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Abstract 

The problem addressed in this study is that novice early childhood educators (ECEs, 

Grades kindergarten through 3) underestimate the challenges of teaching. Researchers 

have shown that although over three million teachers are employed in public schools 

yearly, on average 23% and up to 50% of newly inducted teachers leave the profession 

within 5 years on a national level. Many novice ECEs feel unprepared and underestimate 

the challenges of working in a school. The purpose of this basic qualitative study was to 

explore novice ECEs’ perspectives regarding the challenges of teaching. The conceptual 

framework for this study was informed by Katz’s developmental stages of ECEs. Data 

were gathered through semistructured interviews with 12 purposively sampled ECEs. The 

iterative coding process and thematic analysis yielded two themes: teachers indicated that 

success requires support from administrators, mentors, peers, and others and that they 

were challenged with work–life balance and mental health. Findings may provide ECEs 

with best practices, resources, and support for providing social change and improving 

educator resilience. The results of this study have the potential to lead to positive social 

change in the early childhood profession by providing data to inform improved 

professional development for novice ECEs in knowledge and skills for effective 

instructional practices and managing duties and responsibilities which may further 

educator resilience, student learning, and a cycle of positive teaching and learning 

experiences for both educators and students. Developing environments that address and 

reduce the challenges in teaching is an essential element for student and teacher success.  
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Chapter 1: Introduction to the Study 

The National Center for Education Statistics (NCES, 2021) reported that there 

were over 358,000 new teachers in the United States in the 2019 school year. Although 

over three million teachers are employed in public schools yearly, Stewart et al. (2021) 

found that up to 50% of U. S. teachers leave the profession within 5 years with 22.8%, 

according to the Economic Policy Institute, being newly inducted teachers (Garcia & 

Weiss, 2019). Baker (2022) reported that in the demographic area of the Southeastern 

United States—where this study took place—the teacher turnover rate has increased from 

20% to 42% in 3 years. Holshouser (2024) stated that 51.2 % of teachers in this 

geographical area with 0–3 years of experience had a turnover rate of 27%.  

According to Pogodzinski et al. (as cited in Hirsch et al., 2019), novice teachers 

are teachers who have 3 years or less experience, and it is becoming increasingly difficult 

to retain these teachers to support learners. Anderson (2020) indicated that teachers with 

less experience are more likely to exit their profession than experienced peers. Stewart et 

al. (2021) stated that rather than persevering through the challenges of the initial years, 

teachers are choosing to leave the profession. Brown (2024) emphasized a clear 

opportunity for administrators to support first-year teachers with their instructional 

challenges. As indicated in a 2018 Phi Delta Kappa poll (as cited in Hughes & 

McCartney, 2019), parents responded—for the first time in 50 years—that they did not 

want their children to become teachers. To mitigate the loss of new teachers, there is a 

need to learn more about the challenges of novice teachers (Garcia & Weiss, 2019; 

Stewart et al. 2021). Nerlino (2022) agreed that the reality of the challenges that teachers 
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face will not be disappearing soon, and the intensity of dilemmas demand further support 

from schools and policy systems. Together, the researchers in these studies confirmed the 

need to research the challenges of teaching for novice educators. In conducting this study, 

I strived to address the gap in literature of practice by exploring novice kindergarten 

through Grade 3 teachers’ perspectives regarding the challenges of teaching. 

Chapter 1 begins with a background on research and continues with a summary of 

a review of literature on novice teacher experiences. There is a statement of the problem 

that shows why this research needs to be conducted. I define the purpose of the study 

along with the research question used to facilitate the research as well as the conceptual 

framework. The chapter concludes with a description of the nature of the study, 

definitions, assumptions, scope and delimitations, limitations, significance, and a 

summary.  

Background 

Brown (2024) stated that the first years of teaching are inundated with challenges 

for early educators across the United States. Nerlino (2022) stated that sending teachers 

into school buildings with roles they are not trained to fill just overburdens teachers. Rose 

and Sughrue (2021) stated that even though teachers had prior knowledge, they still had 

to seek out support for what they needed because what was available did not always work 

for their unique needs. Renbarger et al. (2019) stated that for teachers with fewer than 5 

years’ experience, barriers to professional development negatively impacted their job 

satisfaction. Similarly, in a study by Guthery and Bailes (2019), they stated that 42% of 

teachers leaving the profession indicated that their principal reason for doing so was 
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discontentment with the job or having other career prospects outside of the education 

field. This research is appropriate because it aids in understanding on transferring 

knowledge to practice, which can lead to challenges in teaching. 

Although novice teachers have training during their teacher preparation programs, 

Rose and Sughrue (2021) stated that learned theory did not always translate into 

professional practice. Brown (2024) stated that first-year teachers face challenges with 

the realities of teaching, whereas Baker (2022) found that 52% of teachers stated that 

their workload was rarely manageable. Rose and Sughrue argued that there is a 

dissonance in that the preparation new teachers received is adequate to help them remain 

in the profession. They further argued that teachers believed that professional 

development would help them be able to overcome challenges. Baker’s data indicated 

that 40% of teachers reported that they were rarely satisfied with their current position. 

Stewart (2021) specified that the need for continual professional development for 

administrators and district leaders, to include an awareness of beginning teacher needs, 

can broaden the impact on teacher retention. Exploring the perspectives of novice 

educators can contribute to the influence and preparation needed to understand the 

challenges of teaching. 

Problem Statement 

The problem addressed in this research study is that novice kindergarten through 

Grade 3 teachers underestimate the challenges of teaching (Guthery & Bailes, 2019; 

Hughes & McCartney, 2019; Redding & Henry, 2019). There has been extensive 

research and data collection on the retention and attrition rates of novice educators, yet 
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minimal research on the perspectives of the challenges of teaching from novice educators 

themselves. Hirsch et al. (2019) revealed that it is critical to establish professional 

development practices that affect teacher’s learning and their practice. In a study by the 

Economic Policy Institute, it was surmised that only 80.9% of certified teachers were still 

teaching by their fifth year, showing that the training that novices receive before entering 

teaching impacts their teaching ability and commitment to the profession (García & 

Weiss, 2019). Redding and Henry (2019) concluded that 42% of teachers leave the 

profession due to job dissatisfaction. Redding and Henry further argued that new teachers 

turn over at extremely high rates by just their third year, where only 38% of them remain 

in the school in which they started their career. Similarly, Guthery and Bailes (2019) 

found that only 39% of teachers continue to teach after 5 years in the same district in 

which they were hired. Guthery and Bailes further argued that it is essential that both 

researchers and practitioners work to understand the reasons for teacher attrition and what 

can be done to resolve the concern. Wronowski et al. (2019) concurred that teacher 

turnover is related to a teacher’s perception of their work. According to Papay et al. 

(2017), the financial burden incurred on schools due to turnover happens year after year. 

Consequently, Guthery and Bailes noted that teacher turnover elicits significant financial 

costs. Understanding the perspectives of the challenges of teaching from novice educators 

could give insight on the strategies to help lessen the percentage of novice educators who 

leave the profession. 
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Purpose of the Study 

The purpose of this basic qualitative study was to explore novice kindergarten 

through Grade 3 teachers’ perspectives regarding the challenges of teaching. Holshouser 

et al. (2024) identified a gap in translating teaching theory to practice. Relatedly, Guthery 

and Bailes (2019) reported it is difficult to account for the vast roles and job duties that 

teachers are requested to undertake. They further argued that many of a teacher’s job 

responsibilities fall outside of the work hours and the role is very demanding cognitively. 

Raymond and Rangel (2019) ascertained that teacher prep programs should be examined 

for their contributions over time. Since little is known about the phenomenon in this 

study—the perspectives of novice early childhood educators (ECEs) and the challenges 

of teaching; the results of this study could inform educational practice on how to better 

assist new teachers. This study may address the gap in literature of practice and a need 

for increased understanding. 

Research Question 

The research question that guided the study was as follows: What are novice 

kindergarten through Grade 3 teachers’ perspectives regarding the challenges of 

teaching? 

Conceptual Framework  

This conceptual framework is based on Katz’s (1972, 1974) developmental stages 

theory for early childhood teachers. Katz’s theory surmises that teachers endure four 

stages of development from the start of their career throughout maturity in the field. The 

stages are described as survival, consolidation, renewal, and maturity. Katz explained that 
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the time teachers remain within the stages varies; but novices within their first year are in 

the survival stage. Katz stated that providing training support also varies by teacher need, 

stage, location, and timing. Katz’s theory supports my research by providing a framework 

of understanding the developmental stages of novice teachers and their training needs to 

be effective in the profession.  

Katz’s (1972, 1974) survival stage focuses on whether a teacher can survive 

through the basic workday or not. Training needs must be specific and directly guided 

towards the new teacher. Pomerantz and Condie (2017) concluded that there is a 

knowledge transfer continuum that exists between preservice and the school’s 

curriculum. In Katz’s theory, the consolidation stage is when the teacher generally 

recognizes that they can survive and begin focusing on specific areas and problems to 

address. Katz continued to state that training in this stage can still be on-site with careful 

guidance from the trainer/mentor. Vetter et al. (2016) specified that novice teachers need 

support such as co-teaching or through innovative teaching strategies during their 

induction years of teaching. Likewise, Brunetti and Marston (2018) concluded that 

teacher mentors should individualize their efforts to better serve their teachers based on 

their stages of development. The renewal stage is when the teacher aspires to try 

something new with renewed and fresh ideas (Katz). Training and support during this 

stage can be off site through conferences or seminars. The last stage, the maturity stage, 

can be reached within 3 to 5 years of teaching, and is when teachers have developed their 

craft. During the maturity stage, the teacher is at a point where they can ask deeper, more 

thought-provoking questions regarding their performance. Training at the maturity stage 
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can involve conversations with other mature teachers or working towards higher degrees 

in the field (Katz).  

Katz’s (1972, 1974) developmental stages theory provided the appropriate 

foundational framework to understand the stages of novice teachers. The theory provided 

the research support to assist in analyzing the findings for my study. The framework 

provided the relevancy of how novice teachers perform within the first stages of teaching. 

The framework supported the need to understand teacher supports for novice teachers. It 

informed the development of my research questions. The questions are specific to 

understanding kindergarten through Grade 3 teachers’ perspectives regarding the 

challenges of teaching, a direct connection to Katz’s developmental stages theory. After 

the interviews with the kindergarten through Grade 3 teachers’ perspectives were 

collected, I used Katz’s developmental stages theory to methodically look for themes 

during the coding process, along with the literature gathered for this study in expectation 

of answering the research question. Further discussion of the conceptual framework is 

clarified in Chapter 2. 

Nature of the Study 

This study used a basic qualitative approach as it related to exploring novice 

kindergarten through Grade 3 teachers’ perspectives regarding the challenges of teaching. 

A basic qualitative design was appropriate because it allowed me to interview 12 to 15 

novice kindergarten through Grade 3 teachers (Merriam & Tisdell, 2016). The 

participants were purposefully sampled from one school district in the Southeastern 

United States. A basic qualitative design utilizes social constructivism, and the sample 
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size is small (Merriam & Tisdell). Since exploring novice ECE’s perspectives regarding 

the challenges of teaching is a social issue, the qualitative social constructivism 

methodology fitted well with my study. Although a quantitative study would have 

provided additional participants and statistics, it would not have allowed me to delve 

deeper by asking open-ended questions of the participants (Merriam & Tisdell). 

All semistructured interviews were audio recorded to allow accurate transcription. 

In vivo coding—a type of manual qualitative coding that involves using the language and 

terms from the data themselves (Saldaña, 2021)—allowed me to concentrate on the 

similarities of the words and phrases used to answer the interview questions (Saldaña). I 

used NVivo transcription software to transcribe the participant interview responses to 

help me identify the similarities of the words and phrases. This allowed me to identify 

themes from the participants’ responses. I used a journal to take notes during each 

interview to record things that occurred during the interviews that the audio did not pick 

up (Merriam & Tisdell, 2016). I continued to use in vivo coding until data saturation 

occurred and there were no new themes or data (Merriam & Tisdell). To increase the 

validity of my study and the trustworthiness of the results, at the end of the coding 

process, I used member checking (Merriam & Tisdell; Saldaña).  

Definitions 

The following section defines relevant terms that apply to this study.  

Attrition: The rate at which teachers leave the profession (Simpson Steele et al., 

2019). 
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Early childhood educators: Teachers who instruct students ages birth through age 

8 (Mata-McMahon et al. 2020). 

Novice educators: Teachers beginning in their professional career with 3 years or 

less experience (Pogodzinski et al., 2013, as cited in Hirsch et al., 2019). In this study, all 

participants had at least 1 year of teaching experience. 

Retention: Teachers who stay in their profession (Redding & Henry, 2019). 

Teacher turnover: A teacher’s employment status in each month, including both 

voluntary and involuntary departures (Redding & Henry). 

Professional development: Sessions designed to enhance classroom performance 

or introduce strategies (Stewart et al., 2021). 

Assumptions 

A difference between quantitative research and qualitative research are the 

assumptions of the researcher that frame the study (Creswell & Creswell, 2020). The first 

assumption of this study was that novice educators underestimate the challenges of 

teaching. I further assumed that all novice educators would have a perspective based on 

their experiences of challenges that they have faced as an educator. Lastly, I assumed that 

the participants would be willing to share their perspectives with me, and that the 

perspectives collectively would translate into themes identifying various teaching 

challenges. These assumptions are valid and appropriate as it relates to understanding the 

challenges that novice teachers face.  
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Scope and Delimitations 

It has become increasingly difficult for schools within the United States to hire 

and retain teachers (Garcia & Weiss, 2019). Garcia and Weiss also found that the number 

of students enrolled in teacher education programs decreased by 37.8% between 2008 

and 2016. When teachers are hired, only 62% of them stay in the profession after 5 years 

of service (Guthery & Bailes, 2019). Owens (2019) confirmed that school districts state 

that they have a challenging time retaining teaching staff.  

In this study, I explored novice kindergarten through Grade 3 teachers’ 

perspectives on the challenges of teaching. This study aimed to address the gap in process 

which is defined as the problem in the study. The participants in this study were 12 to 15 

purposefully selected novice ECEs from a Southeastern state with 1 to 3 years of teaching 

experience. I used a basic qualitative design and gathered their perspectives and 

experiences through semistructured interviews, which served as the data to inform the 

research in this study.  

A study’s delimitations can affect the scope of the study or the data collection 

process (Creswell & Creswell, 2020). I chose not to use veteran educators who have more 

than 3 years of experience, as challenges are better faced with more experience (Merriam 

& Tisdell, 2016; Rodriguez et al., 2017). A small sample size was used, which is 

appropriate for a qualitative study. Results could be transferable to teachers in the same 

state in a similar context. Due to the small sample size, results may not be transferable to 

contexts that are not consistent with those used in my study. To help ensure 

transferability, direct quotes and perspectives were cited in the research.  
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Limitations 

There were three limitations to my study. Ravitch and Carl (2019) noted that a 

researcher’s trustworthiness is increased when they communicate limitations of the study. 

The first limitation to my study was the conducting of research during the COVID-19 

pandemic health crisis. Due to COVID-19, the participant interviews were not able to be 

in-person but through a video call. This circumstance created a limitation because audio 

recording was used to capture participant statements, but participants’ body language was 

not recorded via audio. A second limitation to my study was the small sample size. The 

perspectives of 12 to 15 novice educators in a Southeastern state may not be 

representative of the entire United States. Their unique perspectives and experiences on 

the challenges of teaching may not capture those of most novice teachers. Merriam and 

Tisdell (2016) stated that a small sample size is appropriate for a basic qualitative study. 

The last limitation to the study was my experience as a researcher. I conducted this study 

as a graduate student. I had a basic knowledge and understanding of conducting research 

at a student level. I sought to capture experiences as perspectives as one data collection 

component to help inform on the challenges of teaching for novice educators.  

Limitations to my study were addressed by conducting semistructured interviews. 

Due to the COVID-19 pandemic, participants had a choice of either a video call with 

audio recording, or telephone interview if the video call was unavailable. I also journaled 

my thoughts to reduce any biases I may have had during the interviews. Vicary et al. 

(2017) stated that using a journal contributes to the validity of a study. To address my 

limited knowledge as a researcher, I used guidance from my chair, resources from 
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Walden University and textbooks that informed on the processes of qualitative research. 

The data collection procedures allowed me to gain understanding of kindergarten through 

Grade 3 teachers’ perspectives on the challenges of teaching. 

Significance 

Results of this study could inform educational practice on how to better help 

kindergarten through Grade 3 educators with the challenges of teaching. Lynch and 

Fisher-Ari (2018) reported that as teachers navigated the transition between their 

academic and professional world, they experienced disorientation. Van Ingen et al. 

(2016) concluded that future research needs to focus on novice learning experiences that 

prepare novice ECEs for the realities of teaching. Findings from this study will make an 

original contribution to literature in early childhood education that has the potential to 

cause a cycle of positive change for novice ECEs, university prep programs, and 

professional organizations that directly influence the teaching profession for novice 

teachers. Scales et al. (2017) stated the need for teacher prep programs to establish better 

communication techniques to develop novice teachers ready to assume their roles. In the 

same way, Brunetti and Marston (2018) stated that continued research can further 

investigate themes that shape teacher identity and agency. These results have the 

potential to lead to positive social change in the early childhood profession by improving 

the professional development for novice ECEs.  

Summary 

Guthery and Bailes (2019) reported that 38.24% of teachers leave the profession 

by 5 years. Guthery and Bailes continued to report that the probability of teachers staying 
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in the profession varies. Teacher attrition rates occur because teaching is a predictably 

stressful and mentally demanding position, in which several teacher’s responsibilities 

must be completed outside of the workday hours (Guthery & Bailes). Exploring novice 

educators’ perspectives on the challenges of teaching, can help to inform ways to increase 

teacher retention rates. Utilizing Katz’s (1972, 1974) conceptual framework supported 

this research by providing an understanding of the developmental stages of novice 

teachers and their training needs to be effective in the profession. In Chapter 2, I explore 

various research through a literature review. 
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Chapter 2: Literature Review 

The purpose of this chapter was to review the literature that provided the 

foundation for this research. The problem was that novice kindergarten through Grade 3 

teachers underestimate the challenges of teaching (Guthery & Bailes, 2019; Hughes & 

McCartney, 2019; Redding & Henry, 2019). The purpose of this basic qualitative study 

was to explore novice kindergarten through Grade 3 teachers’ perspectives regarding the 

challenges of teaching. Since little is known about the perspectives of novice ECEs and 

their challenges of teaching, the results of this study could inform a gap in educational 

practice on how to better assist new teachers with the challenges of teaching. This chapter 

provides a review of the literature based on research of the perspectives of novice ECEs’ 

challenges of teaching. Chapter 2 includes the literature search strategy that was used to 

cite research aligned with my study, an analysis of Katz’s (1972, 1974) framework that 

gives the conceptual foundation to my study, and a compilation of literature that supports 

the need for my study. 

Literature Search Strategy 

The research strategy that was performed to facilitate this study utilized several 

different research engines and databases, including, Education Source, ERIC, Google 

Scholar, ProQuest, SAGE, Taylor & Francis, Scholar Works, Thoreau, and Walden’s 

University Library. The searches were limited to peer-reviewed journals within a range of 

5 years. The key words included in the search compiled variations of novice educators, 

novice teachers, teacher preparation programs, challenges or barriers or obstacles or 

difficulties or issues, teaching, education, elementary education, elementary teaching, 
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new teacher programs, stages of teaching, self-efficacy, self-confidence, teaching 

programs, theory or theoretical, practice or practical, education statistics, professional 

development, professional learning, classroom management, opportunities, attrition, 

retention, and United States, or America or U.S.A or U.S. The research was vast, and the 

literature was exhausted to inform on current research and fill a gap in literature of 

practice. 

Conceptual Framework/Theoretical Foundation 

The conceptual framework was based on Katz’s (1972, 1974) developmental 

stages theory for early childhood teachers. Katz’s theory surmised that teachers endure 

four stages of development from the start of their career throughout maturity in the field. 

The stages are described as survival, consolidation, renewal, and maturity. Katz 

explained that the time teachers remain within the stages varies; but novices within their 

first year are in the survival stage. Katz demonstrated that providing training support also 

varies by teacher need, stage, location, and timing. Orland-Barak and Wang (2021) stated 

that teaching growth occurs through distinctive stages. Dack (2019) agreed that teachers 

learn how to teach over multiple years, in multiple settings. Papay et al. (2017) stated that 

a teacher’s stage in their career can determine efficient interventions needed by the 

teacher to be successful. Likewise, Brunetti and Marston (2018) stated that teachers will 

experience a specified trajectory as they develop into practitioners. Bettini and Park 

(2017) proclaimed that the instructional practices and beliefs of novice educators are 

consistently being developed. Gill (2019) stated that teachers transition into their 

professional teaching practice through three stages: survival, mastery and impact. Soslau 
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et al. (2018) conferred that novice educators carry various intellectual and emotional 

loads during the developmental stages of their professional pathways. Duggan et al. 

(2017) agreed on the importance of studying teachers’ stages of career development since 

various researched models solely focus on early career development as opposed to career 

life spans. Macalalag et al. (2020) acknowledges teaching in stages. Katz’s theory 

supports my research by providing a framework of understanding the developmental 

stages of novice teachers and their needs to be effective in professional practice.  

Survival Stage 

The survival stage was characterized as a time when teachers are unable to 

manage the overwhelming responsibilities of their new role. Katz’s (1972, 1974) survival 

stage focuses on whether a teacher can survive through the basic workday or not. The 

presence of a survival stage for novice educators is referenced by educational theorists 

alike (Fuller & Case, 1969; Moir, 1999 as cited in Scherer, 1999). Moir also identified a 

pre-phase at the beginning stages of teacher development known as the anticipation 

phase, before the survival phase. Lynch and Fisher-Ari (2018) stated that new teachers 

feel a disorientation while navigating and negotiating their professional world. Gill 

(2019) explained that the survival stage is evident when teachers transition into 

professional teaching that encompasses a teacher’s well-being as opposed to teaching 

tasks. Suppa et al. (2020) shared that novice teachers do not have the foresight to discern 

potential obstacles. In addition, Pomerantz and Condie (2017) concluded that a 

knowledge transfer continuum exists between preservice and the school’s curriculum. 

Novice educators report that the survival phase is obvious in their beginning career 
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experiences as evidenced by Knotts (2016), who confirmed that the challenges of novice 

teachers are abundant. Challenges can also come from novice teachers themselves, 

placing pressure on themselves to be perfect (Hughes & McCartney, 2019). Katz (1972, 

1974) summarized that instructional strategies learned in preservice environments are 

most likely not referenced in under-pressure, challenging scenarios on the actual job as a 

new teacher. The survival stage clearly encompasses vast responsibilities for novice 

educators, which consistently contribute to the challenges of teaching (Gill, 2019; Katz, 

1972, 1974; Lynch & Fisher-Ari, 2018; Pomerantz & Condie, 2017).  

