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Without funding available through policy, Raymond speaks about having other teachers 

cover the ECT’s class so that they can engage in a job shadowing opportunity instead of 

using funds from the school budget.  Other participants shared Raymond’s comment of 

using creative planning to provide informal ECT supports as well as discretionary school 

funds are very limited for professional development and are not exclusive to ECT 

professional development.  While principals recognized that they could offer some similar 

opportunities for some ECTs that do not yet qualify for the NTIP who are regularly in their 

school, there are some opportunities that are exclusively available within the policy 

guidelines.  Overall, it was indicated that less professional development opportunities were 

available for ECTs that did not yet qualify for the NTIP. 

 Less professional learning resources opportunities available for non-NTIP early 

career teachers. Principals identified that school districts do offer professional development 

resources and opportunities for ECTs, but most of these resources and opportunities are 

available only with NTIP qualification.  While one principal (Mary) identified that her 

district has developed a support policy for newly hired ECTs, all other participants indicated 

that they were unaware of any policy to support non-NTIP ECTs.  Trudy identified that 

“there is not a lot of supports for those teachers who have not yet met the criteria for NTIP”. 

Principals recognized the value of ECT professional development and the need for the ECTs 

to be self-directed, resourceful and participate in online learning opportunities, additional 

qualification courses, or volunteer their time in schools or classrooms.  Joan spoke of her 

belief that ECTs are resourceful in their quest for early teaching professional development 

opportunities: 
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I guess for those teachers (who do not qualify for the NTIP), it would be 

more self-directed.  So, the board offers workshops after school at various 

points and we have something on our board website … and it shows all of 

the different pieces of PD that you can go to.  So, the occasional teachers 

could go to that but there’s nothing formal for them. 

 
Joan and other principals spoke to the need for ECTs to be resourceful and self-motivated in 

finding professional learning opportunities before NTIP eligibility.  Connecting with this, 

they identified a lack of consistency and communication about informal supports between 

schools prior to ECTs qualifying for NTIP.  

 Lack of consistency and continuum of supports prior to NTIP eligibility. 

Principals spoke about the different types of informal supports that they offer in their 

schools for ECTs that do not yet qualify for the NTIP, however challenges were discussed in 

recognizing what supports had already been offered in other schools and the success of those 

supports.  A lack of consistency in programming and relationships as a result of the transient 

nature of daily and short-term teacher work arrangements was identified as challenges by 

principals as they develop and facilitate ECT supports.  Trudy reflected on some of the 

struggles that she has experienced in facilitating supports without knowing the informal and 

formal supports that ECTs have participated in prior to coming to teach at her school: 

The struggle would be when they are hired into our school, not always 

knowing what training, what support they have received before coming in 

here. So, I guess being able to have access to that information, what 

supports they have already received before starting at our school (would be 

beneficial).  Then, so much of it comes down to time.  Having that time to 

be able to work with them, to see where they are at, to see what their next 

steps might be.  I know that every teacher completes an annual learning 

plan, but being able to have time to work with that teacher more on their 
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annual learning plan, to revisit it throughout the year, to see where their 

needs and strengths lie and it not just being their formal performance 

appraisal, but just supporting them so that they can be successful and then in 

their roles after this current year. 

  

Like Trudy, principals identify ECT supports to be on a continuum of professional learning.  

Unaware of what previous supports were offered by other principals, she finds herself 

starting back at the base lining stage of assessing ECT learning needs.  The cumulative 

effects of supports are deemed by principals to be most effective in sustaining long-term 

professional growth.  

Summary 
	  
 This chapter included the principal perspectives of the third and fourth research sub-

questions that focused on the influence of policy on principal work in developing and 

facilitating ECT supports and the challenges that principals identify within their work.  

Policy was discussed to have a significant influence on how principals prioritize their work 

in regard to ECT supports.  NTIP was considered by principals to be a well-rounded, 

positive program for ECTs, TPAs were seen to guide their development process and the 

OLF was identified as a guide for good practice.  However, Reg. 274 was considered by 

several principals to remove their professional judgment within the hiring process, which 

was deemed to influence their process of developing and facilitating supports, particularly 

having an influence on their motivation to develop supports. 

 A significant finding of this study is the identification of a policy gap for the support 

of many of the newest hired ECTs.  Principals identified that they are unable to facilitate 

supports for many of the ECTs that are in daily and short-term work.  As these teachers do 
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not regularly attend one school, they are unable to develop relationships that foster supports 

and in most districts there is not policy to include short-term teachers.  While not all areas of 

Ontario are represented in this study, it was indicated by only one of twelve participants that 

they were aware of supports being available through a district organized policy for the 

newest hired ECTs.  Other participants recognized that many ECTs self-direct their learning 

prior to qualifying for NTIP, but as many of the newest hired ECTs are in transient work 

arrangements this learning was considered by principals to be insufficient as it lacked 

valuable application of learning that happens within a school culture.  These findings, along 

with the findings from the previous chapter, will be discussed in the following discussion 

chapter.   
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     CHAPTER EIGHT: DISCUSSION AND INTERPRETATION OF FINDINGS  
	  
 In this chapter, I discuss and interpret the study findings regarding the work that 

elementary principals are doing in Ontario to support ECTs.  I refer to my conceptual 

framework and compare the findings with the literature review.  According to Ontario 

elementary principals, their work in supporting ECTs is important, but they identify 

challenges as a result of the intensifying nature of their work and the temporary nature of 

work for most ECTs transitioning from pre-service to in-service teaching. I identify two 

tensions made apparent in my study findings: (1) principals identify the importance of their 

work in supporting ECTs, but often they cannot facilitate supports for the newest hired 

ECTs, and (2) policy takes priority, but most of the newest hired ECTs do not qualify.  This 

chapter concludes with recommendations that have the potential to relieve some of the 

tensions that were identified in this study. 

The Important Work of the Principal as the Developer and Facilitator of New Teacher 

Supports   

 The work that elementary principals do to support ECTs in their school is important. 

Principals indicated that they believe that a positive induction experience is an important 

introduction to teaching (Halford, 1998; Hope, 1999). Recognizing that ECTs have a variety 

of learning needs as they enter teaching, the principals of this study spoke about how they 

consider their work in developing and facilitating ECT supports to be meaningful to both 

themselves and new teachers. Consistent with my literature review, principals identify 

themselves to be critical agents in supporting novice teachers, directly and indirectly, within 

the culture established in a school (Cherian & Daniel, 2008).  They take their role seriously 

in providing a positive example and strive to build rapport and relationship with ECTs.  
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Principals understand that their leadership role results in novice teachers identifying them as 

a source of guidance and direction for how they should perform in schools (Ingersoll & 

Kralik, 2004; Johnson, 2004; Kurtz, 1983; Richards, 2004; Wood, 2005).  Developing and 

facilitating supports for ECTs was identified as important, systematically connecting with 

ECT to assist their professional growth and development (Hope, 1999).  

 The meaning and value that principals hold in their work in establishing supports for 

ECTs was considered to create a legacy.  Legacy can be described as something that has 

been achieved, that is shared and then ensues (MacMillan Dictionary, 2016).  In this study, 

principals identified their own early teaching experiences having an influence on their 

development of ECT supports.  Principals recognized the value that early supports had in 

shaping their teaching practice, or the influence that a lack of support had on their early 

experiences.  These early experiences were found to motivate principals in their 

development and facilitation of supports for ECTs.  Their own connection with early 

teaching support leads to a realization of the influence of early supports on an ECT’s 

practice and transition experience.  This sense of legacy is tied with the meaningful nature of 

their work. 

