yet 

there still remains a need to further explore how these processes might better support the 

development of multi-year teacher induction. The challenges facing districts serving students of 

color and with high poverty are great. We know the most recent data indicate that 45% of all 

teacher attrition occurs in just 25% of all public schools: high-poverty, high-minority, urban, and 

rural. There is also data that show minority teachers have a higher attrition in their first five years 

than white teachers (Ingersoll et al., 2014). Schools with high poverty rates, high minority rates, 

and located in urban or rural settings usually have more difficulty recruiting teachers and often 

must settle for inexperienced and minority teacher candidates. The combination of these trends 

promotes greater teacher attrition along with a higher percentage of minority teacher attrition, 

slows academic performance relative to non-color and affluent districts, and impedes efforts to 

build a diverse instructional staff in those settings.  
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Further research is warranted in districts that face similar demographics as the South 

Texas school district in this study to determine if this framework applies to all districts with such 

demographics or if the practices highlighted in this study are scalable to larger districts. Is three 

years sufficient time to develop the profound knowledge necessary to enable a multi-year teacher 

induction program to be sustained beyond the personnel and leadership that implemented the 

program? I have left the district since this DiP was concluded and while there was a system of 

profound knowledge built around multi-year teacher induction, was it sufficient to allow for the 

RISE program to continue and to be further developed and adapted to meet the needs of the new 

teachers in the district? If a similar design study or multi-year teacher induction program is 

carried out in another district of color and high poverty, will it identify any exceptional essential 

experiences unique to the district or find ways to better define those included in the Framework 

for Systemic Teacher Induction? 

How the processes of the South Texas school district or those proposed in the Framework 

for Systemic Teacher Induction relate to districts that do not serve a community of color or 

poverty deserve to be studied further with the hopes that a deeper and more stable generative 

knowledge around teacher induction practices can be secured. Do districts that face different sets 

of challenges or have access to varied resources compared to those of color and poverty find new 

teachers need similar levels of support over multiple years?  Do districts without high teacher 

attrition rates find a framework like the one proposed improves the quality and retention rates of 

their new teachers over the first five to ten years of their employment in the district? 
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Appendix A: RISE Workshop Survey 
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Appendix B: RISE Interview Questions 

A Design Study to Implement and Improve a Multi-Year Teacher Induction Program in a South 

Texas School District  

 

Chris Summers 

Interview Questions RISE Year 1 

Research Design Question  

To develop a research-based essential components of a multi-year teacher induction and 

 mentoring program that most benefits new teachers working in public school districts 

 serving children of color, who live in poverty.  

 

Interview Questions 

1. Share your thoughts about how your first year of teaching has gone and your general 

observations of the teaching profession now that you’ve finished your first year. 

2. Thinking about your first year of teaching, what teacher responsibilities did you find 

easier to manage and which ones did you find difficult to manage? 

3. How has the RISE Academy made a positive impact on your teaching practice? 

4. How have the site support leaders (instructional coaches) provided support to you 

during your first year related to the RISE Academy content and teachings? Was this 

support helpful, if so how? 

5. What areas do you wish you had more support in from the site support leaders? 

6. Describe your mentor experience. Was it a positive or negative experience and 

describe what events and interactions have led you to this conclusion? 

7. What features of the RISE Academy did you find most beneficial to you as a new 

teacher and which ones were least beneficial? (Provide list of components to help 

teachers remember.) 
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A Design Study to Implement and Improve a Multi-Year Teacher Induction Program in a South 

Texas School District  

 

Chris Summers 

Interview Questions RISE YEAR 2 

Research Design Question  

To develop a research-based essential components of a multi-year teacher induction and 

 mentoring program that most benefits new teachers working in public school districts 

 serving children of color, who live in poverty.  

 

Interview Questions 

1. Share your thoughts about how your second year of teaching has gone and your 

general observations of the teaching profession now that you’ve finished your 

second year. 

2. Thinking about your second year of teaching, what teacher responsibilities did you 

find easier to manage and which ones are still difficult as a second year teacher? 

3. How has the Second Year of the RISE Academy (RISE YEAR 2) made a positive 

impact on your teaching practice? 

4. How have the site support leaders (instructional coaches) provided support to you 

during your second year related to the RISE YEAR 2 content and teachings? Was 

this support helpful, if so how? 

5. What features of the RISE Academy did you find most beneficial to you as a new 

teacher and which ones were least beneficial? (Provide list of components to help 

teachers remember.) 

6. Do you feel you are more likely to remain in the teaching profession after this 

second year of teaching?  Has the RISE YEAR 2 supports made any impact on your 

decision to stay or leave the profession? 

7. What supports do you think you still need looking ahead to year three of the RISE 

Academy (RISE YEAR 3)? 
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A Design Study to Implement and Improve a Multi-Year Teacher Induction Program in a South 

Texas School District  

Chris Summers 

Interview Questions RISE YEAR 3 

Research Design Question  

To develop a research-based essential components of a multi-year teacher induction and 

 mentoring program that most benefits new teachers working in public school districts 

 serving children of color, who live in poverty.  

 

Interview Questions 

1. Share your thoughts about how your third year of teaching has gone and your 

general observations of the teaching profession now that you’ve finished your third 

year. 

2. Thinking about your third year of teaching, what teacher responsibilities did you find 

easier to manage and which ones are still difficult as a third year teacher? 

3. How has the Third Year of the RISE Academy (RISE YEAR 3) made a positive 

impact on your teaching practice? 

4. How have the site support leaders (instructional coaches) provided support to you 

during your second year related to the RISE YEAR 3 content and teachings? Was 

this support helpful, if so how? 

5. What features of the RISE YEAR 3 did you find most beneficial to you as a new 

teacher and which ones were least beneficial? (Provide list of components to help 

teachers remember.) 

6. Do you feel you are more likely to remain in the teaching profession after this third 

year of teaching?  Has the RISE YEAR 3 supports made any impact on your 

decision to stay or leave the profession? 

7. What supports do you think you still need looking ahead to the rest of your career? 

8. Describe how the RISE Academy multi-year program has impacted your thoughts 

about remaining in education as a career. 
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Appendix C: RISE Program Master Schedule 

 