Consolidation Stage 

In Katz’s (1972, 1974) theory, the consolidation stage is when the teacher 

generally recognizes that they can survive and begin focusing on specific areas and 

problems to address. Training in this stage can still be on-site with careful guidance from 

the trainer/mentor. Vetter et al. (2016) specified that novice teachers need support such as 

co-teaching or through innovative teaching strategies during their induction years of 

teaching. Similarly, Brunetti and Marston (2018) concluded that teacher mentors should 

individualize their efforts to better serve their teachers based on their stages of 

development. Johnson and Dabney (2018) stated an area of future research is the analysis 

of supports and interventions given by teacher prep programs and professional 

development. Katz’s consolidation theory centers on the supports of veteran teacher 

mentors to aid novice educators in areas that pose challenges for teachers.  

Renbarger and Davis (2019) concluded that providing supports to new teachers 

through mentoring can aid in retaining new teachers. Renbarger and Davis further argued 
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that having a mentor contributes to 16% of the variance between teachers who have 

higher job satisfaction versus those that do not. Redding and Henry’s (2019) indicated 

that having mentor support reduces teacher turnover. Mentors can provide the training 

and supports needed to help alleviate the challenges experienced of first year teachers 

(Hughes & McCartney, 2019). Katz’s (1972, 1974) consolidation stage surmised that in 

this stage, new teachers use the supports of specialists, consultants, and gain advice from 

colleagues. 

Renewal Stage 

The renewal stage is when the teacher aspires to try something new with renewed 

and fresh ideas (Katz, 1972, 1974). Training and support during this stage can be off site 

through conferences or seminars. Katz’s (1972, 1974) framework provided the need to 

understand teacher aids for novice teachers. Curry et al. (2016) concluded that a novice 

teacher’s preparation level is dependent on the training that they receive, eventually 

influencing their commitment to the profession. Wagner et al. (2019) determined that 

teachers need constant support to implement instructional strategies with the 

understanding that it could take years for teachers to successfully implement. Wagner et 

al. further argued that in their research, after teachers received professional development, 

it was not until the second year that improvement in instructional practices were evident; 

and it was at Years 3 and 4 that teachers consistently implemented strategies. Likewise, 

Freitag (2018) stated that teachers need consistent professional development to clearly 

comprehend, internalize and teach curriculum. Specific training can impact teacher 
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attrition or beliefs on challenges in teaching. Therefore, during the renewal stage training 

needs must be specific and directly guided towards the new teacher (Katz, 1972, 1974).  

Maturity Stage 

Katz’s (1972, 1974) last stage—maturity—was reached within 3 to 5 years of 

teaching and was when teachers have developed their craft. During the maturity stage, the 

teacher is at a point where they can ask deeper, more thought-provoking questions 

regarding their performance. Training at the maturity stage can involve conversations 

with other mature teachers or those working towards higher degrees in the field. The 

maturity stage can include training supports such as attending conferences, institutes, or 

seminars, taking more coursework, obtaining advanced degrees, or reading books and 

journals. The maturity stage is classified as the one where issues are embraced with the 

desire to have more thoughtful, meaningful insight as to the true reason behind the 

concern. 

In the maturity stage, experienced teachers resonate that they have developed 

more confidence and are not just surviving (Losser et al., 2018). Losser et al. indicated 

that veteran teachers noted their experience as a contributing factor when implementing 

instruction. Similarly, Barnatt et al. (2017) stated that over time novice teachers build 

their professional actions and identities. Scales et al. (2018) stated that through 

professional development, an attribute of professional judgement becomes purposeful. 

Katz’s (1972, 1974) developmental stages theory provides the appropriate foundational 

framework to understand the stages of novice teachers. Brunetti and Marston (2018) 

agreed that if educational leaders are cognizant of the patterns of teacher development, 
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they can provide more in-depth learning situations for their teachers to grow and develop 

their professional identities. Katz’s framework provided the relevancy of how novice 

teachers perform within the survival, consolidation, renewal, and maturity stages of 

teaching. Katz’s framework was relevant to my research study as it provided the 

foundation for the stages of teaching and the challenges that novice teachers face as they 

take their professional journey through the stages.  

Literature Review Related to Key Variables and Concepts  

In the following section, I describe a range of factors that contribute to the 

challenges of teaching for novice educators. Katz’s (1972, 1974) theory stated that 

teachers evolve through stages as they learn to become professional teachers. Hughes and 

McCartney (2019) concluded that the reality of novice teachers beginning their 

professional role was clearly not what they expected. In this literature review, I reference 

sources to show how teachers can experience various challenges within the stages of 

teaching, including novice teacher attrition, teacher preparatory programs, knowledge 

transfer, novice teacher needs, professional development, and the challenges of teaching.  

Novice Teacher Attrition  

The attrition rates of novice teachers can vary greatly depending on the factors 

associated with the challenges of teaching. García and Weiss (2019) discovered that 10% 

of new teachers turned over by their second year of teaching and 12.8% turned over by 

their fifth year of teaching. The turnover percentage is slightly different for those who 

entered from an alternative teaching certification program. García and Weiss found that 

17.1% of alternatively certified teachers left the profession. Taie and Lewis’ (2023) data 
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showed that of teachers with 3 years or less experience, 13% moved schools and 7% left 

the profession altogether. Papay et al.’s (2017) study of 16 urban districts showed that 

novice teachers leave their school at a rate of 55%; while 70% leave their district. 

Attrition rates can vary depending on the type of teacher preparation/certification 

program that novice teachers completed. Non-traditional or alternatively certified 

teachers persist in the profession at lower rates than traditionally certified teachers 

(Guthery & Bailes, 2019). Bastian and Marks (2017) concluded that there is still a need 

by states and districts to acquire strategies and procedures for training and retaining new 

teachers. The type of certification program pursued can determine retention rates. 

Various elements and experiences determined the final statistics on teacher retention.  

Teacher retention stemmed from several factors. Bastian et al. (2017) stated that 

considering the strains of teaching and the structure of schools, motivation-related traits 

in novice educators are associated with retention. Teacher turnover ensues when 

workload stresses become unbearable, better compensation is available in other career 

options, or the compensation versus workload is unmatched (Guthery & Bailes, 2019). A 

study by Guthery and Bailes (2019) examined the retention rates of novice teachers in 

Texas, U.S.A., which found that 42% of new teachers turned over due to job 

dissatisfaction or other pending career prospects outside of the teaching profession. 

Simultaneously, 42% of new teachers in North Carolina, working at schools with more 

than 80% racial/ethnic minority student attendance, left the profession; versus just 29% 

who taught in non-highly populated minority schools (Guthery & Bailes, 2019). McLean 

et al. (2020) stated that career optimism is an indicator of teacher attrition. Taie and 
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Lewis (2023) showed that 66% of teachers who left the profession stated that they have a 

better ability to balance personal life and work in their current non-teaching position. 

Novice teachers’ job satisfaction can be affected by motivation, workload stresses, 

working in diverse student populations, other tempting career options, and school or 

district-based demands. 

Turnover can occur within a school or district, during the year, or before the 

school year ends. Within-the-school-year turnover can cause more unfavorable effects to 

a school system and its students than end-of-year turnover, including finding long- and 

short-term substitutes during the school year, students having to adjust to various 

teaching styles, severed relationships with colleagues, and veteran teacher mentors 

adjusting to new teachers’ needs (Redding & Henry, 2019). Atteberry et al. (2017) noted 

various circumstances for teacher churning, including the complexity of hiring for certain 

needed positions, which could have been prompted by movement of teachers to more 

appealing positions. Redding and Henry found that by the end of North Carolina’s novice 

teachers’ third year in the profession, only 38% of them remained in the school where 

their careers began. Even more disparate, 8% turned over before the end of their first year 

of teaching (Redding & Henry). Papay et al. (2017) stated that turnover costs must 

include the net difference in salary and productivity between the teacher who left and 

their new replacement. Consequentially, Guthery and Bailes (2019) noted that the 

financial burden incurred on schools due to turnover happens year after year and elicits 

significant financial costs.  
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No one type of school district is averse to the realities of teacher turnover. After 

just 1 year of teaching, more than one third of novices leave their schools (Papay et al., 

2017). Hughes and McCartney (2019) stated that novice teachers experience a reality 

shift between the beginning of the year by having high energy and being prepared with 

content knowledge and skills to the dismays of Spring. The probability of a new teacher 

remaining in the profession varies greatly (Guthery & Bailes, 2019). Even districts with 

successful retention rates struggle with novice teacher retention (Papay et al.). In contrast, 

Adnot et al. (2017) concluded that teacher turnover can work favorably with positive 

effects, unveiling low-performing teachers, which allowed for the hiring of better 

performing teachers. Ultimately, districts have invariably different levels of achievement 

regarding retaining teachers (Papay et al.). Sikma (2019) stated that even though teachers 

have the final say as to how and why they leave the profession, the focus should be at the 

organizational level to strengthen retention. Sikma further argued that it is necessary to 

look at the roles of relationships and culture regarding teacher retention. Arguably, 

teacher retention is comprised of several mediating factors, one of which was the teacher 

preparation program matriculated by the novice teachers.  

Teacher Preparatory Programs 

Traditionally, teacher preparatory programs (TPPs) are offered through colleges 

and universities. TPPs are programs in which prospective teachers learn the pedagogy of 

teaching through taking courses and working in schools to gain certification to teach 

students (Guthery & Bailes, 2019). However, through the years, due to nationwide 

teacher shortages and the need to diversify the teacher pool, alternative preparation 
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programs have been popularly established (Woods, 2016). Guthery and Bailes described 

that traditional programs and certification work hand in hand. Candidates studying at the 

university level, receive a degree, and complete state certification exams to meet 

requirements set by state boards of education to become certified teachers (Guthery & 

Bailes). Yet, definitions and requirements of traditional programs vary depending on the 

certifying state, so that alternate and traditional pathways resemble one another (Guthery 

& Bailes; Woods). TPPs impart a critical position in ensuring that teachers have the 

necessary insight, comprehension, and understanding of pedagogy to educate children 

(Sumrall et al., 2017). Peercy and Troyan (2017) imparted that TPPs have the pivotal role 

of forming teachers to deliver practice. Teachers can become certified through a 

traditional TPP or an alternative program. The type of program enlisted as the educational 

foundation could determine whether a novice teacher has a successful career or not.  

Alternative programs provided a streamlined approach to teacher certification. 

Alternative certification is partaken by individuals who hold a bachelor’s degree, 

commonly in a non-education field; and who want to enter the classroom without 

returning to school for coursework (Woods, 2016). Alternative programs also provide a 

faster path to a career change, for those who already hold a bachelor’s degree, and with 

more preparation and training than obtaining an emergency credential (Woods). Swanson 

and Ritter (2018) described alterative programs as certification programs which are an 

intervention to provide opportunities to professional candidates who have not had formal 

training through a TPP, increasing the supply of educators to the field. This type of 

intervention allows districts to expand their teaching candidate pool, providing more 
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choices in shortage situations and by giving jobs to professionals as opposed to 

substitutes (Swanson & Ritter). 

Alternative programs provided and advantage for districts and non-traditionally 

certified educators, but can come with high costs. Carver-Thomas and Darling-Hammond 

(2017) concluded that new teachers who entered professional practice from an alternative 

certification program were 25% more likely to leave than their counterparts with 

traditional certification. Guthery and Bailes (2019) published the rates of alternatively 

certified teachers to persist to the 5-year mark were less likely than traditionally certified 

teachers. Carver-Thomas and Darling-Hammond surmised that teachers who lacked 

comprehensive preparation were two to three times more likely to exit the field than those 

who were fully prepared. Swanson and Ritter (2018) stated that hiring non-traditionally 

certified educators is risky because knowing their preparation, training, and commitment 

to the profession is questionable. Raymond-West and Rangel (2019) claimed that there 

are clearly systematic distinctions between the preparation of teachers through a 

traditional TPP and an alternatively certified program. Adversely, Raymond-West and 

Rangel summarized that no matter the type of program matriculated; new teachers can be 

helped to prepare for their role by building their self-efficacy. Novice teachers experience 

challenges and needs of additional support, regardless of the type of program they 

received training from. 

TPPs are critical to the training of new teachers. Holshouser et al. (2024) stated 

that teacher prep programs need to provide more learning opportunities in diverse 

communities for new teachers. Britt et al. (2016) concluded that both education and 
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policy holders agree that preparation programs harbor a pivotal role in supporting 

teachers as they transition into the field of teaching. Wright (2017) agreed that TPPs 

should focus on excellence in teaching. Reischl (2017) explained that TPPs need to be 

vigilant in developing their relational partnerships between the university and school 

cultures. Equally, Sumrall et al. (2017) stated that TPPs have a necessary role in 

preparing teachers to teach children; however, the education field has relatively little 

knowledge about how programs can effectively carry out this important function. 

Similarly, Peercy and Troyan (2017) concluded that little is known about the demands 

and experiences to make the work of practicing as a professional educator more related to 

the actualities of the work. Likewise, Bastian and Marks (2017) stated that very few 

research studies have examined the relationships between teacher induction programs and 

professional teacher outcomes. Anagnostopoulos et al. (2018) concluded that there needs 

to be a re-design of TPPs to enhance program change to fully prepare novice teachers. 

Anagnostopoulos et al. further argued that more attention needs to be invested in 

developing programs where the processes and procedures are valid to fully implement 

effective teacher induction programs.  

Well-prepared novice teachers still have first-year challenges. Researchers agree 

that novice teachers repeatedly share discourse on the challenges of teaching after 

completing teacher education programs (Bettini & Park, 2017; Guthery & Bailes, 2019; 

Johnson & Dabney, 2018). Hughes and McCartney (2019) stated that if TPPs can identify 

the needs facing their students, then faculty can make informed decisions for their 

programs. Hughes and McCartney continued to concur that the process of training and 
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developing novice teachers must be explicit and focus on the necessary logistics of 

teaching. Wright (2017) concluded that the largest impact on student learning will come 

from teachers who have been well-prepared. Peercy and Troyan (2017) described that 

novice educators need to be provided with experiences that focus on doing the practice as 

opposed to just talking about the practice. Fry et al. (2017) affirmed that TPPs can 

improve teacher dispositions and emotions by effectively decreasing stressful teaching 

situations, creating constructive work environments, and developing overall teaching 

performance. Scales et al. (2017) found overwhelming conclusions that TPPs have a 

critical role in preparing teachers for instruction. TPPs can be impactful if they have high 

knowledge transfer for novice teachers from induction programs to professional practice. 

Knowledge Transfer 

Novice teachers begin the year with tools from their TPPs as they transition to 

professional practice. Hughes and McCartney (2019) notated that novice teachers’ beliefs 

to be perfect can put too much pressure on themselves when they transition from 

preparation programs to professional practice. Novice teachers explain that they are not 

given real-life examples, just theory and planning to practice in their TPPs (Simpson 

Steele et al., 2019). Comparably, Johnson and Dabney (2018) noted that new teachers 

feel impacted by constraints that hinder them from executing effective teaching strategies 

in their classrooms. McDiarmid (2019) agreed that novice teachers focus on compliance. 

Borrero et al. (2016) stated that teacher prep programs teach so much theory, that it is 

difficult for new teachers to see how it becomes manifested in the real world of 

instruction. Pomerantz and Condie (2017) concluded that novice teachers need more 
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support traversing the differences between their new school’s curriculum versus 

pedagogy learned in their TPPs. Seals et al. (2017) postulated that novice teachers need 

more time to learn and understand new skills to implement them into professional 

practice. Aronson (2016) determined that there is little transfer to the professional context 

from the impact of practice and guidance through TPPs. Knotts (2016) agreed that there 

is a conflict between limitations and probabilities while novice teachers move from being 

critically minded students to critically minded professionals. The tools gained from 

novice teachers’ TPPs are not always viable resources in professional practice. 

Novice teachers must make adaptations from what was learned to what is needed 

to be successful. Boyd and Darragh (2019) surmised that there is a great amount of 

pressure for new teachers to adapt to existing curriculum. Equally, Borrero et al. (2016) 

concluded that new teachers can feel distressed when they are trying to find common 

ground between implementing curriculum and benchmarks given by administration and 

what they would rather teach. Likewise, Bengtson and Connor (2016) resolved that there 

is a tension between the expectations of the professional environment and what novice 

teachers believed their role to be. Furthermore, Knotts (2016) construed that novice 

teachers have challenges in recognizing the criticality of their roles in their new 

profession, whereas veteran teachers experience a high level of autonomy (Boyd & 

Darragh, 2019). Bettini and Park (2017) concluded that novice teachers are still creating 

their own understanding of their instructional practices and beliefs. Scales et al. (2018) 

also notated that new teacher candidates must analyze their beliefs compared to that of 

professional practice. In addition, Scales et al. further argued that most of the knowledge 
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that novices need to know to become productive is unclear and must be discovered in 

case-by-case situations, often without guidance or support. Peercy and Troyan (2017) 

agreed that TPPs need to be more transparent on the tasks, decisions, processes, and 

challenges that new teachers embark on to professionally practice as educators. Novice 

teachers must balance productivity decision making based on preconceived thoughts, and 

current school or district demands. 

Novice Teacher Needs 

Novice teachers are certified through an accredited TPP; and still have needs after 

graduation. Novice teachers often begin their careers with energy and enthusiasm 

(McCarthy, 2019). Throughout the term, reality sets in and researchers agree that novice 

teachers need support in their early years of teaching and maintaining relationships past 

the university/TPP level is imperative to a novice teacher’s success (Duarte, 2019; 

Freitag, 2018; Hughes & McCartney, 2019; Knotts; 2016; Vetter et al. 2016). Bressman 

et al. (2018) postulated that mentoring has been recognized for years as a powerful way 

to acclimate novice teachers to the profession. Losser et al. (2018) stated that novice 

teachers lack self-confidence, which develops through time. Losser et al. further argued 

that novice teachers feel like they can implement new instructional strategies with the 

support and encouragement of their team members. Similarly, Borrero et al. (2016) 

concluded that the availability of support groups for new teachers helps them to feel 

motivated, and that they can keep going. Hughes and McCartney concluded that a need of 

novice teachers is to have a strengthened dialogue between their stakeholders, including 

the novice teachers themselves, higher education faculty, supporting teachers, and 
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administrators. Bruno et al. (2019) stated that the staff available at a school are 

imperative to develop novice teachers’ professional communities and overall outcomes. 

Novice teachers continually illicit support from professional staff and administration. 

Orland-Barak and Wang (2021) concluded that practicing teaching in a real class with the 

right mentor can be meaningful to a teacher’s preparation. 

Novice teachers communicated that a hindrance to their new role is a lack of 

experience (Losser et al., 2018). Hughes and McCartney (2019) continued to note that 

novice teachers are challenged with asking for help, because they do not want to seem as 

though they cannot do their job. Hughes and McCartney summarized that a need of 

novice teachers, is to agree that it is alright, to just be “good,” not “great,” your first year. 

Novice teachers must embrace that although certified and professional, they are still on a 

journey of professional development. Bressman et al. (2018) argued that offering the 

support of mentors should be part of a career pathway, accessible to teachers at all stages 

of their development. Taylor et al. (2019) advised that TPPs can ensure that novice 

teachers are connected to high quality mentors to help relieve the stressors of professional 

teaching practice. Mentors and the support of staff are just one way that novice educators 

can receive professional development. 

Professional Development  

Novice teachers need professional development as they move through the stages 

of teaching and venture into their new roles. Scales et al. (2017) concurred that when 

novice teachers come from TPPs, they are not experts, but primed to adapt, learn, and 

adjust to their new profession. Farquhar and Tesar (2016) concurred that there is a clear 
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need to provide new teachers with groups of support to allow them opportunities to 

continue dialogue, which serves as a professional development model for new teachers. 

Hong and Matsko (2019) stated that providing opportunities for guidance, consistent 

mentoring and engagement have a positive effect on teacher commitment. Professional 

development impacts the success of novice teachers. Bruno et al.’s (2019) findings 

indicated that out of 7,488 novice teachers, there was only a mean average of 37% which 

felt that the professional development they received was appropriate for their level of 

experience. Ping et al. (2018) agreed that there is a rise of interest in professional learning 

for teachers, but the focus of needs is fragmented. In solution, Soslau et al. (2018) 

proposed exploring the competencies of coaches and novice educators working together 

to improve the professional development of novice educators. Renbarger and Davis 

(2019) explained that obstacles to professional development were directly related to job 

satisfaction. Renbarger and Davis further argued that eliminating barriers to professional 

development, such as time and relevance, can help more new teachers participate in 

professional learning. Novice teachers themselves expressed that a change in their 

disposition occurred after receiving effective instructional strategies and classroom 

management tools (Jackson & Miller, 2019). Van Ingen et al. (2016) stated that novice 

teachers can use research to help inform their professional practice, however, specific 

guidance on how to accomplish this task is lacking. Novice teachers need to embrace that 

their willingness to participate in development and make decisions is a critical piece of 

their success. 
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Novice teacher development can come directly from their peers and professional 

staff. Scales et al. (2018) stated that veteran teacher educators should help candidates 

understand how to make decisions using professional judgments in their new professional 

roles versus migrating to practical compliance. Derrington and Kirk (2017) determined 

that professional development can be job-embedded, building on individual teachers’ 

needs and strengths, providing them with tools to help them succeed. In the same way, 

Wagner et al. (2019) stated that continued partnerships can develop meaningful changes 

in teaching. Bastian and Marks (2017) concluded that a benefit of supporting 

relationships can allow for continued learning and professional development of new 

teachers, along with greater control over the performance of novice teachers within their 

professions. Derrington and Kirk further argued that providing professional development 

has a higher purpose, both impacting the teacher’s success and student achievement. 

Teacher commitment can be impacted by the support they receive from professionals. 

Challenges of Novice Teachers in Professional Practice 

The challenges faced by novice teachers are vast. Novice teachers are embraced 

with unforeseeable challenges, even though they matriculated through TPPs (Bettini & 

Park, 2017; Guthery & Bailes, 2019; Miles & Knipe, 2018). Hughes and McCartney 

(2019) surmised that the professional functions of a novice teacher is not an easy task. 

Novice teachers themselves describe some aspects of their beginning years of teaching 

workload as untenable (Guthery & Bailes). Hughes and McCartney found reflection from 

novice teachers generalizing the profession as one of the hardest things they have ever 

done. Dell’Angelo (2019) summarized that novice teachers face competing demands. 
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Peercy and Troyan (2017) described that novice teachers must figure out how to teach 

while on the job training. Bettini et al. (2018) concluded that research has not yet 

provided the insight needed for school leaders to help novice teachers manage their 

workload challenges.  