 Principals identified that they are able to develop and facilitate individualized ECT 

supports that fit the unique professional learning profile of new teachers that are consistently 

in their school.  Individualized supports such as mentoring, observations, classroom visits 

and formative assessment were considered by principals to aid ECTs transitioning into 

practice (Olebe, 2005).  Within the principals’ discussion of the value of individualized 

supports was the need for ECTs to apply learning within a school culture and context 

(Feiman-Nemser, 2001).  Principals iterated the value of seeing ECTs in practice, engaging 
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in reflective conversations and sustaining supports within a school community.  Connected 

with job-embedded supports that address individual ECT learning needs, principals 

identified the necessity of establishing a trusting principal-new teacher relationship with 

consistent communication in order to identify those individual needs. Principals see their 

facilitation role as being active in getting to know, observing and checking-in with ECTs as 

they develop supports within their school.  The time that principals spend in getting new 

teachers “off on the right foot” by building a relationship and connecting ECTs with the 

best-suited professional supports is considered worthwhile and a meaningful component of 

the work of principals.   

 Principals connect people and supports.  Principals have the opportunity to create 

other connections and link ECTs with various resources as the school leader.  In particular, 

the school culture was identified in the study to be a valuable network of professional 

learning opportunities such as collaborative planning, co-teaching and job-shadowing 

opportunities for ECTs.   Principals have an influential role on ensuring that the working 

conditions and climate are conducive to the development and facilitation of ECT supports 

(Kutsyuruba, 2016).  An important aspect of the principal role as a support facilitator is that 

they establish not only their own professional relationship with the ECT, but also connect 

the new teacher with experienced teachers that can provide direct supports (Carver, 2014). 

Considering all of the roles and responsibilities of the school principal, the principals of this 

study agreed that developing a positive school culture is identified as being imperative for 

building success and reaching school goals (Habegger, 2008).  

In this study, the value of incorporating and engaging ECTs in the school 

collaborative community was discussed to be critical to the success of supports.  School 
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administrators have been found to effectively support ECTs by matching them with mentors 

with teaching experience in the same content area, grade level and provide opportunities for 

them to meet with, observe and be observed by their mentors (Feiman-Nemser, 2001; Little, 

1990; Youngs, 2007). Working within a school culture gives ECTs the opportunity to 

experience significant professional learning informally through experience in the classroom 

(Beck, 2015; Day, 1999; Dewey, 1916; Loughran, 2010; Schon, 1983). Promoting 

mentoring, co-shadowing and building lines of communication with other teachers were 

identified by principals to support ECTs with not only pedagogical skills, but also a sense of 

belonging (Feiman-Nemser, 1996; Ganser, 2002).  Connecting peers with a purpose (Fullan, 

2008) was discussed by the participants with the collaborative school community providing 

possibilities for supports such as opening lines of communication, developing opportunities 

for co-planning and co-teaching and having the potential for a broad range of supports from 

multiple personnel.  Encouraging collaboration among teachers was found by principals as 

highly effective in helping ECTs to understand and mitigate multiple initiatives and 

compounded professional learning requirements.  Also, the supportive and collaborative 

culture of the school was identified to build open communication for ECTs to talk freely 

with colleagues and reflect and build on their practice in the classroom. 

 Similar to the findings of Kardos and Johnson (2007), the study participants shared 

that building collaborative opportunities for professional learning by distributing ECT 

support strategies across multiple personnel such as experienced teachers, instructional 

coaches and within learning networks gives ECTs more support to apply within their 

classroom practice and provide informal learning opportunities. Principals identify 

themselves as having the capacity of facilitating ECT supports within their school, but 
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classified that their effectiveness in connecting ECTs that are in transient work arrangements 

with professional learning opportunities is limited. 

 While having a positive school culture has an influence on everyone within the school, 

the principals in this study identified the sustainable, long term benefits for ECTs that come 

from supports that happen when ECTs work within a collaborative school community for a 

period of time.  It was identified that time is crucial in developing collegial relationships that 

result in ECT supports that address new teacher learning needs.  Long-term occasional and 

contract ECTs benefit from supports within a collaborative learning community, whereas 

most short-term and daily occasional teachers do not usually establish supportive collegial 

relationships, unless they regularly attend a school. 

 The enculturation of ECTs within a school community and distributed leadership was 

deemed by the principals of this study to not only be essential for the development of rich 

professional learning, but was also necessary based on the intensity of their workload.  

Principals recognized that it is not best for them to be the sole provider of ECT supports, but 

also indicated that they cannot provide all supports to ECTs due to the intensity of their 

workload.  Their workload was found to have an influence on ECT supports that they 

develop and facilitate, as they are responsible for many operational and instructional 

leadership aspects of supervising and leading a school. 

The Intensification of Elementary Principal Work 
 
 In this study, principals identified their work as becoming increasingly busy, 

demanding and stressful.  Similar to the findings of Drago-Severson (2007), principals 

spoke about striving to effectively lead within the context of multifaceted educational 

challenges (p. 70).  In this study, principals described that so many work responsibilities pull 
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them in many directions and their school day is often unpredictable and requires scheduling 

flexibility.  While the principals all spoke of the value and positive influence that they have 

seen from facilitating ECT supports, they identify that their other work responsibilities have 

an influence on their time and their availability to support ECTs. 

 Connecting with the beliefs of mentoring by Lipton and Wellman (2003), the 

participants in this study considered the development of ECT supports to be a collaborative, 

growth-oriented, learning-focused relationship. Principals spoke about engaging in 

prioritization of work each day and identified that their work can be highly unpredictable, 

considering the numerous responsibilities that they hold to many stakeholders.  While 

wanting to provide supports that best meet the needs of ECTs, “with the changing role of 

administrators, it is easy to forget or put to the side the things that we need to accomplish on 

a daily basis that show the support and guidance that is needed to create great teachers” 

(Howard, 2016, 17).  Principals identify supporting ECTs to be an important part of their 

work, however, they did recognize that their attention is called in many directions each day 

and they had to prioritize their work. 

 Principals find their work to be intensifying with increasing responsibilities in their 

role (Pollock, 2014a).  This increase of workload was found to lead to feelings of regret 

from some principals for not having more time available to meet with the newest hired ECTs 

coming into their school and develop sustainable supports and professional learning 

opportunities for those teachers within their school.  Principals expressed that they found 

meaning in their work to support ECTs, and even though they are busy and developing 

supports is another responsibility that they hold, the time that they find and the attention that 

they invest in new teachers was done to make a positive difference (Hope, 1999).  
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Awareness of their role as a school supervisor was identified to pose challenges for 

principals in their work to develop ECT supports. 

 Challenge due to supervisory role.  While principals indicated their awareness of 

their role as a new teacher evaluator, they discussed purposeful planning to establish 

strategies to build trusting relationships with ECTs.  Specifically, aiming to create non-

intimidating opportunities to observe and build conversations with ECTs about their work in 

the classroom was a goal that principals discussed in this study.  Hope (1999) talks about 

principals having the capability of helping ECTs break down the sense of isolation by 

providing constructive feedback on the teaching and learning processes in the new teachers’ 

classroom.  However, tensions can arise between the principal’s responsibility to support 

and nurture professional growth when combined with their evaluative capacity within their 

work (Cherubini, 2010; Kutsyuruba, Godden & Tregunna, 2013).  In their quest to build 

supports that will aid ECTs in gaining success, the principals spoke of their desire to be 

considered a person who can help. The study participants indicated that they hold value in 

facilitating supports that put the ECT at ease and help to build trust and rapport in their 

relationships. Less intensive support strategies have been found to be most effective at 

increasing teacher retention and promoting personal and professional well being (Stansbury 

& Zimmerman, 2000).  Principals identify their involvement in developing and facilitating 

ECT supports, but see this role as indirectly involved (Kutsyuruba, 2016).  They see their 

ability to connect ECTs with other teachers, appropriate learning opportunities and resources 

to be an important part of their work.  
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The reflections of principals in this study who spoke about ECT supports in terms of 

investment: (1) the investment in ECTs, (2) the investment of ECTs, and (3) ECTs as an 

investment in the school. 

 Investment in early career teachers.  Principals see their work in developing and 

facilitating supports to be an investment that they are making in an ECT.  The investment 

that principals make in supporting ECTs was discussed be tied with meaningful work and 

included time, expertise, reflection, and accessing funding or resources.  Considering the 

intense nature of principal work, the investment level of principals was discussed to depend 

upon ECTs’ access to policy, consistency of ECT attendance at the school and the 

willingness of ECTs to access and participate in supports. 

 Under the NTIP policy, principals are identified as facilitators of the ECT supports and 

bear responsibilities within the policy guidelines and maintain accountability of the process 

of NTIP new teacher supports (Ontario Ministry of Education, 2014).  With funding support 

and accountability tied within the NTIP, principals are responsible to make an investment in 

developing and facilitating supports for the ECTs in their school that meet the inclusion 

criteria for the policy.  While principals recognized the value of investing professional 

learning supports for ECTs, the newest hired ECTs in daily and short-term teaching were 

identified as not being able to access NTIP.  It can be considered that the daily and short-

term occasional ECTs that are not yet meeting NTIP inclusion are considered by the 

government to be not as great of an investment as those qualifying for NTIP.   

 Supporting ECTs in transient daily and short-term with a continuum of professional 

learning opportunities was identified as usually being beyond the scope of what a principal 

can offer within their school.  District level support programs better serve the professional 
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learning needs of ECTs that move between schools.  While one participant spoke about the 

district supports offered to the newest hired teachers in her district, she identified that she 

was unaware of any other such programs within the province.  The other participants 

indicated that professional development opportunities were limited or minimal for daily or 

short-term teachers.  

 Principals identify their work in supporting ECTs to be meaningful.  While principals 

indicated that they are busy and carry many responsibilities, they hold ECTs supports to be 

an important part of their work. Principals consider ECTs that regularly attend their school 

as an important investment of their time, of the new teacher’s time and in the school. 

 New teachers’ investment.  The level of investment of the ECT in their own learning 

journey that principals perceive was identified in this study to influence how principals 

develop and facilitate supports.  Principals spoke of several ways that they identify the level 

of ECT investment to include: (1) the amount of time that the ECT spends in their school, 

and (2) the interest that the ECT indicates in engaging in professional learning.   

 Time in School.  Some participants spoke of the time that ECTs spend in the school 

(work and voluntary) to contribute to the their perception of the ECT’s personal investment 

in the school community. Several principals expressed a viewpoint of seeing long-term, or 

short-term teachers, who are in their school regularly, as invested in the school community.  

Daily and short-term teachers were recognized to have work arrangements that make it 

challenging to develop relationships that would foster opportunities such as volunteering and 

coaching in a school.  Principals recognized the efforts of the ECT in working, volunteering 

and making a commitment to their school as influencing the supports that they develop and 

facilitate as they deemed the ECT to be invested in their school community.  The principal’s 
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strategies for support are also based on the new teacher’s level of investment in school and 

the perceived commitment of the new teacher to their own professional learning and 

development.  

 ECTs that engage in short-term work were identified by principals to often not have an 

opportunity to make strong connections within the school culture.  The transient nature of 

work and the busy nature of the teacher workday create challenges for new teachers to 

connect with the principal, or other teachers on staff.  While many ECTs engage in transient 

work, they cannot gain regular access to one school to have access to working consistently 

with colleagues and a principal.  However, they must engage in transient work in order to 

eventually gain long-term work with supports.  These challenges are attempted to be 

overcome by some ECTs with the self-direction of professional learning. 

 Interest in engaging in professional learning.  With limited funding available for 

support for ECTs in daily and short-term occasional positions, self-directed ECT learning 

contributes to how principals perceive new teachers’ investment in their transition into 

teaching.  Principals in this study recognized the competitive new teacher hiring market.  

They identified that many ECTs are self-directing their professional learning in a quest for 

gaining new teacher work and investing in supporting themselves.  The self-directed 

learning of ECTs requires access through time and the cost of tuition. While several 

principals in this study recognized the efforts of many ECTs pursuing additional learning 

opportunities as advantageous and a sign of ECT motivation in gaining skills for 

employment, the cost of many self-directed professional learning opportunities are 

expensive, often costing over eight hundred dollars for an additional qualification course.  

Considering that ECTs in Ontario already have thousands of dollars invested in minimally 
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an undergraduate degree and a bachelor of education degree and many ECTs are coming in 

to education as a second profession and have families to support, these professional learning 

opportunities are not always financially viable.   It can be argued that if additional 

qualifications and self-directed professional learning become expected of ECTs if an elitist 

precedent is being established where those who are able to afford additional training will be 

viewed as more qualified and therefore stand a stronger chance of gaining long-term 

teaching employment. 

 While highly qualified, some principals in this study pointed out an anticipated and 

observed lack of supported ECT professional collaborative learning skills, where they 

identify some ECTs lacking skills in professional co-learning and co-planning.  Principals 

identified the need for professional learning to be job-embedded.  While self-directed 

learning is considered to be an investment of ECTs in their own professional development, 

one must question if negative coping strategies are being developed by ECTs who are 

working independently in their learning and striving to gain the attention of principals who 

they view as being so important in the process of gaining teaching work. The investment of 

the ECTs in their professional growth needs to link with the investment of a principal in 

developing and facilitating supports and also their investment in a school, in order to gain 

the best results. 

 Early career teachers as an investment to the school.  ECTs can also be considered 

to be an investment to the school.  In this study, several principals discussed their feelings of 

responsibility within the hiring process of interviewing and recommending for hire new 

teachers that they believe are the best fit within their school culture and community.  They 

looked at ECTs and their contributions to the school being an investment to the school.  In 
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this study, some principals discussed that the ECT, long-term occasional placement process 

associated with Reg. 274 generates for them a less personalized approach to ECT hiring.  

Principals expressed concern of ECTs becoming less personally invested in their teaching 

placement as a result of the seniority process associated with Reg. 274.  As a result, some 

principals indicated that they feared that some ECTs were becoming complacent.  With 

unique demographics in each school, principals in this study identified the value in building 

a staff team that collaborates to improve student achievement and well-being.  They see 

ECTs as individuals, with unique strengths and skills.  Principals see different personalities 

and teaching styles having unique fits within school contexts.  Reg. 274 is identified as 

taking away the skills of principals in recruiting individuals that best fit their school culture. 

This influences the personal connection that principals have with having a voice in the hiring 

of the best suited individuals for positions at their school.  This loss of influence in hiring 

affects principal morale and changes the personal connection that principals hold with the 

ECTs coming into their school.  This can have an influence on their ECT support 

development and facilitation process. 