Novice teachers face an unending list of challenges. McLean et al. (2020) 

concluded that the demands of the teaching profession within the human resources field 

can lead to career burnout. Anthony et al. (2019) stated that challenges are in almost 

every aspect of a novice teacher’s work. Carver-Thomas and Darling-Hammond (2017) 

listed several challenging areas for novice teachers, including overall dissatisfaction in 

the teaching career, accountability with high stakes testing and assessment, and lack of 

administrative support. Duarte (2019) resolved that novice teachers face challenges with 

their own inexperience and hopelessness, behavior and classroom management, policy 

regime, push-back, and socioeconomic status of students. Bruno et al. (2019) stated that 

workload challenges for novice teachers come in the form of being assigned unique 

courses with large numbers of students, directly related to increased lesson planning and 

grading responsibilities. Bressman et al. (2018) claimed that teachers in general, no 

matter their service years, have high demands on their workload including acclimating 

themselves to work through new technological software, dealing with the changing 

demographics of students, and professional performance to ensure that student 

achievement is evident of teacher effectiveness. Taylor et al. (2019) proposed different 

types of challenges, involving those outside of the profession such as personal household 

concerns with finances and family, which can ensue as early as the TPP and maintain 
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through a novice teachers’ first year of teaching. Taylor et al. further argued that these 

personal challenges can diverge into multiple life stressors, causing stress cycles and 

influencing overall career optimism. Novice educators are faced with a myriad of 

challenges that can prove to help develop them as educators.  

Novice teachers’ challenges provide the blueprint on their decision to remain in 

education or not. Borrero et al. (2016) optimistically stated that novice teachers should 

embrace their shortcomings, as achievements. Despite the overarching challenges faced 

by novice educators, Borrero et al. continued to state that novice teachers should embrace 

the challenges as opportunities for progression as opposed to marks of failure. Novice 

teachers reference classroom management and socioeconomic factors as consistent 

challenges in professional practice.  

Classroom Management Challenges 

Classroom management is an area often faced as a challenge by novice teachers. 

Kwok (2017) concurred that teacher preparation programs fail to support novice teachers 

with the skill of classroom management. Later research by Kwok (2019) stated that 

novice teachers focus narrowly on behavior issues and are ineffective classroom 

managers. Blake (2017) concluded that a major problem encountered by novice teachers 

when they enter the field is classroom management. Johnson and Dabney (2018) 

described classroom management as a challenge, especially during hands on teaching and 

learning experiences. Similarly, some novice teachers find comfort in knowing that other 

novice teachers struggle with classroom management as well; enabling them not to pity 
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themselves (Sikma, 2019). Classroom management is a consistent struggle for most 

novice teachers. 

TPPs are key in training teachers on classroom management. Kwok (2019) stated 

that TPPs should help novice teachers refine their skills to be able to implement a variety 

of different classroom management strategies. Pomerantz et al. (2017) revealed that 

novice teachers can benefit from support to be able to respond to in-the-moment student 

scenarios. Jackson and Miller (2019) offered an explanation stating that TPPs are 

knowledgeable of the challenges that teacher candidates face with classroom 

management; although little has been implemented through TPPs to change the outcome 

of how novice teachers deal with classroom management. Sumrall et al. (2017) accounted 

that TPPs have a vital role in developing new educators on how to work with children, 

yet little has been evidenced on how effectively these programs deliver that task. Duarte 

(2019) had a slightly different rationale and noted a concern of novice teachers, which 

encompasses a lack of administrator follow-up regarding student behavior. Some 

classroom management concerns faced by novice educators are due to socioeconomic 

challenges within the school system. 

Socioeconomic Challenges 

Novice teachers can face challenges based on the socioeconomic status and 

demographics of the student population. Bettini and Park (2017) asserted that more 

research is needed on the effects of differences from novice teachers working in high 

poverty schools versus low poverty schools. Bettini and Park further argued that school 

demographics, high versus low poverty, are contributing factors to novice teacher 
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experiences and that the differences from demographics can have an impact on 

instruction, attrition, and experiences. Lazar (2018) stated that through curriculum 

development and field placement with mentors, that TPPs develop equity-minded 

candidates who have been exposed to poor communities and can critically care for 

students. Research of novice teacher attrition in Texas by Guthery and Bailes (2019) 

confirmed that teachers have a 67.5% chance of staying in the profession if they teach in 

an environment without the concerns associated with teaching in a high poverty 

environment. These percentages can be lowered if novice teachers learn by doing as 

indicated by Goldhaber et al. (2017) which concluded that novice educators work best in 

professional demographics that mirror their student teaching settings. Lazar (2018) 

concluded that teacher candidates need experiences beyond university classrooms to give 

them a vision of teaching in underserved communities where they may serve as 

professional educators. Bastian and Patterson (2018) agreed that teacher candidates are 

more effective after working in environments with a diverse population of races and 

minority students. Comparably, Goodwin et al. (2016) enlightened that TPPs need to 

prepare teacher candidates for the urban context that some novice teachers will ultimately 

work in. Bastian and Patterson confirmed that it is effective to place teacher candidates in 

two types of fields, high-performing and those with diverse student populations to 

effectively prepare teachers for the environments that they may be recruited to. This type 

of collaboration between TPPs and field experience schools provides new teachers with 

experiences and classroom management skills that are not easily replicated solely through 

theory of the TPP.  
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Classroom management can be greatly affected by socioeconomic status and can 

be starkly different depending on the context, pay scale equitable pay variances and 

menial resources that the novice teacher is employed under. Bettini and Park (2017) 

stated that novice teachers have expressed concerns with implementing their roles amidst 

inadequate resources and sub-par facilities. Equally, Carver-Thomas and Darling-

Hammond (2017) informed that two-thirds of teachers leave the profession due to 

facilities, resources, and school conditions. Guthery and Bailes (2019) determined that 

teacher salaries are not compensatory to the workload and tasks asked of the educator. 

Carver-Thomas and Darling-Hammond stated that the variance of teacher salary scales 

within different states is associated with both attrition and teacher shortage levels. 

Equally, Redding and Henry (2019) stated that uncompetitive teacher salary scales and 

the absence of dedicated unions, contributed to the challenges of the role, ultimately 

affecting teacher commitment. Adversely, Carver-Thomas and Darling-Hammond 

concluded that teachers are least likely to leave their school or the profession when 

accompanied with high salary scales, feeling better prepared for their role and supported 

by school leadership. Novice teachers’ pay scales along with administration support are a 

mediating factor in how teachers respond to their challenges. 

School Leadership and Administration Support Challenges 

Novice teachers have challenges in building relationships with administration. 

Duarte (2019) stated that novice teachers have an internal desire to acquire relationships 

that are supportive in nature from their administrators. Abrams (2018) acknowledged that 

once new teachers sign their contracts, administrators need to take the initiative to reach 
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out and provide necessary supports. Hughes and McCartney (2019) noted that leadership 

needs to provide intentional time to support new teachers. Hughes and McCartney further 

argued that leadership needs to address critical areas that new teachers voiced as 

problematic. Martinez (2019) requested that administrators employ strategies to support 

novice teachers in the various difficulties that they face. Taie and Lewis (2023) reported 

that 50.3% of teachers who have left the teaching profession state that they receive better 

recognition and support from their current managers and administrators. School 

leadership/administration have a pivotal role in the success of novice educators. 

School administrators can offer a different, yet impactful role of support. Hong 

and Matsko (2019) concluded that teacher commitment is impacted by having strong 

mentors and strong principal leadership. Bettini and Park (2017) determined that school 

administrators should coordinate the growth of new teachers by providing a system of 

support for them. Equally, McCarthy (2019) specified that leaders should ensure that 

novice teachers have supports such as mentoring with experienced faculty, professional 

learning, and class role assignments that help set them up for success. Johnson (2016) 

explained that creating partnerships between administration and coaches is essential to 

building teacher effectiveness and capacity. Roegman and Kolman (2020) resolved that 

when participating stakeholders such as the district, TPPs, mentors, administrators and 

novice teachers collaborate, learn, work and share with one another, then they are most 

likely to be effective in their endeavors. Lisenbee and Tan (2019) concluded that there is 

a need for schools to create a culture of active mentors to help new teachers develop 

pedagogy. Johnson and Dabney (2018) proposed that continued examination and research 
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of interventions and supports for novice teachers to help them engage in best teaching 

practices is warranted to help them reach success in their teaching careers. Strict 

collaboration is essential to teacher commitment and supporting the challenges of 

teaching. 

In contrast, Hughes and McCartney (2019) stated that novice teachers are 

unwilling to reach out for support yet count lack of administrative support as an area of 

concern. Carver-Thomas and Darling-Hammond (2017) concluded that 33% of novice 

teachers have consistent concerns with administration. Consequently, novice teachers 

have high apprehensions and would consider leaving the profession due to bureaucratic 

concerns with administration (Duarte, 2019). The challenges facing novice teachers are 

numerous, yet the support of administration is critical to meeting the needs of novice 

educators. 

Summary and Conclusions 

The purpose of this study was to explore novice kindergarten through Grade 3 

teachers’ perspectives regarding the challenges of teaching. These data concluded that 

novice teachers have various challenges within the stages of teaching (Anthony et al., 

2019; Bettini et al., 2018; & Duarte, 2019). Taylor et al. (2019) claimed that heightened 

levels of novice teacher exhaustion connected to emotions can lead to decreased levels of 

optimism about their career within the first year of professional practice. Wronowski et 

al. (2019) reported that teachers are more apt to continue in their profession if they have 

positive work perceptions. Consequently, Williams et al. (2021) stated that schools have 

turnover rates as high as 22% if they employ teachers with least favorable opinions of 
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school climate. Novice teachers face challenges in various areas, including novice teacher 

attrition, novice teacher needs, effects from TPPs including knowledge transfer from 

TPPs to professional practice, and overall workload challenges. These challenges affect 

retention (Redding & Henry, 2019) and commitment to the profession (Wronowski et al). 

Britt et al. (2016) concluded that educators and policy makers have a critical role in 

supporting new teachers. Katz’s (1972, 1974) conceptual framework was the theory used 

to base the study’s implications regarding the challenges of teaching based on research. 

Katz’s framework supports that novice teachers experience stages in teaching and have 

challenges within their first year of teaching. The literature explored in this literature 

review validated the need to investigate novice kindergarten through Grade 3 teachers’ 

perspectives regarding the challenges of teaching. As shared in the introduction, Dishena 

and Mokoena (2016) concluded that continued research focusing on evaluating and 

assessing perspectives of working conditions of novice teachers is warranted. Equally, 

Curry et al. (2016) agreed that further research is needed on the transitions and 

perspectives of novice teachers, and the outcomes generated for students and schools. 

Research in these areas will inform educational practice on how to better assist new 

teachers with the challenges of teaching and influence society and the practices of 

education. The data collected was used to understand the perspectives of novice ECEs on 

the challenges of teaching. In Chapter 3, I describe the research data collection process 

and explain findings from the research. 
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Chapter 3: Research Method 

The purpose of this basic qualitative study was to explore novice kindergarten 

through Grade 3 teachers’ perspectives regarding the challenges of teaching. Rose and 

Sughrue (2021) ascertained that researchers have not yet discovered how to help novice 

educators solidify classroom success. Rose and Sughrue further argued that leaders need 

to be highly aware of understanding the challenges that teachers face. Since little is 

known about the perspectives of novice ECEs and the challenges of teaching, through 

this study, I aimed to inform educational practice on how to better assist new teachers 

with the challenges of teaching.  

In this chapter, I began by describing the research design and rationale for the 

study. I continued with the role of the researcher, including descriptions of the 

methodology used as the foundational framework for the study. The chapter continued 

with explanations of the study’s participant selection process and the procedures for 

recruitment. Further, the data collection and analysis plan are outlined. The chapter 

concluded with an explanation of trustworthiness, validity, and ethical procedures of the 

study. 

Research Design and Rationale 

A basic qualitative study framed the research design and rationale to answer the 

research question, What are novice kindergarten through Grade 3 teachers’ perspectives 

regarding the challenges of teaching? The central phenomenon of the study was to 

explore the challenges of teaching by exploring novice kindergarten through Grade 3 

teachers’ perspectives regarding their challenges of teaching. Gathering perspectives 
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from ECEs supported a qualitative approach as I sought to provide the teachers with a 

method of hearing their voice and understanding their challenges.  

The tradition of qualitative research is founded on the pursuit of identifying ways 

that people experience the world around them through their personal views and 

approaches (Ravitch & Carl, 2019). Using a qualitative research approach yields a 

mixture of responses including fact and point of view (Babbie, 2020). A basic qualitative 

design utilizes “social constructivism,” meaning to use a small sample size (Merriam & 

Tisdell, 2016). Utilizing a basic qualitative design was appropriate because it allowed me 

to use a small sample size (Hennink & Kaiser, 2022) by interviewing 12 novice 

kindergarten through Grade 3 teachers. Since exploring novice ECE’s perspectives 

regarding the challenges of teaching is a social issue, the qualitative social constructivism 

methodology of having a small sample size was an appropriate fit for my study.  

This study allowed me to use purposive sampling (Babbie, 2020). Purposive 

sampling permitted me to select informants who are novice educators with 1 to 3 years of 

experience and having characteristics that are in common (Babbie). Through this study, I 

hoped to show the perspectives of the challenges of teaching for novice educators. The 

approach decided upon depends on the research question (Ravitch & Carl, 2019). Based 

on the goals of this study to make meaning and understand the phenomenon of novice 

kindergarten through Grade 3 teachers’ perspectives regarding the challenges of teaching, 

a quantitative study would not have been appropriate because it would have focused on 

numerical data and the quantification thereof to interpret it through statistical analyses 

(Babbie).  
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There are various other ways to conduct qualitative research (Babbie, 2020). 

Grounded theory focuses to create theory that comes from research data or the field 

(Ravitch & Carl, 2019). Grounded theory can be conducted through analyzing documents 

or making observations (Ravitch & Carl). Grounded theory proposes to use observational 

data to derive theory from patterns, common categories, and themes (Babbie). Grounded 

theory would have been inappropriate for this study as I was not conducting observations 

of the educators, nor looking at any of their instructional plans or documents. Since the 

research question is based on gathering perspectives, neither observing the teachers nor 

analyzing documents was necessary. 

Content analysis studies recordings of human communications (Babbie, 2020). 

Types of sources that can be used for these recordings include songs, paintings, books, 

newspapers, poems, magazines, or speeches (Babbie). Although content analysis would 

have allowed me to analyze teacher lesson plans or other instructional documentation, the 

knowledge gained from lesson plans alone would not have been sufficient to explore 

teachers’ perspectives. Merely looking at recordings would not have allowed me to hear 

the perspectives of the educators. Therefore, content analysis was not used as an option 

for data collection for this study. 

Content ethnomethodology focuses on conversation analysis or the implicit 

assumptions through scrutiny of conversations (Babbie, 2020). Content 

ethnomethodology also analyzes people’s stories (Babbie). Content ethnomethodology 

would have allowed me an understanding of the participants’ stories; however, analyzing 

their stories would not have been effective to answer the research question. Ravitch and 
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Carl (2019) stated that it is imperative for the researcher to maintain the participant’s 

beliefs and feelings, therefore analyzing their stories would be ineffective. The 

participants were able to give their perspectives and those perspectives were documented 

as true (Ravitch & Carl).  

Phenomenology allows the researcher to make sense of their participants’ 

perceptions on a deep level (Babbie, 2020). Phenomenology was not reliable because 

people tell stories on how they make sense of their own reality (Babbie). This type of 

qualitative study was not the appropriate evaluative measure for this study because 

phenomenology also takes a deep approach to the research. As a student researcher, I did 

not take a deep approach to make sense of the participants’ perspectives or their own 

reality. A basic qualitative research study is appropriate for a novice researcher (Merriam 

& Tisdell, 2016). This basic qualitative research study allowed me to make meaning of 

novice kindergarten through Grade 3 teachers’ perspectives on the challenges of teaching. 

Role of the Researcher 

Qualitative research allowed me to be a part of the participants’ subjective 

interpretations of their own individual experiences (Ravitch & Carl, 2019). As the 

researcher, I conducted qualitative interviews with novice educators, defined in this study 

as those with 1 to 3 years of teaching experience, in a Southeastern state. Participants 

were individuals who responded to an email invitation and are considered novice 

educators. I participated by asking interview questions, collecting, and coding the data 

from the questions by categorizing them into themes.  
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Relationships and Bias 

Research can include personal bias in several forms and researchers must account 

for and acknowledge potential research bias (Ravitch & Carl, 2019). My role as the 

researcher did not impose any conflict of interest. I was not affiliated with any of the 

novice teachers who participated in the study. I conducted research in a county that I am 

not employed in. I did not hold any supervisory position over the novice teachers, nor 

have my children been taught by any of the novice teachers. Social location is when there 

is an intersection between how the researcher identifies themselves with the research 

(Ravitch & Carl). I was cognizant of the bias that could be imposed and conducted the 

study to prevent it. I ensured that social location (Ravitch & Carl) bias was removed from 

the research process. To also help ensure that I refrained from bias, I logged thoughts that 

arose during the interview, without interjecting my ideas into the interview. Using a 

journal can increase quality and validity in research analysis (Connelly, 2016; Vicary et 

al., 2017). I ensured that every interaction with the participants was professional.  

Member checking is a process to increase the validity and trustworthiness of my 

results (Merriam & Tisdell, 2016; Saldaña, 2021). I asked a colleague who holds a 

doctorate degree in education to be an expert reviewer. The expert reviewer analyzed my 

findings, to ensure that I accurately construed and communicated the data (Merriam & 

Tisdell). The expert reviewer only saw pseudonyms, not actual participant names. After 

the expert reviewer examined my findings for accuracies, they did not have access to any 

of the data or information that was viewed because it was stored on my password-

protected laptop.  
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Once 12–15 participants had been purposefully selected and before the interviews 

began, I ensured that participants knew their rights as participants in the study. 

Communicating this type of information is called informed consent (Babbie, 2020; 

Ravitch & Carl, 2019). Participants were briefed on their voluntary role in the study. I 

explained to participants the purpose of the study, their role within it, and potential risks 

and benefits of the study. I communicated details such as the amount of time that 

participants can expect to contribute, how the data are kept confidential and assigned 

pseudonyms are given to each of the participants. The participants were made aware that 

their role was voluntary and that they could opt out of the study at any time if they so 

desired. Participants were made aware that they could communicate needs or questions 

about the study to me through email at any time. Informed consent is a vital process of 

research and allowed me to adequately inform the participants of the processes of the 

study (Ravitch & Carl). Further, the format and interview protocols were handled 

according to qualitative research interview guidelines such as refraining from questions 

that illicit bias and recording responses exactly (Babbie). 

Participants were also made aware that their voluntary role would not include 

monetary compensation or reciprocity. Reciprocity to participants for giving back in 

exchange of their time can be seen as a positive; however, reciprocity in the forms of 

monetary compensation is not deemed as appropriate and straddles the lines of ethics 

(Ravitch & Carl, 2019). Even though participants did not receive monetary 

compensation, at the conclusion of the study, after my paper is posted in ProQuest and I 

graduate, my participants will receive a thank-you card and a small token of appreciation, 
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a professional notepad, for their time and sharing of ideas. This type of tangible gift is 

seen as appropriate for a research study (Ravitch & Carl). The research process was 

conducted in the utmost care to minimize and eliminate bias yet show appreciation to the 

participants for their time and contributions to the study. 

Methodology 

The purpose of this basic qualitative study was to explore novice kindergarten 

through Grade 3 teachers’ perspectives regarding the challenges of teaching. Since this 

study relied on the experiences of novice educators, a basic qualitative study was 

appropriate. Merriam and Tisdell (2016) stated that a qualitative study uses the researcher 

as the primary data collector and their purpose is to understand the phenomenon’s 

meaning. The qualitative researcher focuses on process, understanding, and meaning to 

understand how participants explain their encounters, how they define their worlds, and 

the meaning they assign to their experiences (Merriam & Tisdell). 

Participant Selection 

The participant population included selecting and soliciting feedback through 

semistructured interviews from 12 to 15 novice educators with 1 to 3 years of experience 

teaching kindergarten through Grade 3. The population included 55 ECE teachers (i.e., 

Grades K-3) from 20 elementary schools in a specific district of a Southeastern state. As 

each school had one to six classroom teachers for each grade level, there were 55 teachers 

in this participant pool. In this study, I used purposive sampling of individuals who met 

the criteria, as confirmed by the participants of 1 to 3 years of experience as a 

kindergarten through Grade 3 ECE. Purposive sampling allows the researcher to select 
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participants based on their personal knowledge as it relates to the purpose of the study 

(Babbie, 2020; Ravitch & Carl, 2019). Merriam and Tisdell (2016) stated that the sample 

selection in a qualitative research study is often purposeful, specific, or not random, and 

small, as opposed to quantitative research where the sample size is larger and more 

random. Therefore, a small sample size of 12–15 participants was appropriate to conduct 

a basic qualitative study (Merriam & Tisdell). The actual sample in this study was 12 

teachers; due to COVID-19, there was not an equal distribution of interviewees across all 

grade levels. 

The first step in the recruitment process was to obtain approval to begin the study 

from Walden University’s Institutional Review Board (IRB). Then, I contacted the school 

district representative who oversees research within the district for their approval to use 

staff in their district as participants. After obtaining approval from the district 

representative, I solicited the principals at each school to identify potential participants in 

their school who held the qualifications of a novice kindergarten through Grade 3 

educator with 1 to 3 years’ experience. The school district where the study took place had 

an adequate number of potential candidates who could participate in the study. The 

county has over 20 elementary schools with a range of newly inducted teachers. There 

were 55 teachers in this participant pool. 

I also used purposeful snowball sampling or county websites listing staff as a 

backup recruitment process if needed. Participants were solicited to respond to an 

invitation on a first come, first serve basis to participate in the study based on the 

predetermined criteria of being a novice kindergarten through Grade 3 teacher with 1 to 3 
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years of experience. When respondents confirmed their willingness to participate, I 

emailed them a letter to participate in the study. The letter outlined the purpose of the 

study, the need for their experiential data, the timeline of the research process, possible 

outcomes of the study and included informed consent with a validation of the 

participants’ qualifications to ensure that they met the conditions for the study. I stopped 

recruitment after I received 12 to 15 confirmations to participate. If I had received more 

than 15, then I would have placed them on a waiting list in case others already identified 

could not participate or if data saturation was unmet. During the COVID-19 pandemic, I 

was limited to allow the responding participants to complete the sample. Due to snowball 

sampling, I did not have control over the number of participants who replied based upon 

grade level. I received at least two from each grade level. The number of schools 

represented in the district was determined after participant selection was complete. All 

my contacts were professional and timely, which helped build relationships to solidify the 

research process. Ravitch and Carl (2019) stated that it is imperative to partake in 

authentic engagement in all points of the research process—before, during, and after—to 

develop healthy relationships with the participants.  

I emailed participants to set up an individual time to discuss the procedures for 

interviews and data collection. During the video call, I outlined the purpose of the study, 

the need for the participants’ experiential data, the timeline of the research process, and 

explain informed consent with a validation of participants’ qualifications to ensure that 

they met the conditions for the study. The interview session then commenced. I shared 

with each potential participant that their involvement in the study was voluntary and that 
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all data collected, including their names, were confidential. Participants were assigned 

pseudonyms, so that their actual names were not used in the data reveal process. It was 

conveyed that the pseudonyms were used to clarify and communicate data results. 

Participants were also made aware of the strategies that were used to obtain and maintain 

data safety during the COVID-19 pandemic.  

Instrumentation: Semistructured Interview Guide 

Data collection was conducted through a semistructured interview process. 

Semistructured interviews allow the researcher to include specified interview questions 

with all participants, but then follow a unique conversation pathway to clarify responses 

as needed (Ravitch & Carl, 2019). The tools needed to conduct the research included an 

interview protocol (see Appendix), a computer to hold the videoconference call, and an 

audio recording device. The interview questions were specific and followed interview 

protocol. The interview questions were created and derived from the research question to 

help facilitate an understanding of the phenomenon. The research question was 

considered a knowledge question (Ravitch & Carl). Ravitch and Carl stated that 

knowledge questions seek to solicit facts from lived experiences. The facts provided by 

the participants’ lived experiences gave me details and understandings for the research 

phenomenon, which provided a sufficiency of data to answer the research question. Since 

the participants shared facts from their own lived experiences, the interview protocol 

allowed for content validity (Babbie, 2020). The interview protocol included 

demographic questions to help break the ice and get participants comfortable in the 

interview process. The demographic questions asked the participants’ years of 
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experience, the subject matter that they teach, the current grade level that they teach, 

other grades that they have taught, if they have served at their current school or other 

schools in their induction years. I then proceeded to ask questions aligned to the research 

question to help me as the researcher gain data to understand the phenomenon of the 

challenges of teaching for novice kindergarten through Grade 3 educators who have 1 to 

3 years’ experience. Babbie stated that having familiarity of the interview questions, 

precisely documenting the answers, and engaging in clarification ensures that 

interviewees interpret the questions clearly. Vicary and Ferguson (2024) stated that using 

a journal aids the reflection and analyses process. I used a journal as part of the data 

collection process to eliminate researcher bias by taking notes during each interview. I 

recorded body language and notated other behaviors or insights (Merriam & Tisdell, 

2016).  

Procedures for Recruitment, Participation, and Data Collection  

Participants are a vital part of research, as they can provide information about 

their experiences; allowing the researcher to construct an analysis about the phenomenon 

(Babbie, 2020). I confirmed participation once I received the consent statement. 

Additionally, I provided participants with procedures on how to exit the study if needed. 

Exiting the study only required an email stating the desire to exit and any other guidelines 

as designated by Walden’s IRB. Data collection took place via a videoconference call to 

allow for safety protocols during the world health pandemic, COVID-19, and to ensure 

accurate transcription. If a video call was not available, then a telephone call would have 

been utilized. The advantage of a video call was that participants were able to choose 
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their own location for the interview, which allowed for privacy. The videoconference call 

was designated at a certain time, and only selected invitees could participate in the call 

through a personal invitation. I was in my office at home with the door closed to keep the 

interview process confidential. The duration of the interview was approximately 30 

minutes to 1 hr. The frequency of the data collection interviews was to only need one 

interview session. However, if follow-up was needed to clarify data, then follow-up 

procedures were to set up a second interview communicated on a case-by-case basis. This 

follow-up was not anticipated as the interview protocol was used to ensure that all data 

were collected within the original interview. According to Ravitch and Carl (2019), the 

data collection process is effective when the researcher has the understanding that the 

participants are the experts of their own experiences. Participants were aware that the 

interview would be recorded for audio only, which aided in the data collection process. I 

used basic Microsoft Word and Excel software, along with a backup device to record 

audio. The audio recording provided an additional opportunity to add to my journal notes, 

notating distinct phenomena. The audio recording was transferred to my personal 

Microsoft One Drive account. The recordings were deleted from the original device, then 

transferred to a password-protected hard drive that will be stored for 5 years, the amount 

of time designated by Walden University’s storage guidelines.  

During the interview, I stayed in alignment with the interview protocol to ensure 

that each participant had equal opportunity to state their facts and lived experiences as it 

related to the research. Having an interview protocol with familiarity of the questions, 

asking the questions exactly, recording the answers precisely and probing for clarification 
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as needed ensured that participants interpreted items as intended (see Babbie, 2020). 

During the interview, participants were given enough wait time to formulate and respond 

to the questions. If participants seemed to need clarification of the question, then the 

semistructured interview process allowed for the flexibility to probe as needed (Ravitch 

& Carl, 2019), through paraphrasing the questions.  

The demographic data collected were the teachers’ years of experience, the 

subject matter, grade levels taught, if they have served at their current school or other 

schools in their induction years. These demographic data informed the research question 

regarding the challenges of teaching for a novice teacher. The data were reported in an 

aggregated format to protect the anonymity of the participants. The demographic data are 

noted in Chapter 4 as the analysis of the research question was commenced. The 

frequency of the interviews was planned to be two to three interviews a week. The 

duration of the interview process was planned to be between 5 to 8 weeks to complete.  

Data Analysis Plan 

Data analysis is descriptive and analytic, seeking to deeply understand meanings 

and complex processes (Ravitch & Carl, 2019). In this section, I discuss the plan for 

assessing the data and discovering themes. Babbie (2020) stated that in research there is a 

link between theory and analysis where the researcher works to discover patterns between 

variables. These data in this study were analyzed based on the results of the research 

questions and coded for themes inherent from the participants’ statements (Babbie,).  

Qualitative data analysis allows researchers to examine social research data 

(Babbie, 2020). The data process starts with the research question based from the 
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conceptual framework. The process includes a connection between the research 

questions, which informs the interviews questions, then the coding process of the 

interview questions’ answers, leads to an analysis of the phenomenon. The researcher 

strives to discover patterns to make a link between theory and analyses (Babbie). The 

research question framing the study was: What are novice kindergarten through Grade 3 

teachers’ perspectives regarding the challenges of teaching? Participants were asked five 

demographic and 10 research questions to inform the overall research question in a 

semistructured interview, where they can freely and verbally describe their challenges. 

Participants were made aware prior to commencing the study that their contributions 

were confidential and identifiers such as pseudonyms and codes were used in displaying 

of data. Upon completion of the interview, the responses were transcribed with use of the 

NVivo transcription software.  

Levitt et al. (2018) stated that within qualitative research, the researcher has the 

duty to report the situatedness of their findings. To accurately reflect the transparency of 

the data collected, I used in vivo coding (Saldaña, 2021) which is derived from using the 

precise language spoken from the participants. The initial coding of tagging data is called 

open coding (Merriam & Tisdell, 2016). Further refining the codes and relating them to 

other categories is called axial coding (Merriam & Tisdell). Then, hypothesis and 

synopsis of the data are made in the selective coding stage (Merriam & Tisdell). I made 

categorizations of prominent themes and sub-categories of related themes. This process is 

called thematic analysis (Ravitch & Carl, 2019). In thematic analysis, which is used in 

multiple methodological approaches, I developed themes based on the answers given in 
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the interview by the participants (Ravitch & Carl) to answer the research question. I 

utilized an expert reviewer to examine my analysis. The expert reviewer was a 

professional in the field of education, who has their doctorate degree. An effective part of 

research is to not only have a broad and narrow familiarity with the content, but to also be 

adept to the type of method used to disaggregate the data (Levitt et al.). 

Coding is an instrumental component of research data collection. Through coding, 

the researcher makes notations next to pieces of data that seem relevant to answer the 

research question (Merriam & Tisdell, 2016). More specific, in vivo coding allows for the 

researcher to keep the data engrained in the participants’ own language (Saldaña, 2021). 

After the interviews were transcribed, I used in vivo coding to help me concentrate on the 

similarities of the words and phrases used by the participants to answer the questions 

during the interviews (Saldaña). I managed the data with a basic Microsoft Excel 

spreadsheet. Babbie (2020) stated that to get to a theoretical understanding of social life, 

coding allows for that higher purpose through a discovery of patterns. In vivo coding was 

used until there were no longer any new themes or data observed or revealed (Merriam & 

Tisdell). The expert reviewer reviewed the accuracy and credibility of the coding process 

(Merriam & Tisdell; Saldaña). This process is known as member checking and it 

increases the validity and trustworthiness of the results and overall study (Merriam & 

Tisdell; Saldaña).  

Discrepant Cases 

It is imperative that researchers do not force data into their own biased ideals 

(Ravitch & Carl, 2019). It is a researcher’s obligation to maintain the fidelity of 
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participants’ feelings, thoughts, beliefs, and experiences (Ravitch & Carl). Negative 

findings can be a part of all valid research and the truth should be presented (Babbie, 

2020). I reported conflicting data that showed alternate perspectives to themes and that 

challenge the findings (Ravitch & Carl). This approach validates the data and the 

understandings of the research phenomenon.  

Trustworthiness 

To establish trustworthiness, the researcher must thoroughly examine the 

perspectives of the participants (Ravitch & Carl, 2019). When a researcher can discuss 

the limitations of a study, then the trustworthiness is increased (Ravitch & Carl). 

Trustworthiness is also established through implementing measures to ensure that the 

data adequately shows the real meaning of the researched concept (Babbie, 2020). I 

examined several concepts to increase the trustworthiness of my study: credibility, 

transferability, dependability, and confirmability. Establishing credibility, transferability, 

dependability, and confirmability are processes to assess the rigor in a study related to 

validity (Ravitch & Carl). 

Credibility 

To establish credibility, the data reviewed included the participants’ responses to 

the interview questions, coding of themes, journal notes throughout the interview process, 

and body language in the interview. To also increase the credibility of my data, my 

committee members served as expert reviewers to check my findings for accuracy. Then, 

to prevent researcher bias, I employed reflexivity where I was self-aware of my role as 

the researcher, to avoid partiality that may affect the results (Ravitch & Carl, 2019).  
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Transferability 

Transferability is how qualitative studies can be transferred or applied to broader 

contexts (Ravitch & Carl, 2019). Transferability is important because it places fidelity on 

a participants’ experiences (Ravitch & Carl). Transferability was achieved because the 

facts from the 12-15 participants were varied to capture a range of experiences.  

Dependability 

Dependability refers to the researcher having a reasonable argument, and the way 

that data are collected is reasonable for such argument (Ravitch & Carl, 2019). Further, 

establishing that data are dependable (Ravitch & Carl). In my study, the research was 

considered dependable because the participants had true lived experiences in the area 

researched.  

Confirmability 

Lastly, confirmability refers to a researcher not being objective, yet their findings 

able to be confirmed. (Ravitch & Carl, 2019). In my study, I used reflexivity to help 

ensure that biases were not imposed on data collection and confirmability is achieved 

because I was able to be objective. Reflexivity is the personal assessment of my own 

researcher identity, subjectiveness, and positions that I innately acquire (Ravitch & Carl).  

Ethical Procedures 

I ensured that ethical procedures were followed to add to the validity of the study. 

I presented the appropriate documentation for institutional permissions from my 

university and the school district to conduct the research and interview participants if 

requested. I gained IRB approvals to complete the research and present the data, resulting 
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in the completion of my proposed dissertation. Levitt et al. (2018) communicated the 

standards for qualitative research. I ensured that efficiency is demonstrated when 

recruiting participants and collecting data as to not have any ethical concerns in 

recruitment materials. I ensured that a secondary plan was in place in case the number of 

participants fell short of the communicated sample size. The plan was to secure at least 

12 to 15 participants; so that if it arose that participants must exclude themselves from the 

study, then I would still be in the sample range.  

As stated, the data collected during the study was kept confidential. Babbie (2020) 

stated that it is the researcher’s responsibility to communicate the confidentiality of the 

research study to the participants. Examples of assigned pseudonyms are NE1, NE2, and 

so forth to represent novice educator #1, novice educator #2. The pseudonym assignment 

numbers were also allocated randomly and not in any prescribed order such as ABC. 

While collecting the data, the data from the study were stored in my personal One Drive 

account which has a passcode only known to myself. Once completed, the data was 

transferred to a personal passcode protected hard drive and stored for 5 years in my home 

office, and any hard copies are locked in my home office according to the Walden 

University guidelines for research study data storage. After 5 years the data will be 

deleted from the hard drive, any hard copies will be shredded. 

Summary 

The purpose of this basic qualitative study was to explore novice kindergarten 

through Grade 3 teachers’ perspectives regarding the challenges of teaching. Participants 

were volunteers who are educators, selected through purposive sampling (Babbie, 2020). 
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Each one met the criteria of 1 to 3 years of experience teaching in the field of 

kindergarten through Grade 3 in a Southeastern state. The research method included a 

semistructured (Ravitch & Carl, 2019) interview process, where I transcribed and coded 

the data with in vivo coding (Saldaña, 2021). All data were categorized into themes to 

understand the phenomenon of the problem. Research was concluded when no new 

themes were determined.  

In this chapter, I provided an overview of the detailed methodology for the 

research process. In Chapter 4, I share the data and results of the findings from the 

research study.  
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Chapter 4 Results 

The purpose of this basic qualitative study was to explore novice kindergarten 

through Grade 3 teachers’ perspectives regarding the challenges of teaching. Data from 

semistructured interviews informed one research question: What are novice kindergarten 

through Grade 3 teachers’ perspectives regarding the challenges of teaching? Qualitative 

data analysis was used to inform the research question.  

The process began by gaining permission from a school district to conduct 

research in their county. After receiving permission to conduct the study from the district 

representative, I emailed principals to identify potential participants in their school that 

met the qualifications of the study. Potential participants were then emailed an invitation 

to participate in the study, which detailed the purpose of the study and the participation 

criteria. Potential participants who showed interest were then emailed a consent form and 

only needed to reply “I consent” to the email invitation. Participants were interviewed via 

the Zoom videoconferencing tool. The interview was recorded by audio only for note 

purposes. The data from the interviews and transcription were analyzed to develop codes, 

categories, and themes. Chapter 4 includes descriptions of the participant selection 

process, participant demographics, and the steps to collect and analyze data. 

Setting 

For the safety of the participants and the interviewer, due to the ongoing COVID-

19 pandemic, I conducted the interviews virtually using the Zoom videoconference tool 

in my personal home office. The interviews were held with 12 participants who were all 

ECEs who taught kindergarten through Grade 3. The interviewees were obtained by 
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using purposeful snowball sampling of kindergarten through Grade 3 teachers with 1 to 3 

years of experience. The participants were from several elementary schools in a 

Southeastern school district in the United States. All interviews were audio recorded and 

transcribed from the audio recording.  

Demographics 

I collected perspectives on the challenges of teaching from 12 Grade K-3 ECEs 

who had 1 to 3 years of experience from a school district in a Southeastern state. The 

participants shared their perspectives from their own personal experiences as an ECE. I 

communicated to each participant that their participation in the study was strictly 

confidential and that pseudonyms would be assigned to maintain confidentiality. Table 1 

includes an overview of the participants’ demographic information. 

Table 1 

 

Demographics of Research Participants 

# Participant ID Years experience  Grade taught Total n 

1 2 3  K 1 2 3 

1 NE12 X    X     

2 NE15 X    X     

3 NE10 X     X    

4 NE18 X     X    

5 NE21  X    X    

6 NE24  X    X    

7 NE26  X      X  

8 NE37   X    X   

9 NE33   X   X    

10 NE39   X   X    

11 NE31   X    X   

12 NE32   X     X  

 Total n 4 3 5  2 6 2 2 12 
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Data Collection 

The data collection process ensued after approval from Walden University IRB 

committee (Approval No. 12-13-21-0727383). Purposeful snowball sampling came 

from a participant population that included selecting and soliciting feedback through 

semistructured interviews from 12 novice educators with 1 to 3 years of experience 

teaching in the field of kindergarten through Grade 3 in a Southeastern state. Participants 

were emailed an invitation to participate in the study, which detailed the purpose of the 

study and the criteria to participate. The potential participants who showed interest to 

participate were then emailed a consent form. The potential participants who replied “I 

consent” to the email invitation were sent a link to attend the interview via Zoom. 

Participants agreed to a day and time that worked for them to interview after the school 

day work hours. The length of each interview was between 30 min and 1hr. Each 

participant was asked the same questions through use of a preestablished interview 

protocol to help maintain consistency in the data collection process. The questions 

included demographic questions and questions based on their perspectives of the 

challenges of teaching. The audio recording was conducted for note purposes only 

through a handheld recording device. The data were then transcribed from the audio 

recording using NVivo transcription software. The data were transferred and stored in my 

personal One Drive account. From the transcribed interviews, I used the open coding 

process (Saldaña, 2021). Before the interview, participants were reminded of the 

procedures and confidentiality of the interview. During each interview, I took notes as 

part of a reflective journal to capture notes and thoughts during the interview. I followed 
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the data collection and interview process as described in Chapter 3. All data were secured 

on my personal One Drive account that is password protected. The data were then 

transferred to a password-protected hard drive and will be stored for 5 years. I am the 

only person with my One Drive, hard drive, and computer password. 

Data Analysis 

I followed the data analysis plan described in Chapter 3 to analyze the interview 

data. The plan included preparation of the data for review and analysis, assigning a priori 

codes that aligned with the conceptual framework, followed by open then axial coding. It 

ended with forming themes based on coding. In this section I described each of the data 

analysis steps. 

Preparing the Data for Analysis 

In preparation for data analysis, I used Saldaña’s (2021) qualitative data analysis 

steps, which included organizing, preparing, and reviewing the data, followed with 

becoming familiar with and coding the data, generating themes, and then discussing and 

validating the findings. I used NVivo transcription software to form the initial transcript. 

Then, I listened to the audio recordings myself to align them to the transcripts created 

from the NVivo software to ensure that the transcripts accurately matched the audio.  

I used a Microsoft Excel workbook with worksheets to organize the interview 

data. I read each transcript and sorted the responses by interview item, which allowed me 

to compare the individual participant responses in the context of the interview question 

rather than just the complete interview. This step was useful because it allowed me to 

focus on specific details related to each question. The additional columns created in the 
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spreadsheet included the question number, pseudonym participant number, open codes, 

axial codes, and themes. I maintained the accuracy and confidentiality of the transcripts 

by maintaining a pseudonym as the only identifier. 

The next step was to become familiar with the data. As I analyzed the individual 

responses, it was beneficial because I was able to read the responses individually as they 

were grouped within the same question. This allowed for a renewed perspective on the 

data collection as they were within each question as opposed to the full interview 

responses from each individual interview.  

Coding Procedures and Processes 

I used a cyclical process to develop a priori, open, axial, and selective codes to 

create the themes from the data. The coding process “is cyclical comparing data to data, 

data to code, code to code, … and back to data” (Saldaña, 2021, p. 68). The interview 

questions were all aligned to one research question. I was able to go back and forth 

between the data and codes to ensure formulating themes that answered the research 

question.  

I began by hand coding the data. I began with repeated words. I located every 

instance of a repeated word within each group of questions. This initial step was vast as 

many answers were detailed, in depth, and had several repeated words or thoughts. 

Looking at repeated words helped me to see commonalities and differences. I then looked 

at similarities in thoughts expressed; for example, if words used were not quite the same, 

but the thoughts were similar. Last, I looked at outliers or singletons, words or thoughts 

that were not expressed by any others, but were viable for the coding and data analysis. I 
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also used Excel’s various color tools to help distinguish the data by color coding each 

column and highlighting prominent words and phrases that were key to the coding 

process. This technique of layered color-coding helped me to analyze the data to identify 

the themes. 

The Excel document allowed me the flexibility to continue to review the data in 

various formats. I reviewed it isolated by question, and collectively in conjunction with 

other respondents’ answers. I could easily reflect on the data to see patterns between the 

various respondents’ answers and within each individual participant. The spreadsheet 

allowed me to continually manipulate and organize the data as needed to disaggregate it. 

I made notes of prominent thoughts, which allowed me to develop broad open codes. The 

open codes were then consolidated to form categories or axial codes. These axial codes 

were then reviewed and analyzed to create themes. 

A Priori Coding 

The study’s conceptual framework, Katz’s (1972, 1974) developmental stages 

theory, was used to begin the coding process. Katz’s framework included four stages of 

development from the start of a teacher’s career throughout maturity in the field. Ravitch 

and Carl (2019) stated that a priori coding is a form of coding that involves looking for 

something specific in the data. To read the data, each participant’s response was first 

categorized into four developmental stages. The stages and the corresponding code for 

each were survival (S), consolidation (C), renewal (R), and maturity (M). During the 

coding, I selected the developmental stage that most closely aligned with the 

respondent’s described experience. I carefully reviewed the experiences to be able to 
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code them, aligning them to a stage. During this a priori process, I read the responses 

several times to look for specific details. I color-coded key words that were significant in 

data and that could help inform the next steps of the coding process. Although I analyzed 

the entire data set during this coding stage, some excerpts from the data were not coded 

to any of these stages. Table 2 includes examples of participant responses that I analyzed 

through the a priori coding process. The participants’ remarks were separated into 

differing key thoughts. Each thought was coded under the framework identifier that most 

closely related to it. 

Table 2 

 

A Priori Codes by Data Source With Examples for Katz’s (1972, 1974) Framework 

A priori code Participant Excerpt 

Survival NE12 I didn’t have enough practice and I wasn’t able 

to do it on my own. 

Consolidation NE33 I have to plan center activities for my students to 

try and differentiate, differentiate properly for 

my students. 

Renewal NE10 One of the main reasons why I’m pushed up into 

the next stage rather than just surviving 

because I know now I’m not alone. 

Maturity NE31 Now that I’ve got the forms down and I can turn 

them in and not get them handed back. 

 

Understanding the alignment of the participants’ responses with the a priori codes 

informed the thematic development as all 12 participants remarked on the first three 

stages but only four provided responses aligned with the maturity stage.  

Survival. Survival is the first stage of Katz’s (1972, 1974) developmental stages 

theory. The survival stage is characterized as a time when teachers are unable to manage 

the overwhelming responsibilities of their new role. Katz’s survival stage focuses on 
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whether a teacher can survive through the basic workday or not. In this stage, I 

specifically looked for descriptions that described challenges in their practice within the 

first 3 years of the teacher’s career.  