Tensions Identified in the Study 

 Two tensions were identified in this study that are connected with the notion of 

investment and the changing nature of principal and ECT work: (1) elementary 

principals often cannot facilitate supports for the newest hired ECTs, and (2) policy 

takes priority in principal work and usually the newest ECTs do not qualify for 

support policy. 
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Tension One: Elementary principals often cannot facilitate supports for the newest 

hired early career teachers  

 Principals in this study identified struggles with facilitating supports for teachers on 

daily and short-term teaching assignments.  They believe that the newest hired ECTs 

transitioning from pre-service to in-service teaching require professional learning supports, 

but they are not able to develop and facilitate supports for many of the newest hired ECTs 

within their work. In this study, sufficient time to establish relationships with ECTs was 

identified by principals to be a pre-condition to developing ECT supports.  Principals 

identified that they do not feel that they have the opportunity to build relationships with 

ECTs that move from school to school on a regular basis.  While they identify the need for 

the newest hired ECTs to have support, principals are often not able to connect supports 

with teachers in transient work arrangements. 

 As educators move toward more collaborative models in professional learning, there is 

a fear of the newest hired ECT being isolated and alone in their early practice due to an 

inability to access job-embedded supports.  Kardos and Johnson (2007) found many ECTs 

that did not access supports to report that their work is solitary, and they felt that they were 

expected to be prematurely expert and independent (p. 2083).  Without access to supports, 

ECT may gain coping skills in teaching how they were taught and create a cyclical 

reproduction of educators who do not consider specific educational contexts (Wong & 

Wong, 1998; Doerger, 2003). Two main reasons for principals struggling to develop and 

facilitate supports for ECTs were identified: (1) different supports are required for short-

term and long-term teaching assignments, and (2) challenges in connecting supports with 

short-term occasional teachers. 
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 Different supports for short-term and long-term teaching assignments.  Principals 

in this study identified that the supports that they develop and facilitate for ECTs in long-

term work is different from supports that consider being most beneficial for short-term 

teachers.  While both types of teaching assignments are identified to have emotional needs 

as ECTs transition into practice, long-term teachers were identified to have learning needs 

that include planning, assessment, working within a school culture, communicating with 

parents and setting up classroom routines, short-term teacher supports were seen to be more 

related to classroom management or working within another teacher’s day plan.  This 

connects with the literature that considers how daily occasional and short-term teachers 

teach and manage their classrooms in different ways from their full-time counterparts 

(Jennings, 2001; Pollock, 2010; 2015).  The challenges that non-permanent teachers face in 

their work have an influence on the way that they teach, how the students respond to their 

teaching and the kinds of supports that they require (Pollock, 2015). While daily and short-

term teachers were seen by the participants in this study to have more short-term supports, 

particularly in classroom management and school routines, the principals identified their 

process of developing a more complex and diversified approach for long-term teachers 

including longer-term, layered personnel and professional development supports being most 

appropriate. They see their supports matching the needs of teachers that are planning for 

their own class, within the school. This consideration of supports ties with the concept of 

ECT inclusion in the school community and investment in the school. 

 Principals identify their development of school-based supports to be best suited to 

long-term teachers that engage in teaching in their school.  However, principals understand 

the long-term teachers have travelled through time in short-term teaching to reach the point 
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of consistent school based supports.  A challenge lies in identifying who is able to best 

provide supports to the newest hired ECTs that move between many schools and struggle to 

build relationships of support due to their lack of consistent employment in one location. 

 Challenge to develop and facilitate supports to daily and short-term occasional 

teachers.  Principals in this study identified that they are very limited in the supports that 

they can offer daily or short-term teachers as supports usually address an immediate need 

such as classroom management.  While supports to meet the individual learning needs of the 

newest hired ECTs transitioning from pre-service education programs into practice was 

identified as important by principals, the responsibility of who takes the leadership role in 

facilitating the supports was found to be debatable.  The second tension moves from practice 

into policy with the identification of most of the newest hired ECTs not qualifying for 

participation in NTIP. 

Tension Two: Policy Takes Priority in Principal Work, But Most of the Newest Hired 

Early Career Teachers are Not Eligible 

	  
 As a result of intensified workload, formalized new teacher support policy was 

identified as taking priority with principal time, planning and accountability. Principals hold 

responsibility to ensure that they comply with Ministry and school district policies within 

their work.  NTIP policy was highly regarded by principals in this study.  They discussed the 

policy connecting with the value that they personally hold in supporting ECTs, but realized 

the limitations of which ECTs were to be included in the policy. While some principals 

indicated that their supports would be less intensive and more rooted in encouraging ECTs 

to engage in the school collaborative community, other principals indicated that there was 

little that they could do to provide supports for ECTs that are not regularly in their school.  
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Three forms of policy were identified to relate to their work in supporting ECTs: (1) NTIP, 

(2) TPA, and (3) OLF which will be discussed next in relation to principal work in 

developing and facilitating ECT supports in the following section. 

 NTIP.  The application and effectiveness of NTIP has changed since its induction in 

2006 as a result of the changing education climate in Ontario.  When NTIP was first 

introduced in 2006, Ontario was not experiencing as great of a teacher surplus as 2016.  This 

resulted in ECTs gaining long-term employment sooner in 2006 than 2016.  NTIP programs 

are now requiring increased flexibility in support strategies as a result of qualifying teachers 

having extensive experience in short-term teaching arrangements.  The supports that have 

been identified as better suited to NTIP new teachers today include co-learning models with 

mentors.  My own experiences as a lead NTIP mentor identified that no longer are NTIP 

new teachers considered to be the newest hired ECTs in the profession, but rather teachers 

with experience that have transitioned from short-term into long-term work.  The newest 

hired ECTs are coming from pre-service to in-service teaching without a policy that outlines 

support for bridging their professional learning.  Many enter daily or short-term teaching 

assignments, doing the best that they can on their own without supports, until they gain 

long-term employment and NTIP eligibility. 

 TPA.  The principals of this study identified their responsibility to conduct TPAs as 

part of the NTIP process and for long-term teachers in their school.  Principals recognized 

the TPA as a positive, supportive resource for their work in supporting ECT.  As the TPA 

outlines the principal role to include meeting with the teacher, discussing professional 

learning goals, observing and then debriefing, the TPA was identified to be a supportive 

policy structure for principals working to support new teachers.  However, they also 
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appreciated that the TPA is an evaluative process that can often make ECTs nervous, or self-

conscious of their work. Principals identified the TPA process as being important in their 

work as principals and teachers engage in a supportive process of identifying professional 

learning goals and developing a plan to reach the goals.  The study participants discussed 

how the TPA process gives an opportunity for principals and teachers to meet and set goals, 

which sometimes does not happen without the prompting of the policy.  This was identified 

as a priority for principals as the TPA is part of NTIP contract hired, along with long-term 

occasional teaching assignments and the TPA process is discussed in site visits with 

supervisory officers.  While the TPA policy provides teachers with meaningful appraisals 

that encourage professional learning and growth (Ontario Ministry of Education, 2016), new 

teachers in daily and short-term work do not qualify to participate in the initiative.  Thus, 

due to ineligibility, many of the newest hired ECTs are left to self-identify their learning 

needs until they can gain long-term work and qualify for the policy.  While several 

principals indicated that they try to informally observe non-NTIP teachers in their 

classrooms and follow-up with conversation, the TPA is identified as a priority in principal 

work.  As short-term teachers move frequently between schools, several principals in the 

study indicated that they often do not see the ECTs while they are at the school due to their 

own busy schedule and their understanding that the new teacher would only be at the school 

for a short time, therefore not being identified as having an investment in the school.  Other 

principals indicated that they try to come around to visit short-term ECTs in their school, but 

this was indicated to be more of a welcome than an opportunity for observation and 

feedback. 



	  
	  

135	  

 OLF.  While the principals of this study did not directly recognize the OLF as an ECT 

support resource that they tap into, they did identify the OLF as a guide to good professional 

practice as a school leader.  The OLF sets a guideline for principals to create pathway 

planning, assess individual needs and creating capacity within staff (Leithwood, 2012).  

While principals did not identify the OLF to be a direct resource, the principals’ awareness 

of the OLF and their discussion of the work that they do beyond the policy expectations 

would indicate this framework’s relevance within principal work in supporting the newest 

hired ECTs.  

 In this study, principals identified the meaning that they hold in their work to develop 

and facilitate supports for ECTs.  They see the value of bringing ECTs into collaborative 

school learning communities, identifying and engaging new teachers in professional learning 

and facilitating opportunities.  These attributes of principal work connect with the OLF 

guiding principals.  While the OLF was not identified to be a direct resource that principals 

use in their work, their beliefs and understandings of their work indicate the guiding 

principals of the OLF happening in their practices.   

Policy Gap 
	  
  The perspectives of the principals in this study identified a gap that exists between 

ECTs entering teaching and being eligible for new teacher support policy.  Principals 

identified that the majority of their development and facilitation of ECT supports goes to 

NTIP qualified new teachers, or ECTs that are consistently in their school.  With the newest 

hired ECTs entering work arrangements that are transient, daily occasional or short-term 

positions, most of the newest hired ECTs do not qualify for NTIP and move frequently 

between schools.  Daily and short-term teachers face challenges in building professional 
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relationships with principals due to a lack of consistency in a school and many of the newest 

hired ECTs can “fall between the cracks” and do not receive supports during their transition 

from pre-service to in-service teaching.  In a highly competitive hiring market, many ECTs 

do not want to appear to be weak, or in need of supports.  As a result of this “sink or swim” 

experience, many of these ECTs develop coping skills.  Some principals in this study 

identified that coping skills can present as overconfidence, resistance of collaboration, or 

ECTs returning back to how they were taught.  If supports are offered early in the pre-

service to in-service new teacher transition, ECTs will gain more success through supported 

professional learning and development. 

 In this study, while the principals identified that while they feel confident in 

developing and facilitating supports such as promoting mentoring relationships, connecting 

personnel resources and engaging ECTs in the school community for ECTs that are 

regularly in their school, they cannot connect supports to ECTs that are infrequently in their 

school.  Except for one participant in this study, most principals indicated that they were not 

sure of what supports were available to the ECTs in daily and short-term work.  Like other 

provinces in Canada, school district and teacher federation support programs were 

mentioned by some participants as a possible way connect supports to the newest hired 

ECTs in daily and short-term teaching arrangements. 

Study Recommendations 
	  
 This study has identified that principals believe that their work in supporting ECTs is 

important.  However, when considering the newest hired ECTs in their first five years of in-

service teaching, principals recognized that they are able to only develop and facilitate 

supports for ECTs that are regularly in their school.  This limitation was identified as a result 
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of the nature of their own busy work, in connection with the transient nature of work for the 

newest hired ECTs and the inability of short-term teachers to access NTIP policy.  As a 

result of this current policy gap between new teachers entering teaching and qualifying for 

NTIP, the consideration of school district or teacher federation facilitated supports for 

beginning teachers that are newly hired in school districts would benefit new teachers, 

schools, communities, and most importantly, student experience and achievement.  These 

supports could be specifically developed to address the instructional, institutional, physical 

and emotional needs of beginning teachers. 

 Development of support policy for the newest early career teachers in daily and 

short-term teaching work.  Principals identified in this study that they are only able to 

support ECTs that are consistently in their school.  The development and implementation of 

support policy aimed to include beginning teachers and offer supports suited to the learning 

needs of daily and short-term occasional teachers will bridge the existing policy gap and 

offer early in-service support for new teachers.  Principals in this study identified the 

different types of supports that are required for daily and short-term work versus long-term 

work.  School districts or teacher federations have a broader range of access to short-term 

ECTs and can create networks of the newest hired ECTs and develop and facilitate supports 

that are best suited to the professional learning needs of ECTs beginning their journey on the 

bridge from pre-service to in-service teaching.  It should be anticipated that some elements 

of the support process for ECTs would be similar to NTIP, such as communicating with an 

experienced teacher mentor and accessing professional development learning that is relevant 

to their current teaching position.  However, the professional learning outcomes would be 

different from NTIP as a result of the different work arrangement of the ECTs.  The newest 
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hired ECTs benefit from professional learning that is relevant and applicable to their current 

work arrangement, short-term teaching. 

 Further study into the current experiences of ECTs accessing NTIP would inform 

consideration of policy.  The development of support programs for the newest hired ECTs 

could take the form of an expansion of the existing NTIP policy, or the development of a 

new policy specific to daily or short-term teachers.  One concern raised by principals in the 

study was disconnect between professional learning and practice for ECTs that do not 

qualify for NTIP.  Including the newest hired ECTs in a professional learning community 

early in the profession would provide a network of collaboration, which would not only 

establish supports, but also prepare teachers for collaborative professional learning and 

planning models, which are implemented in elementary teaching practice (i.e. learning 

networks, working within grade teams).  ECTs will gain confidence early in their practice 

through a sense of support, access learning through collaboration and networks and gain the 

skills needed to overcome the expected bumps in the transition from pre-service to in-

service teaching.  New policy can be developed to link early professional learning into 

NTIP, bridging the current gap.  As daily and short-term teacher learning needs differ from 

long-term, the policy expansion would create a continuum of professional learning that 

spans from emerging teacher learning needs in early practice to what is now identified as the 

co-teaching, co-learning models with NTIP new teachers and mentors.  As policy was 

identified to be a priority in principal work and important in many new teachers having 

access to supports, I believe that policy guidelines and funding would provide consistency 

and accountability in ensuring that all beginning teachers have support. 
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 While this type of program would involve a change of current practice and require 

significant planning, the greatest challenge lies in funding for increasing supports.  School 

districts or teacher federations would require funds to develop and facilitate programs. Also 

considering the current teacher surplus situation, there are many ECTs in daily and short-

term teaching positions that await long-term employment and qualification for NTIP.  

Providing these ECTs with professional learning opportunities such as meeting with and 

observing other teachers require funding.  While instituting policies to support the newest 

hired ECTs in Ontario would be an expensive venture, the investment would result in all 

ECTs having supports that bridge their learning from pre-service education into in-service 

teaching.  This investment would benefit ECTs, schools, communities, and most 

importantly, student experience and achievement. 

Summary 
	  
 This chapter presented a discussion and interpretation of the study findings.  I began 

by discussing the important work of principals in developing and facilitating ECT supports 

and connecting ECTs within the collaborative culture within their school.  However, it was 

identified that principals work within increasing job responsibilities and face challenges due 

to the supervisory nature of their role, which I connected with the notion of investment.  