In the data review, for the survival stage, responses included but were not limited 

to, elicited the need for help, lack of understanding or experience, lack of confidence, 

feelings of anxiety, being overwhelmed or unprepared. All 12 participants, no matter their 

experience level of 1 to 3 years described at least one or more challenging experiences 

associated with the survival stage that occurred in Years 1, 2, and/or 3. There were 225 

instances of descriptions that correlated to the survival stage. 

Consolidation. Consolidation, the second stage of Katz’s (1972, 1974) 

developmental stages theory, is when the teacher generally recognizes that they can 

survive and begin focusing on specific areas and problems to address. Training in this 

stage can still be on-site with careful guidance from the trainer/mentor (Katz, 1972, 

1974). I specifically looked for descriptions that described a form of consolidation in 

their practice within the first 3 years of the teacher’s career. There were 88 instances of 

descriptions that correlated to the consolidation stage. 

In the data review, for the consolidation stage, responses included the topics of 

receiving help or training, using differentiation, learning strategies, beginning to or 

understanding processes, and knowing what to teach were assigned this category. 

Participant NE24 described consolidation as not being “too hard on themselves.” 

Participant NE37 described keeping up with paperwork and documentation as an area to 
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focus on for development. All 12 participants described at least one or more experiences 

associated with the consolidation stage.  

Renewal. The third stage of Katz’s (1972, 1974) developmental stages theory, 

renewal, is when the teacher aspires to try something new with renewed and fresh ideas. 

Training and support during this stage can be off site through conferences or seminars. I 

specifically looked for descriptions that described any form of renewal experiences in 

their practice within the first 3 years of the teacher’s career. There were 86 instances of 

descriptions that correlated to the renewal stage. 

In the data review, for the renewal stage, responses included but were not limited 

to, those that shared feeling more confident, sharing resources or skills, contributing to 

discussions, figuring things out, effectively implementing instruction, and getting easier. 

Participant NE26 described, “Feeling more comfortable with the content since they 

taught it the year prior.” Participant NE21 described “the feeling of renewal through full 

team support in lesson planning, so that they could focus on just the teaching aspect.” 

The teachers had a better sense of confidence the more time they spent in their careers. 

Maturity. Maturity, the last stage of Katz’s (1972, 1974) developmental stages 

theory, is reached within 3 to 5 years of teaching and is when teachers have developed 

their craft. During the maturity stage, the teacher is at a point where they can ask deeper, 

more thought-provoking questions regarding their performance. Training at the maturity 

stage can involve conversations with other mature teachers or those working towards 

higher degrees in the field. I specifically looked for descriptions that described a form of 
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maturity in their practice within the first 3 years of the teacher’s career. There were 10 

instances of descriptions that correlated to the maturity stage. 

In the data review for the maturity stage, responses included statements like “I got 

this,” receiving good feedback on observations, not receiving corrective actions, teaching 

others, and knowing the answers. Participant NE39 described levels of maturity as 

“having a more positive year than their first 2 years.” Participant NE31 described a level 

of maturity as feeling like a “smart teacher.” Of the five participants who had 3 years of 

teaching experience, only two participants described an experience of reaching a level of 

maturity. Adversely, there were two teachers with 1-year of experience that remarked that 

they had reached the maturity stage in a certain aspect of their career.  

Summary. Through the initial a priori coding process, I discovered that 

participants had knowledge and experiences in all four developmental stages of Katz’s 

(1972, 1974) conceptual framework, which informed their perspectives on the challenges 

of teaching. Katz’s framework concluded that teachers can reach the maturity stage 

within 3 to 5 years. However, all participants with 3 years’ experience did not 

communicate that they had reached a level of maturity. 

Open Coding 

There is no right or wrong way to approach the coding process (Ravitch & Carl, 

2019). After I created initial codes aligned to the conceptual framework through a priori 

coding, I began to form open codes. Open coding is the process of labeling or 

highlighting certain sections of text and assigning meaning, designated by a word or 

phrase (Ravitch & Carl). I reviewed the raw data and read through the commentary from 
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the participants to develop the open codes. I focused on key parts of their phrases that 

stood out to me or told a story of their experience that aligned to the components of the 

framework.  

In the open coding process, I read through all interview answers. Within the Excel 

documents, I color-coded key thoughts or phrases in blue to help them stand out from 

other non-coded commentary. I then summarized or paraphrased the commentary to form 

the open code. I then made mental notes and constantly referred to previous statements or 

phrases that were related, to ensure that I labeled similar commentary the same 

summarizing open code. Since I only had one research question and qualitative 

interviewing captured the interviewees perspectives, data were only coded if they 

informed and were in alignment with the research question. 

As I proceeded through the data and noticed differences and similarities, I made 

continual adjustments to the open codes, refining the thought or phrase associated with it. 

I was able to adjust the codes by adding key terms, reducing terms or phrases, and 

clarifying terms. This process proved helpful in seeing the complexity of certain 

tendencies or behaviors. I continued to name and refine codes like motivating self, self-

care, confidence, and emotional needs. Every response solicited an open code; they did 

not all align with a designated a priori code. For example, participant NE39 discussed 

“low student numbers.” This phrase was connected to an open code, but not to an a priori 

code. The data elicited over 300 open codes which were grouped into more meaningful 

categories in the next step of axial coding. Table 3 displays various participant excerpts 

that align with open codes. 
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Table 3 

 

Open Codes by Participant With Excerpts 

Open codes Participant Excerpt 

Time consuming NE15 “We know teaching is time consuming. I did 

not realize how time consuming” 

Teaching is very hard NE18 “So, teaching to me, it’s very hard.” 

Parental NE21 “Not necessarily have families that will work 

with you or work as a team.” 

Classroom management NE32 “Maintain classroom management because 

that is something that could become our day 

to day challenge.” 

Relationships NE10 “I feel like in my class I’ve slowly learned to 

address each individual child.” 

Administration NE24 “From administration, why just continue to 

reinforce. Hey, you’re doing this right? 

Good job doing this. I liked how you did 

that, but also just give me feedback. Still, 

give me feedback, help me improve” 

Mental NE12 “I did experience a lot of anxiety and a lot of 

fears going into the first year.” 

Stages NE31 “I’m the representative for the grade level.” 

 

Axial Coding 

Axial coding “occurs once you have established codes” (Ravitch & Carl, 2019, p. 

250). During this stage, I reviewed the interview responses and open codes to find 

connections or relationships among passages. Similar open codes were grouped together. 

Then, I summarized the general meanings for each code to assign a code to the category 

or axial code. For example, I grouped every morning stress and anxiety, and nervous and 

anxious about establishing my grounds to form the code anxiety; and I also grouped 

“don’t feel like administration supports [with] behavior like they should” and “need more 

help from admin with behaviors” to form the category administrative support. The code 
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lack of time was created when I grouped not enough time with tasks like parent 

communication, grading, planning and not enough time to meet students’ range of needs 

together. Through several rounds of analysis and collaboration with my committee, I 

grouped the 300+ open codes into categories that informed eight axial codes. Table 4 

contains the axial codes with participant excerpts from the data set. 

Table 4 

 

Axial Codes With Participant Excerpts 

 Axial codes Participant Excerpt 

1. Work–life balance NE10 “Don’t have enough time.” 

2. Relationship building and 

classroom management 

NE18 “Students had no sense of classroom 

management.” 

3. Lack of knowledge  NE33 “No idea what you we’re doing.” 

4. Support from other 

colleagues: administrators, 

mentors, & peers 

NE26 “Your team, they are great 

resources.” 

5. Mental health NE37 “Reflect on, reflect on what worked 

best and if it don’t work best, 

don’t be afraid to change it to suit 

your students. It gets better. 

6. Lack of parental support NE39 “The stress of dealing with parents 

and behaviors.” 

7. Stages of teaching NE39 “I definitely agree that that first year 

is survival mode.” 

8. Challenges with 

unexpected factors 

NE33 “Trying to manage keeping their 

focus and attention through the 

computer was just very hard.” 

 

Thematic Analysis 

Coding is a process of assigning meaning to data (Ravitch & Carl, 2019). 

According to Saldaña (2021), after applying coding methods, a researcher has made new 

connections, insights, and discoveries. To create themes, I analyzed the axial codes that 
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first seemed to naturally relate to each other; For example, support from other colleagues, 

administrators, mentors & peers, and lack of parental support were aggregated as one 

code. This process helped me to form new patterns of alignment from the data. The 

findings emerged into theme statements that represented the participants’ beliefs or 

thoughts as related to the phenomenon of addressing the research question. In this study, I 

specifically addressed themes that related to the research question: What are novice 

kindergarten through Grade 3 teachers’ perspectives regarding the challenges of teaching. 

Through my analysis, I created two theme statements that accurately depicted the 

categories of the coding process:  

• Theme 1: Teachers indicated that support from administration, mentors, 

parents, and other people were needed to be successful. 

• Theme 2: Teachers indicated that they experienced challenges with work–life 

balance and mental health. 

After I identified the themes in this study, I verified their alignment with the research 

question in this study and shared the findings. The Results section includes a discussion 

on the development of each theme and how it informs the research question. Figure 1 is 

an alignment matrix of the codes, themes, and the elements of the conceptual framework. 
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Figure 1 

 

Coding and Thematic Analysis Matrix 

Coding & Thematic  

Analysis Matrix 

A PRIORI CODES 

FRAMEWORK INFORMED THEMES 

SURVIVAL CONSOLIDATION RENEWAL MATURITY 

Excerpt n 225 88 86 10 

Participant n 12 12 12 4 

THEME 1→ Success requires support from administrators, mentors, peers, & others. 

THEME 2→  Challenges with work/life balance & mental health. 

RQ Construct → 
SUCCESS → SUPPORT 

FROM OTHERS 
CHALLENGES  Participant 

n = 12 

Open 

Codes n 

Axial Codes 

n = 8 

1.  12 71 Support from 

other 

colleagues: 

administrators, 

mentors, & 

peers 

X  

2.  10 67 Relationship 

building and 

classroom 

management 

X  

3.  9 15 Lack of parental 

support X  

4.  11 91 Lack of 

knowledge X  

5.  12 51 Stages of 

teaching 
 X 

6.  12 110 Work/life 

balance 
 X 

7.  12 56 Mental health  X 

8.  8 30 Challenges with 

unexpected 

factors 
 X 
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Discrepant Cases 

Discrepant cases are cases that do not conform or fit a particular pattern of the 

data (Ravitch & Carl, 2019). In this study, the only discrepant cases in the data were 

challenges related to the onset of the health pandemic, COVID-19. If participants 

expressed a teaching challenge that was related to the effects of COVID-19, then those 

challenges were grouped into one axial code, which was later labeled COVID-19 

challenges. This code particularly related to any challenge that developed or was a 

challenge that was the imminent cause of the pandemic.  

Results 

The purpose of this basic qualitative study was to explore novice kindergarten 

through Grade 3 teachers’ perspectives regarding the challenges of teaching. There were 

two themes derived from the data analysis that informed this research study. The 

following discussion includes participant excerpts that informed the thematic analysis as 

related to the research question.  

Thematic Alignment to the Research Question 

As I analyzed the findings from the data, two themes emerged that addressed the 

research question. In the following discussion, I describe the occurrence of each theme 

through the basis of the conceptual framework and its relevance to the problem. The 

interview data were used to inform the research based on each participant’s experiences, 

informing their perspectives. Finally, I show how the research question is addressed by 

the theme statements. Two themes occurred from these data to inform the research 

question in this study:  



76 

 

• Theme 1: Teachers indicated that support from administration, mentors, 

parents, and other people were needed to be successful. 

• Theme 2: Teachers indicated that they experienced challenges with work–life 

balance and mental health. 

Exploring how the themes informed the research question is key to addressing the 

purpose and problem in this study. 

Theme 1: Success Requires Support  

In Theme 1, K-3 teachers indicated that support from administration, mentors, 

parents, and other people were needed to be successful in teaching. This concept includes 

the idea that teachers indicated a need for support from others to help them to perform 

their jobs. In this scenario teachers receive advice from mentors or peers, support from 

parents on their children’s academics and behavior and feedback from administrators on 

their performance as well as support for classroom behaviors. All 12 participants 

remarked in their interviews that they felt support from others helped them develop as a 

professional. Theme 1 was informed by both open and axial codes. Four axial codes were 

developed to support this theme: support from other colleagues: administrators, mentors, 

and peers, relationship building and classroom management, lack of parental support, 

and lack of knowledge. 

Support From Other Colleagues: Administrators, Mentors, and Peers 

All 12 participants provided remarks that informed this axial code. Nine 

participants described the benefits of having a mentor to help develop their practice. In 

addition, eight participants described how having the support from peers was 
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instrumental in understanding their job duties. Participant NE21 said, “To survive my 

first year, I relied on my team members for their support and their guidance.” Further 

participant NE24 stated, “Sometimes I like to think I can do everything alone that I can 

do it on my own. I learned very quickly. Don’t do that. Use your support.” Participants 

indicated that support from others was beneficial during the survival stage.  

This theme also included the need for support from administrators with feedback 

on performance and support for classroom behaviors. Participant NE12 said, “Just a 

genuine relationship with administration is what I would have needed” and participant 

NE24 stated, “Just keep helping and keep pushing me to be what I can be to improve 

every day.” Eight participants discussed how having feedback from an administrator was 

essential in their growth. 

Relationship Building and Classroom Management  

Ten participants shared that student behaviors impacted classroom management. 

Participant NE26 stated, “Making sure that your students are getting everything they 

need. Because I feel like if I’m dealing with behaviors, and a lot, then I can’t give my 

students everything that they need.” In addition, seven participants referenced 

relationship building to help meet student needs and develop classroom management. 

Participant NE33 described how rewarding it is “when you see a child understands what 

you’re teaching.” This informed the need that building relationships with students was 

vital in having a successful classroom. 
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Lack of Parental Support 

Parental support proved instrumental in participant feedback as it was discussed 

that there is a need for parents to be more involved in their child’s education and more 

supportive of behavior concerns. Nine participants shared these perspectives. Participant 

NE31 stated, “I came into the field of education, assuming very much parental and 

educator partnership and a team building relationship for the sake of the child’s 

education, but parent support was not as consistent with each student, within each 

household.” Participant NE18 concurred by sharing, “Communicating with parents, it’s 

like they brush it off and it’s more so just a fix it at school problem, not let’s try to work, 

at home as well.” On the adverse, participant NE32 stated, “There is no class that ever 

prepared me for how to talk to parents.” Participants indicated that support from parents 

helped make a difference in their work and job responsibilities.  

Lack of Knowledge  

Teachers indicated that a challenge that they experienced was lack of knowledge. 

Eleven of the 12 teachers interviewed described an experience where they explained 

having a lack of knowledge on how to handle certain situations. For example, student 

teaching may have taken place in a certain community or demographic, where actual 

practice was in a different type of community. Teachers referred to the lack of knowledge 

on how to work with certain types of students. For example, one participant stated, “If I 

had student taught at a school on the other side of town, I would have seen more of the 

problems and been ready for it.” Teachers further referenced a lack of knowledge on 

developing certain aged students. Participant NE39 noted “I had a lot of upper elementary 
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experience in my student teaching years. So, you know, just figuring what first grade is 

all about and being able to figure out how to teach.” Along those factors participant NE18 

concluded that “student teaching can’t really prepare you, because you never know what 

your real classroom is going to be like.” Teachers referenced training gained from 

certificate programs did not always correlate to real world practice. Overall, teachers 

indicated that they needed support from others where they lacked knowledge so they 

could be successful. They indicated needing professional development to improve 

preparedness.  

Summary 

The findings from the interview data confirmed that teachers required support 

from administrators, mentors, parents, and others to successfully develop and sustain 

their teaching practice. Although 9 of the 12 participants specifically mentioned the value 

of a mentor in supporting their teaching success; eight also confirmed that peers and 

administrators were influential to their success. Teachers indicated that classroom 

management required their own involvement but also the perceived and sometimes 

hands-on support from others. They remarked that creating relationships with students, 

parents, and supportive people were key to their successfulness. They also expressed that 

the lack of relationship and support and knowledge was detrimental to their practice. 

Table 5 includes participant excerpts from four axial codes that informed Theme 1.  
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Table 5 

 

Axial Codes and Participant Excerpts Aligned With Theme 1 

Axial code Participant Excerpt 

Support from other colleagues: 

administrators, mentors, & 

peers 

NE12 “Just a genuine relationship with 

administration is what I would have 

needed.” 

NE32 “Lack of support from an administrative 

team, especially when they should 

have had prior experience.” 

Relationship building and 

classroom management 

NE26 “Trying to manage the behaviors.” 

NE31 “Better at behavior management my 

second year.” 

Lack of parental support NE31 “Lack of parental support was tough 

and frustrating.” 

NE15 “Conferencing with irate parents can be 

very draining.” 

Lack of knowledge NE15 “Taken for granted you know how to do 

things.” 

 NE24 “Differentiation, but didn’t see it in 

student teaching.” 

 

Theme 2: Challenges With Work–Life Balance and Mental Health  

Based upon the data analysis, elementary teachers indicated that work–life 

balance and mental health were challenges in teaching. All 12 participants made remarks 

in the interviews about work–life balance or mental health. This concept includes teacher 

statements that workload, unexpected challenges, and lack of self-confidence affected 

mental health and were challenges in teaching. In this effort, teachers would like to 

receive a fair workload, where they can keep work separate from life and that challenges 

do not affect their mental health. Theme 2 was informed by both open and axial codes. 

Four axial codes informed this theme: stages of teaching, work–life balance, mental 

health, and challenges with unexpected factors. 
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Stages of Teaching 

Katz’s (1972, 1974) developmental stages theory conceptual framework was used 

in this study; and these were evidenced in the participant data. The framework is based on 

the stages of teaching. All participants discussed the stages and moving between them. 

All participants also reflected on the survival stage. The survival stage is described as 

being able to get through the basic workday or not. Participant NE32 shared, “In my first 

year of teaching, I believe the time management was one of my main challenges.” 

Another participant referenced it like, “Just get ‘em fed, get them home, teach them 

something.” Another teacher answered, “I feel like I was learning as they were, as I was 

teaching it.” NE31 stated, “Like the first and second year I was just thinking, man, these 

teachers have so much more experience than me.” Teachers noted that the challenges of 

the survival stage were encompassed with various tasks, all at the same time. 

Work–Life Balance 

All 12 teachers discussed how there were functions of their jobs that were given 

to them to handle, yet they had not faced before. One workload factor was attending PLC 

meetings and eligibility meetings that they had not experienced. Participant NE26 

described, “It was just like a lot of talk and, you know, things I wasn’t familiar with at 

that time.” Participant NE33 mentioned, “The constant working—I have parents message 

me, at 10 o’clock at night; I know I can put a stop to it; but in my brain, it’s just hard for 

me to ignore something.” Participant NE31 also referenced late hours, “I would stay till 

the janitors leave. So, staying late and not having any time for myself.” Participant NE10 

described the workload as, “It feels like you’re scrambling and you’re reaching and 
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you’re constantly reaching. But there’s not enough hours in the day to do what you want 

to do successfully.” Participant NE26 concluded, “Just be prepared for any and 

everything that might come your way because there will be some challenges.” Teachers 

concluded that challenges with their workload tasks were overwhelming. 

Mental Health 

All 12 teachers shared how the workload, a lack of confidence, or giving self-pep 

talks contributed to their mental health. Participant NE31 stated,  

I told myself, it’s going to get better. Everybody goes through this their first year. 

I can do it. So, I think coaching myself and telling myself that this was just a 

phase of life and this was not forever. And I can do this. Mentally prepping 

myself.  

Participant NE31 continued with, “I think not sweating the small stuff. This year’s the 

first year. I’m learning, ok that’s not that big of a deal at the end of the day.” Teachers 

were able to gradually learn over time how to handle certain roles. 

Teachers responded that they had an awareness of their mental health. To help 

manage mental health, participant NE39 reflected on, “I did a lot of things to relax, I 

would take a bath, a walk or watch a favorite movie.” One participant mentioned, “I cried 

a lot. I know that once you cry, you feel better. So that was one of my survival outlets.” 

Participant NE33 stated, “I would give myself pep talks.” Lastly, participant NE37 noted, 

“Don’t give up. Keep pushing. Teachers are needed,” and “It gets better, it gets easier.” 

Teachers indicated that overwhelming responsibilities of their workload contributed to 

their need to seek ways to manage their mental health.  
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Challenges With Unexpected Factors 

Eight participants discussed unexpected factors related to teaching. One 

participant shared: 

I really wasn’t prepared for just how many different levels I had in my classroom 

at once. I have kids on a Grade 3 level. I have some that are pre primmer, and it’s 

like, how do I prepare myself? To me, all of these needs, when I have 17 different 

skills, I need to be teaching. 

Another participant described it as “there is a lot that you have to do as a teacher, 

that is more than just teaching.” Participant NE24 explained unexpected factors as “All 

the stuff they don’t tell you in student teaching because when you walk in a classroom, 

it’s like a cultural shock, they didn’t tell us about this or that.” The participant continued 

with:  

I wish I would have known that it’s a lot of work. Teaching is not just come there, 

teach the kids, and leave. Like you have to lesson plan. … You got to plan for 

whole group lessons, small group lessons. You have to be a great classroom 

manager. You have to be a counselor. You have to be a mother, a father like you 

have to be so many things for these kids. So, you know, I do wish I would have 

had more experience or would have known that before I started teaching. 

Unexpected factors related to teaching were varied depending on several contributors, 

ranging from TPP to the environment of real-world practice.  

Another unexpected challenge was the financial contribution that teachers make. 

Teachers referenced having to use their own money to get supplies for their classrooms to 



84 

 

get them ready for the school year. Participant NE31 mentioned, “I was buying 

clipboards, going to Goodwill and getting books so I could have books in my room. 

There’s just a lot of things that you don’t know you’ll need for your classroom.” Others 

mentioned getting supplies for students that did not have what they needed. Participant 

NE 37 stated, “As a first-year teacher, you know, having just graduated college, you 

know that, that was a pretty big financial undertaking.” One participant mentioned, “It 

would be beneficial for sure for there to be some sort of I guess financial assistance as far 

as like building your classroom and putting it together, because not all schools are 

financially supported, the same way.” Financial support for teachers can be varied in 

nature depending on the financial structure of the school or school system. 

Finally, another unexpected factor was teaching through COVID-19. One 

participant stated, “Teaching virtually was absolutely hands down, the most unexpected 

thing for me.” Some teachers described teaching during this time, made them feel as 

though “what’s considered my third year of teaching, was really my first year.” COVID-

19 presented several challenges that teachers had not experienced before. Participant 

NE33 stated, “As teachers … so it’s like we were all having to learn together, we 

navigated the virtual world together.” Teaching via hybrid method, posed to be 

overwhelming because as one participant described, “Their every move was now being 

watched by parents.” Participant NE31 concluded that teaching through COVID “was 

just chaos.” Teaching through a pandemic proved challenging in several noted and 

unnoted ways. 
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Summary 

The findings from the interview data confirmed that to create a successful 

teaching practice, teachers required work–life balance and specific efforts to maintain 

mental health. Informed by four different axial codes, all 12 participants expressed a 

desire for workloads that did not encroach upon their personal time as well as a desire for 

their support systems to prioritize mental health and improved well-being. They shared 

personal tools and efforts used to create more balance in their lives. Most teachers shared 

experiences where they felt unprepared to manage a classroom situation, and the data 

aligned with the survivor stage of teacher development. They also expressed they were 

challenged with unexpected factors, including the gap in transitioning from TPP to a 

“real” classroom as well as the educational interruptions created by the COVID-19 

pandemic. Table 6 includes participant excerpts from four axial codes that informed 

Theme 2.  
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Table 6 

 

Axial Codes and Participant Excerpts Aligned With Theme 2 

Axial code Participant Excerpt 

Challenges with 

unexpected factors 

NE10 “Pay is a challenge.” 

NE39 “Other teachers no experience with COVID 

either.” 

Stages of teaching NE37 “Experience reflecting on the previous year’s 

lessons and finding the right resources.” 

NE31 “Third year. I felt a lot more confident.” 

Work–life balance NE15 “So just being at work, having to separate that 

home and school life, getting that balance.” 

NE21 “Lean on that resource to take away one last 

thing I had to come up with from scratch.” 

Mental health NE18 “Mantra, at the end of the day that I did all I 

could with the short amount of time that I 

did have with my students.” 

NE24 “Lots of crying.” 

 

Thematic Summary 

In combination, Themes 1 and 2 revealed the challenges that participants 

experienced during Years 1-3 of their teaching. The 12 participants’ data sets were coded 

into four a priori codes based upon Katz’s developmental stages for ECEs—all 

participants provided data that indicated experience in the survival, consolidation, and 

renewal stages of teaching, but only four participants remarked about the maturity stage. 

Additionally, the assessed data resulted in over 300 open codes that were streamlined into 

eight axial codes—four of which informed each theme (see Figure 1).  

Evidence of Trustworthiness 

Trustworthiness helps to ensure that the research data and the reporting thereof is 

handled ethically. Trustworthiness means that the researcher will thoroughly examine the 
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perspectives of the participants (Ravitch & Carl, 2019). I followed the parameters 

described in Chapter 3 to ensure trustworthiness. During the interview, I followed the 

interview protocol questions and probed or asked clarifying questions if I did not 

understand the participant’s response. I used credibility, transferability, dependability, 

and confirmability to increase the trustworthiness of my study. 

Credibility and Transferability 

To ensure the credibility of my data, my committee members served as expert 

reviewers to check my data findings for accuracy. They reviewed deidentified data, 

thereby ensuring the confidentiality of the data. Transferability places fidelity on a 

participants’ experiences (Ravitch & Carl, 2019). In this study, I used the facts from the 

12 participants that captured a range of events, achieving transferability. I followed the 

steps described in Chapter 3 to keep the information transferable.  

Dependability and Confirmability 

Dependability refers to the stability of the data; meaning that the data are 

dependable that they are answering the research questions (Ravitch & Carl, 2019). To 

ensure alignment, my data analysis focused on one research question, purpose of the 

study, and conceptual framework. The data collected were about true, lived experiences, 

and were shared by the participants. 

Confirmability, transferability, and dependability are common processes to assess 

the rigor of a study as it relates to validity (Ravitch & Carl, 2019). Confirmability was 

achieved because I ensured that I maintained neutrality through using the semistructured 

interview protocol to collect data on their own personal experiences, not mine. I worked 
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through the research and coding process, as described in the data analysis plan to ensure I 

maintained reflexivity and avoided bias when coding or interpreting the data.  

Summary 

The outcomes from the interviews supported that teachers experience various 

challenges within the stages of teaching. Teacher challenges were more apparent in the 

first year of teaching, than in the third year. However, by the third year, challenges were 

still existent. In the third year, depending on the experience, some teachers still had 

experiences in the survival stage. This could be due to changing grade levels each year 

prior or other unforeseen factors like teaching through the COVID-19 health pandemic; 

which also posed challenges unique to the pandemic. Teachers stated that support from 

administration, mentors, peers, and other people were needed to be successful. Nine 

teacher participants recognized the need for parental support of their own student’s 

performance and behaviors. Additionally, nine participants referenced the need of 

confidence, self-encouragement, self-care, or mental health to manage their challenges. 

Further, the results from the interview data validated that the lack of knowledge, and 

experience in a certain area can be a factor with performance at any stage between 1 to 3 

years. 

In this chapter I described a basic qualitative study using interview data to explore 

novice kindergarten through Grade 3 teachers’ perspectives regarding the challenges of 

teaching. I used purposeful snowball sampling to identify 12 participants from the early 

childhood setting in the Southeastern part of the United States. I administered 

semistructured interviews by using the Zoom videoconference tool. I analyzed the 
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transcribed interview data using a priori, open, and axial coding. The data from the 

results are communicated in the recommendations and conclusions of my study in 

Chapter 5.  
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Chapter 5: Discussion, Conclusions and Recommendations 

The purpose of this basic qualitative study was to understand novice kindergarten 

through Grade 3 teachers’ perspectives regarding the challenges of teaching. Data from 

semistructured interviews followed an open-ended interview guide. The interviews 

informed one research question. The participants included 12 kindergarten through Grade 

3 teachers with 1 to 3 years’ experience who were purposefully sampled from one school 

district in a Southeastern state. Two themes were developed from the data analysis: 

• Theme 1: Teachers indicated that support from administration, mentors, 

parents and other people were needed to be successful. 

• Theme 2: Teachers indicated that they experienced challenges with work–life 

balance and mental health. 

In this chapter, I used Katz’s (1972, 1974) developmental stages theory as the 

conceptual framework and the literature review as the basis to interpret the findings from 

the data. The remainder of the chapter includes a discussion on the limitations of the 

study, recommendations for future research, positive social change implications, and an 

overall conclusion to the study.  

Findings and Interpretations of the Data 

In this section, I provide a summary of the two themes that developed from the 

data analysis. The themes were interpreted based on the conceptual framework and 

current research from the literature review on the challenges of teaching.  
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Connection of Themes to Katz Conceptual Framework  

This conceptual framework is based on Katz’s (1972, 1974) developmental stages 

theory for early childhood teachers. Katz’s theory surmises that teachers endure four 

stages of development from the start of their career throughout maturity in the field. The 

stages are described as survival, consolidation, renewal, and maturity. The data from the 

interviews revealed that all participants experienced the survival stage. Teachers 

described what they would need to help manage the overwhelming responsibilities of 

their role. All participants, no matter their years of service, described that to perform 

some aspects of their job, they needed the support and help from others to understand and 

manage their roles. Katz described that providing training support also varies by teacher 

need, stage, location, and timing. Theme 1 was identified through the survival stage as 

teachers indicated that needing help and support from administration, mentors, and other 

people and the lack of parental support and parent communication were challenges in 

teaching. Katz stated that training needs must be specific and directly guided towards the 

new teacher. Theme 2 was identified by teachers experiencing the stages of teaching, 

challenges from COVID-19, and challenges from mental health. 

Survival Stage 

Theme 2 also encapsulates any challenges experienced through all the stages. One 

participant in reference to the survival stage, stated, “This is a lot more baggage, than I 

was expecting to handle.” Katz (1972, 1974) summarized that instructional strategies 

learned in preservice environments will most likely not be referenced in under-pressure, 

challenging scenarios on the actual job as a new teacher. Teaching experiences can be 
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unique to the individual, where one teacher may find it to be survival, another may have 

moved on to consolidation, renewal, or maturity. All 12 participants, no matter their years 

of experience, faced challenges during the COVID-19 pandemic that reminded them of 

the survival stage. Many challenges that arose during the COVID-19 pandemic were first 

time challenges never experienced before. These experiences caused teachers of all levels 

to feel that they were in survival mode. 

Consolidation Stage 

The data from the interviews show that all 12 participants experienced the 

consolidation stage. The consolidation stage is when the teacher generally recognizes that 

they can survive and begin focusing on specific areas such as individualizing their lesson 

plans and their creativity in the classroom. All participants, no matter their years of 

service, described experiencing the consolidation stage in some aspect of their job. In the 

consolidation stage, teachers recognize a need to develop in the areas related to 

challenges described in Themes 1 (i.e., student behaviors and relationship building). 

Theme 2 (i.e., classroom management, workload, work hours, planning time, curriculum, 

and paperwork) indicated that work–life balance and mental health were challenges of 

teaching. These areas were identified as needing more attention and development for the 

educator to feel successful. Katz’s (1972, 1974) consolidation stage surmises that in this 

stage, new teachers will utilize the supports of specialists, consultants, and gain advice 

from colleagues. 
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Renewal Stage 

The data from the interviews show that all 12 participants experienced the 

renewal stage. The renewal stage is when the teacher has comfortably done the same 

thing repeatedly and aspires to try something new with renewed and fresh ideas. All 12 

participants described that after experience, they felt they had reached the renewal stage 

depending on the task in some form of their craft. Theme 2 is identified through these 

stages as teachers indicated that lack of confidence, pep talks, being self-critical, 

emotional, mental health, experience, and preparation, also in relation to 

demographics/poverty were challenges of teaching.  

These challenges also posed risks no matter which stage teachers were at—

survival, consolidation, renewal, or maturity. These experiences were so vast because the 

lack of knowledge, experience, and preparation could come from changing grade levels 

or schools. The teaching experience is there, but the knowledge and experience at the 

new grade level or school is not. The teacher’s craft is evaluated by themselves, and this 

feeling of inadequacy can lead to self-doubt, being self-critical or feeling emotional. 

Although the teacher is technically in the renewal stage, trying something new with fresh 

ideas; they are still migrating between the stages of survival and consolidation as they 

develop their craft. 

Maturity Stage 

Lastly, four participants reported reaching the maturity stage: two teachers with 1 

year of experience and two teachers with 3 years of experience. No teacher stated that 

they felt they had reached a level of maturity in all areas of their craft; their perceived 
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maturity was isolated to specific experiences. Katz (1972, 1974) stated that training at the 

maturity stage can involve conversations with other mature teachers or working towards 

higher degrees in the field. The key fact here is that “training still occurs at the maturity 

stage.” Participants referenced even when they felt comfortable, they could still learn 

from their peers.  

Theme 1: Connection to the Literature 

The first theme in the data indicated that teachers need support to be successful. 

This needed support was not from just one type of individual; rather, in different 

scenarios, depending on the situation, teachers indicated desiring support from an 

administrator, mentor, peers, or others. Rose and Sughrue (2021) concurred that it is 

imperative that school leaders have an awareness of the needs and challenges of teachers, 

often accomplished or attempted through the evaluation, post-conference, and feedback 

loop within the school colleagues. Participants stated in multiple instances that they 

needed support from various individuals to perform their job functions. 

Participants shared several examples of when support was beneficial to their 

practice. One teacher described: “What they did to survive their first year, was to lean on 

their team a lot.” Another teacher described, “Having support from a principal. … They 

stated that not having support from anyone would make the first year very hard.” Hughes 

and McCartney (2019) concluded that the reality of novice teachers beginning their 

professional role was clearly not what they expected. Another teacher added, “that having 

support from coworkers and your team is a big help because you get ideas from each 

other to help students be successful.” Last, a teacher stated, “I used people. I would need 
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advice on just about anything, and I went to other people that were experienced.” Stewart 

et al. (2021) shared that teachers connecting with peers gave them a sense of belonging. 

This supports novice educators’ needs for support when transitioning from TPPs to the 

actual field of practice. 

The theme shows that another challenge expressed by teachers was the lack of 

parental support and parent communication. Schaack et al. (2022) stated that teachers can 

feel frustrated from having a lack of recognition from society. Participants stated in 

multiple instances that they needed support from parents to help perform some of their 

job duties. A teacher stated, “I came into the field of education, assuming very much 

parental and educator partnership and a team building relationship for the sake of the 

child’s education,” and another teacher clarified that “parents brush it off as a fix at 

school problem.” Teachers described the various academic levels of students within the 

classroom, thus making it a challenge to support all student needs. Different examples 

were given by participants of when parental support would have been beneficial to their 

practice. One teacher described that “continuously going to conferences with parents who 

are being irate, can be very draining.” Another teacher shared that “[the students are] not 

always going to have the at home support.” Another said that “parent participation is one 

of probably the biggest challenges within the classroom.” Last, a teacher stated that “I 

feel that teachers are not valued the way they are or valued the way they should be.” 

Teachers shared that the need for support from parents was instrumental in the teaching 

and learning process. 
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The theme also shows a challenge described by teachers is needing support to 

manage student behaviors, relationship building, and classroom management. Schaack et 

al. (2022) stated that teachers can feel a sense of anxiety when they cannot meet students’ 

needs either behavioral or others. Participants stated in multiple instances that they had a 

lack of knowledge in addressing student behaviors, developing relationships, and 

classroom management. This challenge was usually scenario based and depended on the 

student teaching background or experience of the participant. Some teachers described 

that the students and the types of behaviors that they experienced in their student teaching 

experience was different than the students and the behaviors that they were working with 

in their professional practice. These differences can be due to demographics of the 

students in the practicum experience versus demographics of students in professional 

practice. Duarte (2019) noted a concern of novice teachers, which encompasses a lack of 

administrator follow-up regarding student behavior. The teachers also stated that during 

student teaching, they did not have to initiate setting up classroom structure or behavior 

management as the cooperating teacher had already had those structures established. This 

posed a challenge for new teachers because it was on them to establish these structures 

with lack of prior knowledge.  

Several examples were given by participants of the challenges of student 

behaviors and classroom management. Kwok (2019) stated that classroom management 

is considered a core skill. One teacher described, “Constant chaos in the beginning.” 

Another teacher described, “Trying to figure out how can I get these students to pay 

attention, but at the same time, be learning, but be in control of the class.” Another said, 
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“Classroom management, that’s probably what I struggled with the most my second 

year.” Last, a teacher stated that “anything that can help you with classroom management 

was helpful.” Sikma (2019) followed with more needs to be explored regarding all the 

actions that teachers must use to manage a classroom. Teachers underestimated the 

challenges of classroom management outside of their preparation programs. 

The theme shows that one challenge described by teachers is that lack of 

knowledge, experience, and preparation, also in relation to demographics/poverty were 

challenges of teaching. Wilson and Kelley (2022) stated that for various reasons, 

including the quality of administrative support, teachers will look for new opportunities 

of employment. One teacher stated, “I was learning as they were.” The challenges for 

teachers can be varied as several different factors can play a role in each specific, unique 

scenario. 

Teaching scenarios can be varied based on experience, student demographics, 

background knowledge and other elements. One teacher described, “that trying to figure 

out, what do I do if this happens? What do I do if Jimmy’s punched Tommy, where is 

that in the chapter? So, I feel like sometimes the books are overrated.” Another said, “that 

as a first–year teacher you want to focus on learning how to teach because you don’t have 

much time during student teaching to learn that.” Last, a teacher stated, “that it was truly 

a burden lifted off of my shoulders when they gave me that curriculum.” Redding and 

Henry (2019) shared that various factors can shape teachers’ commitment to remain. The 

challenges that teachers face can lead to them desiring new avenues of employment. 
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Theme 2: Connection to the Literature 

The second theme about experiencing challenges with work–life balance and 

mental health, shows a challenge described by teachers is having work–life balance and 

mental health. Stewart et al. (2021) stated, “Participants’ self-confidence and belief in 

their own resilience shifted depending on their work/life balance” (p. 62). Teachers 

described overwhelming workloads and lack of awareness of various job functions that 

maximized their time. Teachers also felt pressure to do well and be successful even 

though they were new to their roles. This pressure caused them to have a lack of 

confidence, be self-critical and give themselves pep talks, impacting their mental health. 

The theme shows that one challenge described by teachers is the workload. 

Participants stated in multiple instances that managing the workload was challenging. 

Guthery and Bailes (2019) concurred that teaching can be a cognitively demanding and 

stressful job, with several teacher’s responsibilities falling outside of working hours. 

Teachers indicated that work hours, planning time, curriculum, paperwork, and work–life 

balance are a challenging part of the workload. One teacher described it as it “feels like 

teachers have two jobs in one, we have to teach during the day and then we have to do 

everything else after school.” These statements are pursuant to the overwhelming 

workload that teachers can endure. 

Various examples were given by participants that revealed challenges in 

workload, work hours, planning time, curriculum, paperwork, and work–life balance. 

One teacher described, “One of my challenges were sometimes I felt like there wasn’t 

enough time during the day.” Another teacher described, “Staying late and not having 
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any time for myself.” Last, teachers stated that “when you’re at school, you feel bad 

because you’re not at home spending time with your family; and that they didn’t realize 

how difficult it would be to establish that work–life balance.” Wilson and Kelley (2022) 

surmised that TPPs must capitalize on candidates’ current professional skills and 

knowledge base as well as support their transition to the unique structure of schools. The 

teachers experienced challenges in real-world application of their roles. 

The theme shows that one challenge described by teachers is having a lack of 

confidence, giving oneself pep talks, being self-critical, emotional, and mental health. 

Mosley et al. (2023) described that teachers who focused on the day to day were more at 

risk for experiencing stress. Participants stated multiple challenges that related to mental 

health. One teacher described, “I would be grumpy. I cried a lot.” Another teacher 

described, “Doing a lot of things to relax to help keep the stress levels down.” Renbarger 

and Davis (2019) explained that obstacles to professional development were directly 

related to job satisfaction. Teachers needed to feel that they were successful and could 

perform their job responsibilities to feel effective. 

Even teachers with more experience described that, “in their 2nd year ... [They 

were] still trying the same stuff. I’m trying to work more on self-care.” Another teacher 

described running and walking as an outlet. Last, a teacher stated that “I suffered a lot 

mentally.” Challenges can come from novice teachers themselves, placing pressure on 

themselves to be perfect (Hughes & McCartney, 2019). Taylor et al. (2019) further 

argued that these personal challenges can diverge into multiple life stressors, causing 
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stress cycles and influencing overall career optimism. Teachers can practice various self-

care techniques to help make their roles more manageable. 

The theme also showed that unexpected challenges can be prevalent in a teacher’s 

duties. Leech et al. (2022) concluded that teachers experienced challenges providing 

students with needs and accommodations in an online format. MacIntyre et al. (2020) 

stated that teachers had little time, with some having a few hours to less than a week to 

transition to the format of online teaching. Participants stated in multiple instances that 

the challenges that ensued from the COVID-19 pandemic were significant. These 

challenges were substantial in that the teachers could not draw on other veteran teachers’ 

experiences for support, because these challenges were new to everyone, no matter 

veteran or novice. One teacher described it as “all having to learn together, we started to 

always plan together and just try to navigate the virtual world together.” The experience 

of navigating the COVID-19 pandemic was new to everyone. 

One teacher described COVID as “Chaos. It was survival, more so than my first 

year.” Another teacher described it as “emotionally a challenge.” A teacher stated, 

“What’s considered my third year of teaching was really my first year because the year 

prior was COVID and it just changed dramatically.” Another said, “Parents were 

watching me online, virtually disciplining other kids.” Last, teachers stated that students 

“missed key foundational levels ... students had spent several years at home being 

quarantined.” Diliberti et al. (2021) described that well-being and stress during the 

COVID-19 pandemic attributed to teachers leaving the profession. Dack (2019) agreed 
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that understanding how to teach is a continual development process. The unsurmountable 

changes due to COVID-19 were unexpected and challenging. 

The theme showed that another challenge described by teachers was moving 

through the stages of teaching. Stewart et al. (2021) discovered that teachers rather leave 

the profession rather than persevere through their first years. Participants stated various 

examples associated with the different stages. A teacher stated, “Knowing kind of what’s 

coming up next, made them feel more confident.” A teacher described a change in stages, 

“when colleagues had questions about an electronic platform, my second year, I got to 

teach them, they would come to me with questions.” This type of understanding can help 

with how teachers move through the stages of teaching as well. 

The movement through stages can come at different times depending on the 

teacher and their experiences. One teacher described, “moving stages came with 

experience and reading different books.” Another teacher described, “Having experience 

reflecting on the previous year’s lessons and finding the right resources.” Another said, 

“they were more confident with the parents as well. I’m not afraid to say, hey, your 

student is causing this problem.” Last, a teacher stated that, “Teaching is never easy, but 

this year has definitely been a more positive year than my first and second year, for sure.” 

Guthery and Bailes (2019) stated that it is important that researchers and practitioners 

work to find understanding of why teachers move or leave. According to teacher data, 

more instructional experience and knowledge make the challenges easier to manage. 
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Summary 

In summary, both Themes 1 and 2 fully encapsulate the thoughts of the 

participants and saturate the data. The purpose of this basic qualitative study was to 

explore novice kindergarten through Grade 3 teachers’ perspectives regarding the 

challenges of teaching. This basic qualitative study was conducted in a Southeastern U.S. 

state. The teachers provided perspectives that showed their challenges were not unique to 

novice educators.  

Limitations of the Study 

There were several limitations to my study. Ravitch and Carl (2019) noted that a 

researcher’s trustworthiness is increased when they communicate limitations of the study. 

The first limitation to my study was the conducting of research during the COVID-19 

pandemic health crisis. Due to COVID-19, the participant interviews were not held in-

person but through a videoconference call using Zoom. This served as a limitation 

because only audio recording was used to capture participant statements, and body 

language was not recorded. The study also took a longer than anticipated time to gain the 

participants needed to meet the participant qualifications for the study, as several schools 

were in and out of session during the pandemic as well as the summer season. Most 

administrative staff and teachers were unreachable during the summer season. 

Participants were also more challenging to confirm as several seemed overwhelmed with 

current societal pressures and did not seem to want to add one more thing, such as 

participating in a research study. Further, a limitation of conducting the research during 

the pandemic was that participant responses included specific challenges related to the 
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pandemic, which would not be transferable if the research study was conducted in a non-

COVID-19 pandemic state. 

Another limitation to my study was the small sample size used. Out of the 

anticipated 12–15 participants, I was only able to confirm 12 participants. During the 

COVID-19 pandemic, I did not have control over the number of participants who replied 

based upon grade level. I received at least two participants from each grade level, yet the 

disparity between grade levels and years of experience was a limitation. I was limited to 

allow the responding participants to complete the sample. The perspectives of only 12 

novice educators in a Southeastern state may not be representative of the entire United 

States. Their unique perspectives and experiences on the challenges of teaching may not 

capture those of most novice teachers. Hennink and Kaiser (2022) stated that a small 

sample size is appropriate for qualitative research.  