This included considering the investment of principals in ECTs, of ECTs in their own 

learning and within the school.  Two tensions were discussed: (1) elementary principals 

often cannot connect supports to the newest ECTs, and (2) policy takes priority in principal 

work, but most of the newest hired ECTs are not eligible.  These tensions led to the 

discussion of a policy gap that was uncovered in this study between pre-service teachers 

entering teaching and when they become eligible for provincial new teacher support policy.  
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This identification of a policy gap, along with the participant perspectives gathered from this 

study led to the recommendation of school district or teacher federation directed support 

policies that would include the newest hired ECTs in daily and short-term teaching 

arrangements. 
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CHAPTER NINE: CONCLUSION 
	  

This study developed from my professional practice as a lead experienced teacher 

mentor in the school district where I am employed.  Prior to beginning this research study, I 

became aware that the professional learning needs of the ECTs that were qualifying for 

NTIP were changing.  I questioned, if most NTIP new teachers are gaining multiple years of 

teaching experience prior to qualifying for NTIP, what supports are available for the hired 

ECTs?  Appreciating the leadership role that principals hold as a school leader, I considered 

the work of elementary principals in developing and facilitating supports for ECTs as they 

bridge from pre-service education into the teaching profession to be a segway into building 

an understanding of the current practices in Ontario elementary schools. 

In this final chapter of the thesis, I provide a summary of my study and its findings.  

Further, I discuss limitations and the implications for future research work.  I begin by 

briefly summarizing the study and each of the sub-questions.  Next, I discuss the 

significance of the work within research, theory, policy and practice.  Following this, the 

limitations of the study are noted.  Finally, future research considerations are discussed. 

Study	  Summary	  
	  
 This study connects with the growing research in the field of ECT supports and 

induction, as well as principal work.  This interpretative qualitative study was conducted in 

response to the main research question, “What work do elementary school principals do to 

support early career teachers in Ontario?”.  The conceptual framework informed the study 

and is based on the notions of work, support and policy. 

I realized that the study question and sub-questions would be best answered directly 

from the voices of principals who have been on the front line of working to develop and 
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facilitate supports for ECTs in elementary schools.  The semi-structured interviews with the 

twelve elementary principal participants from Southern Ontario from public and Catholic 

school districts brought to light how the principals identify themselves as having an 

important role in supporting ECTs in their transition from a university pre-service education 

program into teaching practice.   

Summary of Findings 
	  

In this section, I present a brief summary of my findings and discussion to explain 

each research sub-question. The research sub-questions tapped into the participants’ 

perceived nature of the work that they do to support ECTs. 

Sub-question one: How do elementary school principals understand early 

career teacher supports? 

The elementary principals in this study consider their work to support ECTs as 

important and realize the value of their role in support development and facilitation.  They 

identify this work as meaningful.  In the study interviews, the principals reflected upon their 

own early days in teaching and vividly recalled and shared with me who supported them in 

their transition into teaching.  The principals’ appreciation for the administrators and 

mentors that helped them early in their career connected with the meaning that these 

principals hold in the work that they do to support ECTs.  Also, those who felt personal 

struggle in their early teaching days and experienced a sense of “sink or swim” identified 

these early teaching experiences to motivate their efforts in developing and facilitating 

supports.  The principals’ own personal experiences and challenges drove their desire to be a 

support facilitator to give the ECTs in their school a positive start in the profession.                            
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Principals did not see themselves as a sole provider of supports, but rather a 

facilitator of support within school and district based networks.  They identify that ECTs 

benefit from the availability of supports.  The principals in this study did not consider 

supporting ECTs as a burden or “just part of the job”, but rather as a responsibility within 

their leadership capacity that serves to benefit the whole school community.  However, 

while these principals articulated their personal drive and interest in helping ECTs, they 

identified limitations that they experience in not always being able to build relationships that 

foster supports with many occasional teachers.   

 Principals identify that they can develop and facilitate new teacher supports 

for teachers that are part of their school community.  Principals identify themselves 

as support developers for ECTs that are regularly in their school. This includes ECTs 

in long-term occasional teaching positions, or beginning permanent teaching 

positions.  Several principals also identified facilitating supports for daily or short-

term occasional teachers who are consistently in their school.  This understanding 

was identified as principals distinguish their role in supporting new teachers to be 

rooted in relationship building.  Building and establishing relationships are key in 

facilitating the most appropriate and effective supports that meet the individual 

learning needs of the ECT.  While seeing the support of the newest hired ECTs in 

daily occasional teachers as important for those newly hired educators to bridge their 

learning into practice, the principals of this study did not identify that they provide 

significant support for daily and short-term occasional teachers.  In the interviews, 

principals shared that they do not have the time available to get to know daily or 

short-term occasional teachers who engage in transient work.  Most principals 
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identified that they believe that limited ECT resources are available for newly hired 

teachers in their district, as for most, policy does not exist for ECTs that do not yet 

meet the NTIP inclusion criteria.  This leaves some of the newest hired ECTs in a 

support gap between pre-service education and inclusion in NTIP.  Principals identify 

that they are not able to effectively develop and facilitate sustainable support for 

teachers that are infrequently in their school. 

Sub-question two: What strategies do principals engage in to support 

early career teachers? 

The individualized nature of principal developed and facilitated supports resounded 

through the responses of the participants in this study.  The differentiation of support 

development was discussed to draw from the principal’s diverse repertoire of contacts and 

resources that are available to the principal as a school leader.  These contacts and resources 

include experienced teachers on staff in the school, instructional coaches, board personnel, 

professional development opportunities and other opportunities that the principal believes 

will be timely and appropriate to ECTs’ professional learning.  The principals saw 

themselves as connectors of people and resources, not as a mentor or direct instructional 

support. 

 A key strategy that principals in this study noted to be of prime importance in 

facilitating effective new teacher supports was introducing ECTs into a collaborative school 

culture.  Principals recognized the work that they do to build and nurture a school culture 

where staff shares a common vision.  Establishing a professional learning community where 

the staff supports their ECT colleagues was described to be a key strategy of their work in 

supporting ECTs.  Engaging the school culture and collaborative school culture in ECT 



	  
	  

145	  

supports was determined to offer more complete support than the principal could offer alone.  

Identifying the complexities of the new teacher job role, principals recognized that having 

experienced teachers working in mentoring roles builds more open lines of communication 

for ECTs to address their learning needs, talk about practice related issues and gain 

resources for professional growth.  Principals promoted the value of ECTs working within 

the collaborative culture as they recognized some gaps in their own ability to provide 

supports as a result of their supervisory role, busy and unpredictable work and being out of 

the classroom teacher position for several years.   

               Sub-question three: How does policy influence the work of principals in 

supporting early career teachers? 

As policy outlines work expectations and provides funding, new teacher supports 

have been recognized to be highly influenced by policy in Ontario publicly-funded 

elementary schools.  Several policies, frameworks and regulations, including NTIP, TPA, 

OLF and Reg. 274 influence principal work in developing and facilitating ECT supports. 

Having been instituted across the province since the 2005-6 school year, NTIP has become 

the standard of ECT support program development.  However, the teacher surplus situation 

in Ontario and changes in hiring processes with the introduction of Reg. 274 has resulted in 

the newest hired ECTs waiting much longer following graduation from university pre-service 

education programs to reach the inclusion criteria for the program.  The content of policy 

creates priority in intensifying principal work.  Policy’s market oriented solutions to 

education relate to the development of ECT supports.  Policy guidelines are influencing 

which ECTs access formal new teacher supports, when they can be included in the program 

and the level of supports developed and facilitated.  The interim supports developed for the 
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newest hired ECTs waiting to reach policy inclusion are often more limited and less 

sustainable.  Principals recognized the less intense nature of these supports to be as a result 

of new teacher transient work arrangements and a sense of less investment within a single 

school.  While the principals in this study shared that they believe in the meaning of their 

work and that they want to support and help ECTs, their priority is with the NTIP qualified 

new teachers that are an investment in their school.  NTIP teachers are distinguished by 

principals as being invested in their school, are identified as requiring supports by the school 

board and have funding accessible for the supports.   

Sub-question four: What challenges do principals encounter when 

supporting early career teachers? 

The principals of this study identified that the greatest challenges that they face in 

developing and facilitating supports for ECTs are rooted in their intensifying workload. In 

this study, the principals recognized the value of principal-ECT relationships in the 

development of effective, individualized and sustainable supports. Principals’ intensifying 

and demanding workloads, in addition to the transient and temporary nature of ECT work 

arrangements combine to make relationship building a challenge for supporting many of the 

ECTs that do not meet the inclusion criteria for new teacher support policy.  Further 

challenges were identified by principals in their work to support ECTs when they do 

eventually qualify for the NTIP and join the school culture, learning gaps can sometimes be 

more challenging to overcome when coping strategies and self-directed learning have 

disrupted a network or collaborative approach to job-based professional learning.  Limited by 

only being able to support ECTs that are consistently working in their school, most principals 

were not aware of supports available to the newest hired teachers in daily or short-term 
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assignments in their region beyond limited district orientation sessions, ECTs accessing 

informal mentors, or self-directing their own professional learning. 

Significance of Study within Research 
	  

This study has investigated how elementary principals develop and facilitate ECT 

supports at a time when principal work is intensifying and the nature of work arrangements 

for ECTs transitioning from pre-service to in-service teaching is often temporary and 

transient.  The value of new teacher supports is well documented in research.  Numerous 

authors speak of the importance of providing resources, personnel and dedicating school 

administrator time toward developing professional learning opportunities for ECTs as they 

first enter the profession.  This study draws attention to a gap between practice and policy.  

While NTIP was considered by the principals in the study to be a well-rounded policy that 

promotes ECT professional learning through supports, the newest hired teachers are not 

qualifying for formal supports.  Principals in this study recognized that they are sometimes 

able to fill this gap by developing informal supports for ECTs when policy is not available.  

However, they identify that this can only happen with teachers that are regularly in their 

school.  Also, the recognition by principals that many ECTs are self-directing their own 

professional learning and learning to cope as a result of a lack of early supports is 

concerning.  While principals encouraged ECTs to engage in professional learning, the value 

of collaboration and job-embedded application and understanding were seen as vital for 

success.   Further to this, the principals identified the need for different supports for daily or 

short-term teachers and long-term teachers, as their work and responsibilities are different.  

Principals identified the value of building a bridge of supports for ECTs, but they can only 

develop and facilitate supports for ECTs that are in their school regularly.  Considering the 
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development and facilitation of supports for new teachers in daily and short-term work will 

require thinking beyond just principals to a context that is broader than an individual school. 

School districts or teacher federations could serve to develop and facilitate supports that fit 

the learning needs at the earliest, and often most critical time of professional learning for 

teachers.  

Research and Policy 
	  

This study has uncovered a gap that is growing in Ontario between ECT entering 

practice from pre-service education programs and qualifying for NTIP.  With the 

introduction of Reg. 274 and a teacher surplus situation, principals identified that ECTs are 

spending prolonged periods of time in daily and short-term occasional positions. NTIP, 

which is the recognized provincial policy for new teacher supports, was identified by 

principals to be a well-rounded program that offers good resources such as professional 

development and funding and is district managed.  Principals classified this policy to support 

their work by providing a good support framework and funding for ECTs to engage in 

professional learning.  While one participant identified the existence of a school district 

developed policy for a sustained support program for the newest hired teachers, sustained 

district new teacher policy was not identified by any other participants.  With intensifying 

workloads, principals identified policy to take priority in their work.  Including the newest 

hired teachers in policy increases the chances of developing and facilitating supports for 

ECTs at their most critical stage of professional learning.  Possibly expanding NTIP to 

include teachers in daily or short-term teaching assignments, or considering the development 

of school district or teacher federation policy may serve to bridge this gap of new teacher 

supports. 
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Research and Practice 
	  

This study investigated the reflections of currently employed principals in Ontario 

publicly funded elementary schools.  The principals reflected on the practices that they 

currently engage in to support the ECTs in their school.   

 Several principals mentioned in the in data collection process that the interview 

provided a chance for them to reflect on and possibly change their practice in the future with 

regards to the work that they do to support ECTs.  Particularly relevant in this study was 

hearing about the informal resources and strategies that principals engage and the strategies 

that they use when developing ECT support programs for new teachers in their school that do 

not qualify for the NTIP.  The value of developing a collaborative school culture, where the 

staff works together and supports one another was identified to be a key component of how 

principals develop and facilitate supports in their school.   

 This study offered perspectives from principals who are employed in five school 

districts across Southern Ontario.  While this is a small-scale study, hearing the practices and 

philosophies of a variety of principals gives a view into what ECT supports look like within 

the province.  This study offered an opportunity for principals to share their perspectives on 

the important work that they are doing to support ECT and reflect on the challenges that they 

identify within their work.   

Limitations of Study 
	  

This research study was a small-scale study with twelve interviews with principals.  

All of the principal participants are from Southern Ontario.  While the study was provincially 

advertised through the Ontario Principals Council (OPC), there was no interest gained from 

participants from areas of the province outside of Southern Ontario.  While saturation was 
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reached with the responses of the participants in the semi-structured interviews, the study 

could have had a broader perspective with a larger sample size of principals from a variety of 

other school districts in the province.   

 The recruitment of participants for this study faced challenges due to work-to-rule, 

job action sanctions between the Elementary Teacher’s Federation of Ontario (ETFO) and 

the Ontario government.  As the work-to-rule situation intensified in the province between 

the teachers and the government in fall 2015, principal workload was further intensified by 

the job action and it became very challenging to recruit participants through the Ontario 

Principal Council (OPC) recruitment and snowball sampling.  Following the job action being 

lifted, principal work continued to be intense with returning schools to normal function.  The 

job action resulted in an unexpected delay in data collection and potential participants for 

interviews were likely lost as a result of the challenges of work action. 

 Within the first five years of practice, new teachers can be within a broad range of 

teaching positions – from daily to short-term to long-term to contract teaching.  While this 

study aimed to gain a broad scope of the work of elementary principals to support all ECTs, 

the scope could have been further refined to specifically look at one type of teaching 

assignment, such as only considering daily occasional teachers in their first five years.  

Future Research Consideration 
	  

This study demonstrates that supporting ECTs as they transition into teaching 

practice is of prime importance to ECTs, schools and students.  With it taking longer for 

ECTs in Ontario to access the NTIP and gain employment that sustain teachers in the same 

school long enough to develop the relationships required to build effective professional 
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learning opportunities, further investigation into finding ways to bridge this gap could lead 

to positive change for our future education system.  

 The gap of support between pre-service education and the majority of supports being 

linked with long-term work brings light to value of future study in this field.  Future study 

could delve into the perceptions of ECTs in accessing and participating in support programs.  

Investigating specifically what self-directed learning is available for ECTs could provide 

resources to developing supports to guide new teachers to learning opportunities.  