Another limitation was the sample participants were teachers who taught 

kindergarten through Grade 3. The limitation is that the results may not be transferrable 

to future studies of novice teachers who teach Grades 4-5. The last limitation to the study 

is my experience as a researcher. I conducted this study as a graduate student. I have a 

basic knowledge and understanding of conducting research at a student level. I pursued to 

capture experiences as perspectives as one data collection component to help inform on 

the challenges of teaching for novice educators.  

Limitations to my study were addressed by conducting semistructured interviews. 

Due to the COVID-19 pandemic, all participants agreed to a video call. I also journaled 

my thoughts to reduce any biases I may have had during the interviews. Ravitch and Carl 
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(2019) stated that journaling can help deepen the thought process of the study. To address 

my limited knowledge as a researcher, I used guidance from my chair, resources from 

Walden University and textbooks that informed on the processes of qualitative research. 

The data collection procedures allowed me to gain understanding of kindergarten through 

Grade 3 teachers’ perspectives on the challenges of teaching. 

Recommendations 

In this study, I aimed to understand novice kindergarten through Grade 3 

teachers’ perspectives regarding the challenges of teaching. Nerlino (2022) stated that 

supporting teachers through dilemmas is pivotal to their success and the success of the 

learner. Future recommendations for research should be considered from some of the 

themes that evolved from this study. I recommend exploring the following areas for 

future research: 

1. The challenges for novice educators based on teacher-preparation program 

pathways. 

2. The challenges based on the teacher mentoring program. 

a. Is the mentor within the school or on the same grade level? 

b. How many mentor meetings or years of mentorship are required and/or 

topics of preparations or items discussed? 

3. Challenges of novice educators based on the level of administrative support. 

a. Does the administrator mentor, provide consistent feedback or 

constructive criticism?  
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b. Does the administrator support the teacher and/or support behaviors in 

the classroom? 

4. Challenges of novice educators based on the type of in-service or professional 

development program (or professional learning communities). 

a. Is the in-service or professional development program within the same 

school, district, socioeconomic, or demographics? 

b. The length of participation within the in-service or professional 

development program. 

5. Challenges for novice educators within different student grade levels: primary 

vs. upper elementary and secondary. 

6. Challenges and how they relate to a teacher’s mental health. 

7. Ways to better prepare novice educators for the true realities of schools, such 

as time management, work–life balance—including the workload outside of 

the school day and working with the public.  

The findings from this study support the need for further research into the 

teaching challenges of novice educators. Future researchers should continue to explore 

how teacher prep programs and administrators within the field can help novice educators 

understand the realities of teaching and prepare them for the responsibilities that they will 

find in professional practice. 
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Implications  

Social Change 

Rose and Sughrue (2021) stated that additional efforts were needed to support 

professional development. Since little is known about the perspectives of novice ECEs 

and the challenges of teaching, the results of this study could inform educational practice 

on how to better assist new teachers. These results have the potential to lead to positive 

social change in the early childhood profession by improving the professional 

development for novice ECEs, influencing the skills of novice educators. This study will 

potentially fill a gap in literature of practice, and a need for increased understanding. 

Findings from this study may make an original contribution to literature in early 

childhood education, that has the potential to cause a cycle of positive change for novice 

ECEs. 

Theoretical and Methodological Approaches to Teacher Challenges 

The findings from this study confirm the research from Katz (1972, 1974) that 

teaching evolves in developmental stages, and that the time teachers remain in those 

stages varies. In this study, I aimed to understand novice kindergarten through Grade 3 

teachers’ perspectives regarding the challenges of teaching. All participants indicated that 

they experienced some type of challenge. All participants also indicated that they 

experienced the survival stage, which is Katz’s (1972, 1974) first stage of teaching. 

Along with the other stages, teachers indicated that they experienced challenges in 

various areas as they embarked on their professional journey. These challenges stemmed 

from multiple entities including but were not limited to the type of teacher prep program 
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attended, lack of preparation or knowledge, current school demographics, having 

supports from mentors or not, needing support from others including administrators and 

parents, lack of understanding the realities of teaching or workload, developing a work–

life balance, and mental health as a professional.  

Recommendations for Practice Relating to Teacher Challenges 

School districts, schools, and teacher preparation programs can benefit from the 

findings in this study. Findings from this study have included an understanding that 

challenges in teaching are prevalent at all stages. Teachers need support from others, 

including administrators, mentors, peers, and parents. Teachers need an understanding of 

work–life balance as they manage their workload and duties and responsibilities of their 

professional practice. Teachers should be aware of diverse demographics and building 

relationships to help them manage student behaviors and their classrooms. Teachers also 

need self-care strategies to handle their mental state as they embrace their roles.  

School districts need to be able to improve teacher retention and turnover. If 

school districts can understand teacher challenges and provide support in these areas, 

through professional development, induction, or mentoring programs, then they can 

improve teacher retention and turnover. If school districts, schools and teacher 

preparation programs take these challenges into consideration and prepare trainings to 

help novice teachers, then the implications on social change can be vast and positive. 

Addressing novice teachers’ needs will not only impact their professional practice, but 

ultimately the teaching and learning received by their students, causing a cycle of positive 

teaching and learning experiences for both educators and students alike. 
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Conclusion 

The purpose of this basic qualitative study was to understand novice kindergarten 

through Grade 3 teachers’ perspectives regarding the challenges of teaching. Rose and 

Sughrue (2021) concluded that with proper knowledge, teacher retention could be 

affected. Researchers have shown although over three million teachers are employed in 

public schools yearly, 22.8% of newly inducted teachers leave the profession within 5 

years on a national level, and over 44% in the Southeastern state where this study takes 

place. Many novice teachers feel unprepared and underestimate the challenges working in 

a school as a teacher. This study is based on Katz’s (1972, 1974) conceptual framework 

of the developmental stages for early childhood teachers. García and Weiss (2019) 

surmised that the training novices receive before entering teaching impacts their teaching 

ability, and commitment to the profession. The research shows that to influence the 

teaching profession for good, ultimately changing the outcomes of retention and 

preparing teachers to better handle challenges, then a better understanding of the 

challenges and resources and trainings to overcome them is needed. Findings from this 

study may provide a good start on addressing the challenges which are varied and vast.  

The study added to the research on understanding novice kindergarten through 

Grade 3 teachers’ perspectives regarding the challenges of teaching. The findings 

confirmed that school districts, schools and teacher preparation programs have a need and 

responsibility to better support novice educators with the challenges of teaching. 

Addressing these challenges for the novice educator will positively impact the teaching 

profession.   



109 

 

References 

Abrams, J. (2018). What matters to millennial teachers? Educational Leadership, 75(8), 

74-78. https://ascd.org/el/articles/what-matters-to-millennial-teachers 

Adnot, M., Dee, T., Katz, V., & Wyckoff, J. (2017). Teacher turnover, teacher quality, 

and student achievement in DCPS. Educational Evaluation and Policy Analysis, 

39(1), 54-76. https://doi.org/10.3102/0162373716663646  

Anagnostopoulos, D., Levine, T., Roselle, R., & Lombardi, A. (2018). Learning to 

redesign teacher education: A conceptual framework to support program change. 

Teaching Education, 29(1), 61-80. 

https://doi.org/10.1080/10476210.2017.1349744 

Anderson, K. P., & Nagel, J. (2020). Crossing over? Mobility of early career charter and 

traditional public school teachers during an era of reform. Journal of School 

Choice, 14(3), 395-428. https://doi.org/10.1080/15582159.2020.1718955 

Anthony, A. B., Gimbert, B. G., Luke, J. B., & Hurt, M. H. (2019). Distributed leadership 

in context: Teacher leaders’ contributions to novice teacher induction. Journal of 

School Leadership, 29(1), 54-83. https://doi.org/10.1177/1052684618825086 

Aronson, B. A. (2016). From teacher education to practicing teacher: What does 

culturally relevant praxis look like? Urban Education, 55(8-9) 1115–1141. 

https://doi.org/0042085916672288 

Atteberry, A., Loeb, S., & Wyckoff, J. (2017). Teacher churning: Reassignment rates and 

implications for student achievement. Educational Evaluation and Policy 

Analysis, 39(1), 3-30. https://doi.org/10.3102/0162373716659929 

https://ascd.org/el/articles/what-matters-to-millennial-teachers
https://doi.org/10.3102/0162373716663646
https://doi.org/10.1080/10476210.2017.1349744
https://doi.org/10.1080/15582159.2020.1718955
https://doi.org/10.1177/1052684618825086
https://doi.org/0042085916672288
https://doi.org/10.3102/0162373716659929


110 

 

Babbie, E. R. (2020). The practice of social research. Cengage AU. 

Baker, R., Hill, J., Portwood, B., Smith-Harrah, E., & Hall Sutherland, D. (2022). One 

size does not fit all: How leadership strategies affect teacher satisfaction and 

retention. Journal of Cases in Educational Leadership, 25(4), 378-393. 

https://doi.org/10.1177/15554589221120776 

Barnatt, J., Gahlsdorf Terrell, D., D’Souza, L. A., Jong, C., Cochran-Smith, M., Viesca, 

K. M., Gleeson, A. M., McQuillan, P., & Shakman, K., (2017). Interpreting early 

career trajectories. Educational Policy, 31(7), 992-1032. 

https://doi.org/10.1177/0895904815625286 

Bastian, K. C., & Marks, J. T. (2017). Connecting teacher preparation to teacher 

induction: Outcomes for beginning teachers in a university-based support 

program in low-performing schools. American Educational Research Journal, 

54(2), 360-394. https://doi.org/10.3102/0002831217690517 

Bastian, K. C., McCord, D. M., Marks, J. T., & Carpenter, D. (2017). A temperament for 

teaching? Associations between personality traits and beginning teacher 

performance and retention. AERA Open, 3(1), https://doi.org/2332858416684764  

Bastian, K. C., & Patterson, K. M. (2018). Placed for success? An analysis of student 

teaching placements and novice teacher performance. Education policy initiative 

at Carolina. University of North Carolina at Chapel Hill. 

https://doi.org/10.1177/0895904820951126 

Bengtson, E., & Connors, S. P. (2016). Contrary socializations: Organizational influence 

on the teaching approaches of two beginning teachers in an external threat 

https://doi.org/10.1177/15554589221120776
https://doi.org/10.1177/0895904815625286
https://doi.org/10.3102/0002831217690517
https://doi.org/2332858416684764
https://doi.org/10.1177/0895904820951126


111 

 

environment. Journal of School Leadership, 26(4), 607-632. 

https://doi.org/10.1177/105268461602600403 

Bettini, E., & Park, Y. (2017). Novice teachers’ experiences in high-poverty schools: An 

integrative literature review. Urban Education, 56(1), 3–31. 

https://doi.org/0042085916685763  

Bettini, E. A., Jones, N. D., Brownell, M. T., Conroy, M. A., & Leite, W. L. (2018). 

Relationships between novice teachers’ social resources and workload 

manageability. The Journal of Special Education, 52(2), 113-126. 

https://doi.org/10.1177/0022466918775432 

Blake, A. L. (2017). How do we manage? Classroom management strategies for novice 

teachers in high-poverty urban schools. National Teacher Education Journal, 

10(2).  

Borrero, N. E., Flores, E., & de la Cruz, G. (2016). Developing and enacting culturally 

relevant pedagogy: Voices of new teachers of color. Equity & Excellence in 

Education, 49(1), 27-40. https://doi.org/10.1080/10665684.2015.1119914  

Bressman, S., Winter, J. S., & Efron, S. E. (2018). Next generation mentoring: 

Supporting teachers beyond induction. Teaching and Teacher Education, 73, 162-

170. https://doi.org/10.1016/j.tate.2018.04.003 

Britt, M., Donahue, T., & Judge, S. (2016). A teacher-immersion residency program that 

prepares highly-effective educators: An innovative model. International Journal 

of Pedagogy & Curriculum, 23(3), 13–24. https://doi.org/10.18848/2327-

7963/cgp/v23i03/13-24 

https://doi.org/10.1177/105268461602600403
https://doi.org/0042085916685763
https://doi.org/10.1177/0022466918775432
https://doi.org/10.1080/10665684.2015.1119914
https://doi.org/10.1016/j.tate.2018.04.003
https://doi.org/10.18848/2327-7963/cgp/v23i03/13-24
https://doi.org/10.18848/2327-7963/cgp/v23i03/13-24


112 

 

Brown, C. P., Ku, D. H., Puckett, K., & Barry, D. P. (2024). First-year teachers’ 

challenges with implementing developmentally appropriate practices in their 

public school classrooms. Journal of Research in Childhood Education, 38(1), 

104-122. https://doi.org/10.1080/02568543.2023.2190787  

Brunetti, G. J., & Marston, S. H. (2018). A trajectory of teacher development in early and 

mid-career. Teachers and Teaching, 24(8), 874-892. 

https://doi.org/10.1080/13540602.2018.1490260 

Bruno, P., Rabovsky, S. J., & Strunk, K. O. (2019). Taking their first steps: The 

distribution of new teachers in school and classroom contexts and implications for 

teacher effectiveness. American Educational Research Journal, 57(4). 

https://doi.org/10.3102/0002831219882008 

Carver-Thomas, D., & Darling-Hammond, L. (2017). Teacher turnover: Why it matters 

and what we can do about it. Learning Policy Institute. 

https://doi.org/10.54300/454.278  

Connelly, L. M. (2016). Trustworthiness in qualitative research. Medsurg Nursing, 25(6), 

435-437.  

Creswell, J. W., & Creswell, J. D. (2020). Research design: Qualitative, quantitative, and 

mixed methods approaches (5th ed.). SAGE Publications.  

Curry, J. R., Webb, A. W., & Latham, S. J. (2016). A content analysis of images of 

novice teacher induction: First-semester themes. Journal of Educational Research 

and Practice, 6(1), 4. https://doi.org/10.5590/JERAP.2016.06.1.04 

Dack, H. (2019). The role of teacher preparation program coherence in supporting 

https://doi.org/10.1080/02568543.2023.2190787
https://doi.org/10.1080/13540602.2018.1490260
https://doi.org/10.3102/0002831219882008
https://doi.org/10.54300/454.278
https://doi.org/10.5590/JERAP.2016.06.1.04


113 

 

candidate appropriation of the pedagogical tools of differentiated instruction. 

Teaching and Teacher Education: An International Journal of Research and 

Studies, 78(1), 125-140. https://doi.org/10.1016/j.tate.2018.11.011 

Darragh, J. J., & Boyd, A. S. (2019). Text selection: Perceptions of novice vs. veteran 

teachers. Action in Teacher Education, 41(1), 61-78.  

https://doi.org/10.1080/01626620.2018.1533903  

Dell’Angelo, T. (2019). Down the rabbit hole: An ethnodrama to explore a fantastical 

first year of teaching. Qualitative Inquiry, 27(1), 77–84. 

https://doi.org/1077800419879192 

Derrington, M. L., & Kirk, J. (2017). Linking job-embedded professional development 

and mandated teacher evaluation: Teacher as learner. Professional Development 

in Education, 43(4), 630-644. https://doi.org/10.1080/19415257.2016.1231707 

Diliberti, M., Schwartz, H. L., & Grant, D. M. (2021). Stress topped the reasons why 

public school teachers quit, even before COVID-19. Rand. 

https://www.rand.org/pubs/research_reports/RRA1121-2.htm 

Dishena, R., & Mokoena, S. (2016). Novice teachers’ experiences of induction in 

selected primary schools in Namibia. Eurasian Journal of Educational Research, 

66, 335-354. https://doi.org/10.14689/ejer.2016.66.19 

Duarte, B. J. (2019). The subjectivity of false hope and the possibility for critical hope 

among novice teachers. Policy Futures in Education, 17(8), 924-944. 

https://doi.org/10.1177/1478210318806134 

Duggan, M. A., Carlson, D. L., Jordan, M. E., Gaias, L., Abry, T., & Granger, K. (2017). 

https://doi.org/10.1016/j.tate.2018.11.011
https://doi.org/10.1080/01626620.2018.1533903
https://doi.org/1077800419879192
https://doi.org/10.1080/19415257.2016.1231707
https://www.rand.org/pubs/research_reports/RRA1121-2.htm
https://doi.org/10.14689/ejer.2016.66.19
https://doi.org/10.1177/1478210318806134


114 

 

“Dear diary”: A qualitative examination of the phases of first-year teaching. 

Teacher Education and Practice, 30(1), 16-38. 

https://link.gale.com/apps/doc/A552850224/AONE?u=anon~e263a036&sid=goog

leScholar&xid=8c7f0492 

Farquhar, S., & Tesar, M. (2016). Focus groups as temporal ecosystems for newly 

qualified early childhood teachers. Contemporary Issues in Early Childhood, 

17(3), 261-274. https://doi.org/10.1177/1463949116660949 

Freitag, E. (2018). Step by step. The Learning Professional, 39(6), 40. 

https://learningforward.org/wp-content/uploads/2018/12/step-by-step.pdf  

Fry, J. D., & Klages, C. (2017). Mindfulness as a teaching disposition begins with 

educator preparation programs. American Journal of Educational Research, 5(2), 

221-224. https://doi.org/10.12691/education-5-2-18 

Fuller, F., & Case, C. (1969). Concerns of teachers: A manual for teacher educators: 

Increasing teacher satisfaction with professional preparation by considering 

teachers' concerns when planning preservice and inservice education. Texas 

University: Research & Development Center for Teacher Education, 

Personalization Division, U.S. Department of Education & Welfare. (EDD40143). 

ERIC. 

García, E., & Weiss, E. (2019). U.S. schools struggle to hire and retain teachers. The 

second report in ‘The Perfect Storm in the Teacher Labor Market’ series. 

Economic Policy Institute. https://epi.org/164773org/164773 

Gill, M. (2019). What do new technology and engineering teachers need to know? 

https://link.gale.com/apps/doc/A552850224/AONE?u=anon~e263a036&sid=googleScholar&xid=8c7f0492
https://link.gale.com/apps/doc/A552850224/AONE?u=anon~e263a036&sid=googleScholar&xid=8c7f0492
https://doi.org/10.1177/1463949116660949
https://learningforward.org/wp-content/uploads/2018/12/step-by-step.pdf
https://doi.org/10.12691/education-5-2-18
https://epi.org/164773org/164773


115 

 

Technology and Engineering Teacher, 78(7), 14-18.  

Goldhaber, D., Krieg, J. M., & Theobald, R. (2017). Does the match matter? Exploring 

whether student teaching experiences affect teacher effectiveness. American 

Educational Research Journal, 54(2), 325-359. 

https://doi.org/10.3102/0002831217690516 

Goodwin, A. L., Roegman, R., & Reagan, E. M. (2016). Is experience the best teacher? 

Extensive clinical practice and mentor teachers’ perspectives on effective 

teaching. Urban Education, 51(10), 1198-1225. 

https://doi.org/10.1177/0042085915618720  

Guthery, S., & Bailes, L. P. (2019). Patterns of teacher attrition by preparation pathway 

and initial school type. Educational Policy, 36(2), 223-246. 

https://doi.org/0895904819874754 

Hennink, M., & Kaiser, B. N. (2022). Sample sizes for saturation in qualitative research: 

A systematic review of empirical tests. Social Science & Medicine, 292, Article 

114523. https://doi.org/10.1016/j.socscimed.2021.114523 

Hirsch, S. E., Lloyd, J. W., & Kennedy, M. J. (2019). Professional development in 

practice: Improving novice teachers’ use of universal classroom management. The 

Elementary School Journal, 120(1), 61-87. https://doi.org/10.1086/704492  

Holshouser, K. O., Holcomb, T. S., & Medina, A. L. (2024). Teacher mobility from 

“starter school” to “forever school”: The impact on urban schools and students. 

Education and Urban Society, https://doi.org/10.1177/00131245241253573 

Hong, Y., & Matsko, K. K. (2019). Looking inside and outside of mentoring: Effects on 

https://doi.org/10.3102/0002831217690516
https://doi.org/10.1177/0042085915618720
https://doi.org/0895904819874754
https://doi.org/10.1016/j.socscimed.2021.114523
https://doi.org/10.1086/704492
https://doi.org/10.1177/00131245241253573


116 

 

new teachers’ organizational commitment. American Educational Research 

Journal, 56(6), 2368-2407. https://doi.org/10.3102/0002831219843657  

Hughes, M., & McCartney, H. (2019). Investigating the experiences of first-year early 

childhood and elementary teachers: A pilot study. Teacher Educators’ Journal, 

12, 93-128. (EJ1209433). ERIC. https://files.eric.ed.gov/fulltext/EJ1209433.pdf  

Jackson, N., & Miller, R. (2019). Teacher candidates’ sense of self-efficacy toward 

classroom management. Journal of Education, https://doi.org/0022057419881169  

Johnson, K. G. (2016). Instructional coaching implementation: considerations for K-12 

administrators. Journal of School Administration Research and Development, 

1(2), 37-40. https://doi.org/10.32674/jsard.v1i2.1917  

Johnson, T. N., & Dabney, K. P. (2018). Voices from the field: constraints encountered 

by early-career elementary science teachers. School Science and Mathematics, 

118(6), 244-256. https://doi.org/10.1111/ssm.12290  

Katz, L. G. (1972). Developmental stages of preschool teachers. The Elementary School 

Journal, 73(1), 50-54. https://doi.org/10.1086/460731  

Katz, L. G. (1974). A collection of papers for teachers (ED088592). ERIC. 

https://files.eric.ed.gov/fulltext/ED088592.pdf  

Knotts, M. (2016). I feel like a hypocrite: A beginning teacher’s disconnect between 

beliefs and practice. English Teaching: Practice & Critique, 15(2), 221-235. 

https://doi.org/10.1108/ETPC-02-2016-0029  

Kwok, A. (2017). Relationships between instructional quality and classroom management 

for beginning urban teachers. Educational Researcher, 46(7), 355-365. 

https://doi.org/10.3102/0002831219843657
https://files.eric.ed.gov/fulltext/EJ1209433.pdf
https://doi.org/0022057419881169
https://doi.org/10.32674/jsard.v1i2.1917
https://doi.org/10.1111/ssm.12290
https://doi.org/10.1086/460731
https://files.eric.ed.gov/fulltext/ED088592.pdf
https://doi.org/10.1108/ETPC-02-2016-0029


117 

 

https://doi.org/10.3102/0013189X17726727  

Kwok, A. (2019). Classroom management actions of beginning urban teachers. Urban 

Education, 54(3), 339-367. https://doi.org/10.1177/0042085918795017  

Lazar, A. M. (2018). Creating teachers of promise: Growth toward equity-mindedness in 

a landscape of practice. Teaching and Teacher Education: An International 

Journal of Research and Studies, 71(1), 308-318. 

https://doi.org/10.1016/j.tate.2018.01.005  

Leech, N. L., Gullett, S., Cummings, M. H., & Haug, C. A. (2022). The challenges of 

remote K-12 Education during the COVID-19 pandemic: Differences by grade 

level. Online Learning, 26(1), 245-267. https://doi.org/10.24059/olj.v26i1.2609 

Levitt, H. M., Bamberg, M., Creswell, J. W., Frost, D. M., Josselson, R., & Suárez-

Orozco, C. (2018). Journal article reporting standards for qualitative primary, 

qualitative meta-analytic, and mixed methods research in psychology: The APA 

Publications and Communications Board task force report. American 

Psychologist, 73(1), 26. https://doi.org/10.1037/amp0000151 

Lisenbee, P. S., & Tan, P. (2019). Mentoring novice teachers to advance inclusive 

mathematics education. International Journal of Whole Schooling, 15(1), 1-27. 

(EJ1202633). ERIC. https://files.eric.ed.gov/fulltext/EJ1202633.pdf 

Losser, J. L., Caldarella, P., Black, S. J., & Pate, P. E. (2018). Factors affecting service-

learning implementation: a comparison of novice and veteran teachers. Teachers 

and Teaching, 24(6), 659-672. https://doi.org/10.1080/13540602.2018.1464906  

Lynch, H. L., & Fisher-Ari, T. R. (2018). What we learned about using metaphors in 

https://doi.org/10.3102/0013189X17726727
https://doi.org/10.1177/0042085918795017
https://doi.org/10.1016/j.tate.2018.01.005
https://doi.org/10.24059/olj.v26i1.2609
https://doi.org/10.1037/amp0000151
https://files.eric.ed.gov/fulltext/EJ1202633.pdf
https://doi.org/10.1080/13540602.2018.1464906


118 

 

college teaching: Methods and meanings. College Teaching, 66(2), 60-62. 

https://doi.org/10.1080/87567555.2017.1295015  

Macalalag Jr, A. Z., Johnson, J., & Lai, M. (2020). How do we do this: Learning how to 

teach socioscientific issues. Cultural Studies of Science Education, 15(2), 389-

413. https://doi.org/10.1007/s11422-019-09944-9 

MacIntyre, P. D., Gregersen, T., & Mercer, S. (2020). Language teachers’ coping 

strategies during the Covid-19 conversion to online teaching: Correlations with 

stress, wellbeing and negative emotions. System, 94, 102352. 

https://doi.org/10.1016/j.system.2020.102352 

Martinez, J. A. (2019). Early career teacher struggles: An administrator’s influence on 

retention. Journal of Cases in Educational Leadership, 22(3), 43-56. 

https://doi.org/10.1177/1555458919849453  

Mata-McMahon, J., Haslip, M. J., & Schein, D. L. (2020). Connections, virtues, and 

meaning-making: How early childhood educators describe children’s spirituality. 

Early Childhood Education Journal, 48, 657-669. https://doi.org/10.1007/s10643-

020-01026-8  

McCarthy, C. J. (2019). Teacher stress: Balancing demands and resources. Phi Delta 

Kappan, 101(3), 8-14. https://doi.org/10.1177/0031721719885909  

McDiarmid, G. W. (2019). Competing theories for improving teacher preparation 

programs: The case of North Carolina. ECNU Review of Education, 2(2), 117-

136. https://doi.org/10.1177/2096531119853662  

McLean, L., Abry, T., Taylor, M., & Gaias, L. (2020). The influence of adverse 

https://doi.org/10.1080/87567555.2017.1295015
https://doi.org/10.1007/s11422-019-09944-9
https://doi.org/10.1016/j.system.2020.102352
https://doi.org/10.1177/1555458919849453
https://doi.org/10.1007/s10643-020-01026-8
https://doi.org/10.1007/s10643-020-01026-8
https://doi.org/10.1177/0031721719885909
https://doi.org/10.1177/2096531119853662


119 

 

classroom and school experiences on first year teachers’ mental health and career 

optimism. Teaching and Teacher Education, 87, 102956. 

https://doi.org/10.1016/j.tate.2019.102956  

Merriam, S. B., & Tisdell, E. J. (2016). Qualitative research: A guide to design and 

implementation. (4th ed.). Jossey-Bass. 

Miles, R., & Knipe, S. (2018). “I sorta felt like I was out in the middle of the ocean:” 

Novice teachers’ transition to the classroom. Australian Journal of Teacher 

20Education, 43(6), 7. https://doi.org/10.14221/ajte.2018v43n6.\  

Mosley, K. C., Playfair, E. C., Weppner, C. H., Balat, A., & Mccarthy, C. J. (2023). ‘The 

bread and butter of a difficult profession’: Mentoring as a resource for teacher 

stress. Teachers and Teaching, 29(1), 20-36. 

https://doi.org/10.1080/13540602.2022.2144819 

National Center for Education Statistics. (2021). Digest of education statistics [Data file]. 

U.S. Department of Education. 

https://nces.ed.gov/programs/digest/d21/tables/dt21_208.20.asp  

Nerlino, E. (2022). Navigating “the chaos”: Teacher considerations while adapting 

curriculum and instruction during the COVID-19 pandemic. Qualitative Research 

Journal, 22(4), 433-447. https://doi.org/10.1108/QRJ-02-2022-0026 

Orland-Barak, L., & Wang, J. (2021). Teacher mentoring in service of preservice 

teachers’ learning to teach: Conceptual bases, characteristics, and challenges for 

teacher education reform. Journal of Teacher Education, 72(1), 86-99. 

https://doi.org/10.1177/0022487119894230 

https://doi.org/10.1016/j.tate.2019.102956
https://doi.org/10.14221/ajte.2018v43n6./
https://doi.org/10.1080/13540602.2022.2144819
https://nces.ed.gov/programs/digest/d21/tables/dt21_208.20.asp
https://doi.org/10.1108/QRJ-02-2022-0026
https://doi.org/10.1177/0022487119894230


120 

 

Owens, S. J. (2019). Education in Georgia’s Black belt: Policy solutions to help 

overcome history of exclusion [Policy report]. Georgia Budget and Policy 

Institute. https://gbpi.org/wp-content/uploads/2020/10/EducationInGAsBlackBelt-

1014update-withcover.pdf?_gl=1*lfmuoa*_up*MQ..*_ga*MjAyNjE2Mzg1Mi4x 

NzE5NTM2NzIz*_ga_ZWZC5HZ1YJ*MTcxOTUzNjcyMy4xLjAuMTcxOTUz

NjcyMy4wLjAuMA 

Papay, J. P., Bacher-Hicks, A., Page, L. C., & Marinell, W. H. (2017). The challenge of 

teacher retention in urban schools: Evidence of variation from a cross-site 

analysis. Educational Researcher, 46(8), 434-448. 

https://doi.org/10.3102/0013189X17735812  

Peercy, M. M., & Troyan, F. J. (2017). Making transparent the challenges of developing a 

practice-based pedagogy of teacher education. Teaching and Teacher Education, 

61, 26-36. https://doi.org/10.1016/j.tate.2016.10.005  

Ping, C., Schellings, G., & Beijaard, D. (2018). Teacher educators’ professional learning: 

A literature review. Teaching and Teacher Education, 75, 93-104. 

https://doi.org/10.1016/j.tate.2018.06.003  

Pomerantz, F., & Condie, C. (2017). Building bridges from pre-service experiences to 

elementary classroom literacy teaching: Challenges and opportunities. Teaching 

and Teacher Education, 64, 211-221. https://doi.org/10.1016/j.tate.2017.02.011  

Ravitch, S. M., & Carl, N. M. (2019). Qualitative research: Bridging the conceptual, 

theoretical, and methodological. SAGE Publications. 

Raymond-West, T., & Rangel, V. S. (2019). Teacher preparation and novice teacher self-

https://gbpi.org/wp-content/uploads/2020/10/EducationInGAsBlackBelt-1014update-withcover.pdf?_gl=1*lfmuoa*_up*MQ..*_ga*MjAyNjE2Mzg1Mi4xNzE5NTM2NzIz*_ga_ZWZC5HZ1YJ*MTcxOTUzNjcyMy4xLjAuMTcxOTUzNjcyMy4wLjAuMA
https://gbpi.org/wp-content/uploads/2020/10/EducationInGAsBlackBelt-1014update-withcover.pdf?_gl=1*lfmuoa*_up*MQ..*_ga*MjAyNjE2Mzg1Mi4xNzE5NTM2NzIz*_ga_ZWZC5HZ1YJ*MTcxOTUzNjcyMy4xLjAuMTcxOTUzNjcyMy4wLjAuMA
https://gbpi.org/wp-content/uploads/2020/10/EducationInGAsBlackBelt-1014update-withcover.pdf?_gl=1*lfmuoa*_up*MQ..*_ga*MjAyNjE2Mzg1Mi4xNzE5NTM2NzIz*_ga_ZWZC5HZ1YJ*MTcxOTUzNjcyMy4xLjAuMTcxOTUzNjcyMy4wLjAuMA
https://gbpi.org/wp-content/uploads/2020/10/EducationInGAsBlackBelt-1014update-withcover.pdf?_gl=1*lfmuoa*_up*MQ..*_ga*MjAyNjE2Mzg1Mi4xNzE5NTM2NzIz*_ga_ZWZC5HZ1YJ*MTcxOTUzNjcyMy4xLjAuMTcxOTUzNjcyMy4wLjAuMA
https://doi.org/10.3102/0013189X17735812
https://doi.org/10.1016/j.tate.2016.10.005
https://doi.org/10.1016/j.tate.2018.06.003
https://doi.org/10.1016/j.tate.2017.02.011


121 

 

efficacy in literacy instruction. Education and Urban Society, 

https://doi.org/0013124519879425  

Redding, C., & Henry, G. T. (2019). Leaving school early: An examination of novice 

teachers’ within-and end-of-year turnover. American Educational Research 

Journal, 56(1), 204-236. https://doi.org/10.3102/0002831218790542  

Reischl, C. H., Khasnabis, D., & Karr, K. (2017). Cultivating a school-university 

partnership for teacher learning. Phi Delta Kappan, 98(8), 48-53. 

https://doi.org/10.1177/0031721717708295  

Renbarger, R., & Davis, B. (2019). Mentors, self-efficacy, or professional development: 

Which mediate job satisfaction for new teachers? A regression examination. 

Journal of Teacher Education and Educators, 8(1), 21-34. (EJ1214939). ERIC. 

https://files.eric.ed.gov/fulltext/EJ1214939.pdf  

Rodríguez, R. C., Cantón Mayo, I. C., Gago, A. R. A., & Álvarez, R. B. (2017). Initiation 

into teaching from the perspective of primary school teachers: Differences 

between newly qualified and experienced teachers. Journal of New Approaches in 

Educational Research, 6(2), 103–111. https://doi.org/10.7821/naer.2017.7.202  

Roegman, R., & Kolman, J. (2020). Cascading, colliding, and mediating: How teacher 

preparation and K-12 education contexts influence mentor teachers’ work. 

Journal of Teacher Education, 71(1), 108-121. 

https://doi.org/10.1177/0022487119850174  

Rose, A. L., & Sughrue, J. A. (2021). Professional development needs of novice 

alternatively certified teachers in Florida: teachers’ perspectives. Teacher 

https://doi.org/0013124519879425
https://doi.org/10.3102/0002831218790542
https://doi.org/10.1177/0031721717708295
https://files.eric.ed.gov/fulltext/EJ1214939.pdf
https://doi.org/10.7821/naer.2017.7.202
https://doi.org/10.1177/0022487119850174


122 

 

Development, 25(4), 449-464. https://doi.org/10.1080/13664530.2021.1947887  

Saldaña, J. (2021). The coding manual for qualitative researchers. SAGE Publications.  

Scales, R. Q., Wolsey, T. D., Young, J., Smetana, L., Grisham, D. L., Lenski, S., Dobler, 

E., Yoder, K. K., & Chambers, S. A. (2017). Mediating factors in literacy 

instruction: How novice elementary teachers navigate new teaching contexts. 

Reading Psychology, 38(6), 604–651. 

https://doi.org/10.1080/02702711.2017.1323056  

Scales, R. Q., Wolsey, T. D., Lenski, S., Smetana, L., Yoder, K. K., Dobler, E., Grisham, 

D. L., & Young, J. R. (2018). Are we preparing or training teachers? Developing 

professional judgment in and beyond teacher preparation programs. Journal of 

Teacher Education, 69(1), 7-21. https://doi.org/10.1177/0022487117702584  

Schaack, D. D., Donovan, C. V., Adejumo, T., & Ortega, M. (2022). To stay or to leave: 

Factors shaping early childhood teachers’ turnover and retention decisions. 

Journal of Research in Childhood Education, 36(2), 327–345. 

https://doi.org/10.1080/02568543.2021.1955779 

Scherer, M. (Ed.). (1999). A better beginning: Supporting and mentoring new teachers. 

ASCD. 

Seals, C., Mehta, S., Wolf, L. G., & Marcotte, C. (2017). Theory and implementation of 

an innovative teacher professional development program. Journal of Computers 

in Mathematics and Science Teaching, 36(3), 219-235. 

https://www.learntechlib.org/primary/p/180385/ 

Sikma, L. M. (2019). Moving beyond induction and mentoring: The influence of 

https://doi.org/10.1080/13664530.2021.1947887
https://doi.org/10.1080/02702711.2017.1323056
https://doi.org/10.1177/0022487117702584
https://doi.org/10.1080/02568543.2021.1955779
https://www.learntechlib.org/primary/p/180385/


123 

 

networks on novice teacher experiences. Mentoring & Tutoring: Partnership in 

Learning, 27(3), 317-341. https://doi.org/10.1080/13611267.2019.1630998  

Simpson Steele, J., Brown, N., Tiffany-Kinder, R., Amos, C., Luu, A., O’Brien, N., 

Ranchez, M. L., Tengan, J., Walker, A. C., & Young, J. (2019). Teacher! teacher! 

An artistic exploration of the true-story troubles and triumphs of first-year 

teachers. Cultural Studies ↔ Critical Methodologies, 20(5), 471–484. 

https://doi.org/1532708619885404  

Soslau, E., Kotch-Jester, S., Scantlebury, K., & Gleason, S. (2018). Coteachers’ huddles: 

Developing adaptive teaching expertise during student teaching. Teaching and 

Teacher Education: An International Journal of Research and Studies, 73(1), 99-

108. https://doi.org/10.1016/j.tate.2018.03.016  

Stewart, K. O., Rotheram-Fuller, E., & Liou, D. D. (2021). Beginning teacher support 

model: Elementary teachers’ resilience and retention in Arizona. International 

Journal of Modern Education Studies, 5(1), 50-74. 

https://doi.org/10.51383/ijonmes.2021.75  

Sumrall, T. C., Scott-Little, C., La Paro, K. M., Pianta, R. C., Burchinal, M., Hamre, B., 

Downer, J., & Howes, C. (2017). Student teaching within early childhood teacher 

preparation programs: An examination of key features across 2-and 4-year 

institutions. Early Childhood Education Journal, 45(6), 821-830. 

https://doi.org/10.1007/s10643-016-0830-x  

Suppa, S., DiNapoli, J., Thanheiser, E., Tobias, J. M., & Yeo, S. (2020). Supporting 

novice mathematics teacher educators teaching elementary mathematics content 

https://doi.org/10.1080/13611267.2019.1630998
https://doi.org/1532708619885404
https://doi.org/10.1016/j.tate.2018.03.016
https://doi.org/10.51383/ijonmes.2021.75
https://doi.org/10.1007/s10643-016-0830-x


124 

 

courses for the first time. The Mathematics Enthusiast, 17(2&3), 493. 

https://doi.org/10.54870/1551-3440.1496  

Swanson, E., & Ritter, G. (2018). Using classroom observations and student surveys to 

evaluate alternatively certified teachers: A case study of the Arkansas teacher 

corps. Journal of School Leadership, 28(5), 642-670. 

https://doi.org/10.1177/105268461802800504  

Taie, S., & Lewis, L. (2023). Teacher attrition and mobility: Results from the 2021-22 

Teacher Follow-Up Survey to the National Teacher and Principal Survey. First 

Look (NCES Publication No. 2024-039). U.S. Department of Education, National 

Center for Education Statistics. https://nces.ed.gov/pubs2024/2024039M.pdf  

Taylor, M., McLean, L., Bryce, C. I., Abry, T., & Granger, K. L. (2019). The influence of 

multiple life stressors during teacher training on burnout and career optimism in 

the first year of teaching. Teaching and Teacher Education, 86, 102910. 

https://doi.org/10.1016/j.tate.2019.102910  

van Ingen, S., Alvarez McHatton, P., & Vomvoridi-Ivanovic, E. (2016). How do 

preservice teachers understand the use of research to inform practice? 

Foundational knowledge for bridging the gap. Action in Teacher Education, 

38(2), 175-189. https://doi.org/10.1080/01626620.2016.1155094  

Vetter, A., Hartman, S. V., & Reynolds, J. M. (2016). Confronting unsuccessful 

practices: Repositioning teacher identities in English education. Teaching 

Education, 27(3), 305-326. https://doi.org/10.1080/10476210.2016.1145203  

Vicary, S., Young, A., & Hicks, S. (2017). A reflective journal as learning process and 

https://doi.org/10.54870/1551-3440.1496
https://doi.org/10.1177/105268461802800504
https://nces.ed.gov/pubs2024/2024039M.pdf
https://doi.org/10.1016/j.tate.2019.102910
https://doi.org/10.1080/01626620.2016.1155094
https://doi.org/10.1080/10476210.2016.1145203


125 

 

contribution to quality and validity in interpretative phenomenological analysis. 

Qualitative Social Work, 16(4), 550-565. 

https://doi.org/10.1177/1473325016635244 

Vicary, S., & Ferguson, G. (2024). Social work using interpretative phenomenological 

analysis: A methodological approach for practice and research. McGraw-Hill 

Education. 

Wagner, C. J., Parra, M. O., & Proctor, C. P. (2019). Teacher agency in a multiyear 

professional development collaborative. English Teaching: Practice & Critique. 

https://doi.org/10.1108/ETPC-11-2018-0099  

Williams, S. M., Swain, W. A., & Graham, J. A. (2021). Race, climate, and turnover: An 

examination of the teacher labor market in rural Georgia. AERA Open, 7, 

2332858421995514. https://doi.org/10.1177/2332858421995514  

Wilson, S. M., & Kelley, S. L. (2022). Landscape of teacher preparation programs and 

teacher candidates: Evaluating and improving teacher preparation programs. 

National Academy of Education. https://doi.org/10.31094/2021/3/4  

Woods, J. R. (2016). Mitigating teacher shortages: Alternative teacher certification. 

Education Commission of the States. www.ecs.org/wp-

content/uploads/Mitigating-Teacher-Shortages-Alternative-Certification.pdf   

Wright, C. D. (2017). The effect of a teacher preparation program on teacher 

preparedness from the perspective of first-year teachers and their principals. 

https://encompass.eku.edu/etd/472  

Wronowski, M. L., & Urick, A. (2019). Examining the relationship of teacher perception 

https://doi.org/10.1177/1473325016635244
https://doi.org/10.1108/ETPC-11-2018-0099
https://doi.org/10.1177/2332858421995514
https://doi.org/10.31094/2021/3/4
http://www.ecs.org/wp-content/uploads/Mitigating-Teacher-Shortages-Alternative-Certification.pdf
http://www.ecs.org/wp-content/uploads/Mitigating-Teacher-Shortages-Alternative-Certification.pdf
https://encompass.eku.edu/etd/472


126 

 

of accountability and assessment policies on teacher turnover during NCLB. 

Education Policy Analysis Archives, 27(86), 1-36. 

https://doi.org/10.14507/epaa.27.3858 

  

https://doi.org/10.14507/epaa.27.3858


127 

 

Appendix: Semistructured Interview Guide 

Description: 

Before we begin, I would like to say thank you for agreeing to participate in this 

study. Your contributions to this study will help to answer the research question “What are 

novice kindergarten through Grade 3 teachers’ perspectives regarding the challenges of 

teaching?” The information collected from this study will be confidential and solely used 

for research purposes. This interview will be recorded and annotated. 

Interview Protocol: 

RQ: What are novice kindergarten through Grade 3 teachers’ perspectives regarding the 

challenges of teaching?” 

For this study, the conceptual framework is Katz (1972, 1974) developmental 

stages theory for early childhood teachers. The stages are described as survival, 

consolidation, renewal, and maturity. The survival stage focuses on whether a teacher can 

survive through the basic workday or not. The consolidation stage is when the teacher 

generally recognizes that they can survive and begin focusing on specific areas such as 

individualizing their lesson plans and their creativity in the classroom. The renewal stage 

is when the teacher has comfortably done the same thing repeatedly and aspires to try 

something new with renewed and fresh ideas. Last, the maturity stage, is when teachers 

have developed their craft. Katz (1972, 1974) explained that the time teachers remain 

within the stages varies; but novices, within their first year are in the survival stage and 

the maturity stage can be reached within 3 to 5 years of teaching. 
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Participant Demographics Questions 

Q1. Name 

Q2. What is your number of induction years of service?  

Q3. What current grade level do you teach?  

Q4. What subjects do you teach? 

Q5. Have you taught any other grades during your years of experience?  

Q6. What different schools have you served at during your induction years? 

Participant Interview Questions  

Q1. Describe your perspectives on the challenges of teaching?  

Q2. What challenges did you experience in your first year of teaching?  

Prompt: What challenges did you experience in your second year of teaching? What 

challenges did you experience in your third year of teaching?  

Q3. Katz (1972, 1974) stated that teaching evolves in stages, with the first one being 

survival (Katz, 1972, 1974). What do you feel you did to survive your first year of 

teaching?  

Q4. What aspects of your teaching were unexpected? 

Q5. What tools or resources do you feel a novice teacher needs to support them with 

challenges similar to what you have experienced?  

Q6. What resources did you specifically use to help you overcome the challenges you 

have experienced? 

Q7. What helped you move from the survival stage to the consolidation stage? 

Prompt: If you feel that you haven’t moved from the survival stage to the consolidation 
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stage, then what do you need from administrators to help you do this?  

Q8. What do you wish you would have known before beginning your career? 

Q9. What challenges that you have experienced, would make you want to leave the 

profession? 

Q10. Do you have anything else you want to share that might help a novice teacher be  

better prepared for the stages of teaching?  

Once again, I would like to Thank you for your participation in this research 

study. Please contact me if you have any further questions or concerns regarding 

participation in the study. 
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