Considering ways that school districts could develop strategies that would guide principals 

or other supportive personnel in building transitions for ECTs early in their transition to 

practice would help to bridge the gap in support between pre-service education and the 

NTIP.  Tying with the research work into the emotional needs of new teachers, future 

research could help to identify strategies to prepare ECTs for the challenges of early 

teaching.  Finally, a study that exclusively looks at the supports that daily and short-term 

occasional teachers are receiving in the province would help to clarify the concerns that are 

identified by principals, ECTs and school districts with the gap between pre-service 

programs and the NTIP. 

Summary 
	  

The work that Ontario elementary school principals are doing to support the newest 

ECTs in their schools is important and influences ECTs, the school culture and student 

achievement.  The principals that participated in this research study take their role as a 

school leader seriously, consider their work meaningful and see ECTs supports as being 

important.  However, they identified that the work that they do to develop and facilitate the 

most appropriate and effective supports can be challenging with many of the newest hired 
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ECTs not meeting policy inclusion guidelines, transient ECTs’ work, busy principal 

responsibilities and finding the best ways to develop supports that are collaborative within 

the school culture.  Some of these challenges prove so great that principals in this study 

recognized that many of the newest hired ECTs in daily and short-term assignments could 

receive minimal professional learning supports and collaboration in their early teaching. The 

gap that the principals in this study identified in professional learning for many daily and 

short-term occasional teachers is worthy of further investigation and hopefully the future 

creation of supportive strategies that will aid principals in building the teaching foundation 

that they have discussed being so critical for the ECTs in our schools today. 
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            Appendix A     
	  	  	  	  	  	  Letter	  of	  Information	  

 
 
 
 
 

The Work of School Principals in Supporting the Newest Teachers  
     in Ontario, Publicly Funded Elementary Schools 

                                          LETTER OF INFORMATION 
Introduction 
My name is Jenny Gonyou-Brown and I am a candidate in the Doctor of Education program at the 
Faculty of Education at Western University.  I am currently conducting research into the work that 
elementary school principals do to support the newest teachers and would like to invite you to 
participate in this study.   
 
Purpose of the study 
The aims of this study are to gain an understanding of principal perceptions of new teacher supports, 
the strategies that they use when facilitating supports for teachers in their first five years of teaching 
following pre-service education and the resources that they access.  
 
If you agree to participate 
If you agree to participate in this study you will be asked to participate in an interview of 
approximately 45-60 minutes in length.  The interview would be discussing your experiences as a 
facilitator of new teacher supports.  The interview would take place at a time and location that are 
convenient to you.  The interview would be audio recorded to ensure accuracy in data analysis and 
permission to audio record the interview will be required to participate in this study. 
 
Confidentiality 
The information collected will be used for research purposes only, and neither your name nor 
information which could identify you will be used in any publication or presentation of the study 
results.  All information collected for the study will be kept confidential. All names and email 
addresses collected for the study will be stored separately from the data collected and will be 
encrypted and destroyed five years following the study.  Codes will be used in the place of identifiers 
in the data analysis, such as Principal 1aa, Principal 2ab. 
 
Risks & Benefits 
There are no known risks to participating in this study. 
 
Voluntary Participation 
Participation in this study is voluntary. You may refuse to participate, refuse to answer any questions 
or withdraw from the study at any time. 
 
Questions 
If you have any questions about the conduct of this study or your rights as a research participant you 
may contact the Office of Research Ethics, Western University at XXX-XXX-XXXX.  If you have 
any questions about this study, please contact Jenny Gonyou-Brown at XXX-XXX-XXXX or Dr. 
Katina Pollock (faculty advisor). This letter is yours to keep for future reference. 

           Jenny Gonyou-Brown 
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             Appendix B 
	  

	  	  	  	   	   	   	   Study	  Consent	  Form	  
 

 
 The Work of School Principals in New Teacher Induction  

   Programs in Publicly Funded, English speaking  

       Ontario Elementary Schools 

  Jenny Gonyou-Brown (Doctor of Education student) 
            Dr. Katina Pollock (Faculty Advisor) 

 
CONSENT FORM 

 
I have read the Letter of Information, have had the nature of the study explained to me and I 
agree to participate.   All questions have been answered to my satisfaction. 
 
Name (please print):______________________________________________________ 
 
 
 
Signature:  _____________________________________________________________ 
 
 
 
                                   
Date:____________________________________________ 
 
 
 
Name of Person Obtaining Informed  
 
Consent:_______________________________________ 
 
 
Signature of Person Obtaining Informed Consent: 
 
 
 
_______________________________________________________________________ 
 
 
Date:____________________________________________ 
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         Appendix C 
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	   	   	   	  	  	  	  	  	  	  	  	  	  	  Research	  Ethics	  Approval	  
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Appendix E 
	  	  	  	  	  	   	   	   	   	  	  	  	  	  	  	  	  Interview	  Guide	  
	  

Interview Questions 

 
	  
1.	  	  Tell	  me	  a	  little	  about	  yourself	  professionally. 
-‐Number	  of	  years	  as	  a	  principal	  
-‐Number	  of	  years	  as	  a	  teacher	  
-‐Did	  you	  have	  any	  supports	  when	  you	  were	  new	  to	  teaching?	  
	  
2.	  	  Can	  you	  tell	  me	  about	  how	  you	  support	  teachers	  who	  are	  in	  their	  first	  
five	  years	  of	  teaching	  in	  your	  school?	  
-‐Professional	  supports.	  	  Which	  ones?	  Why	  these	  supports?	  
-‐Individualized	  or	  standard	  format	  /	  approach	  to	  supporting	  new	  teachers?	  
Why?	  
-‐Use	  any	  policies,	  frameworks	  or	  templates	  to	  guide	  planning	  of	  program?	  
	  
3.	  Can	  you	  share	  with	  me	  how	  you	  develop	  and	  facilitate	  supports	  for	  the	  
newest	  teachers	  in	  your	  school? 
-‐	  Number	  of	  times	  as	  a	  facilitator	  
-‐	  Had	  additional	  training	  or	  in-‐service	  to	  facilitate	  supports?	  
-‐	  Principal	  important	  in	  the	  program?	  	  Why	  /	  why	  not?	  
-‐	  Principal	  a	  mentor	  for	  new	  teachers?	  Why	  /	  why	  not?	  
-‐	  New	  teacher	  performance	  appraisal	  important?	  Why	  /	  why	  not?	  
 
4.	  How	  do	  you	  identify	  the	  professional	  learning	  needs	  of	  new	  teachers	  in	  
their	  first	  five	  years	  of	  practice	  in	  your	  school?	  
-‐	  Build	  rapport	  and	  relationships.	  	  How?	  
-‐	  Communication	  with	  new	  teachers.	  	  How?	  
	  
5.	  What	  are	  some	  of	  the	  challenges	  that	  you	  have	  encountered	  in	  providing	  
professional	  supports	  for	  teachers	  in	  their	  first	  five	  years	  of	  teaching?	  
-‐	  Which	  teachers	  are	  involved?	  	  How	  do	  you	  choose	  who	  is	  involved?	  How	  does	  
this	  affect	  your	  new	  teacher	  support	  planning?	  	  
-‐	  Resources.	  	  How	  do	  you	  find	  or	  provide?	  
-‐	  Funding.	  	  How	  does	  it	  affect	  new	  teacher	  supports?	  Is	  funding	  always	  available	  
for	  supporting	  new	  teachers	  in	  their	  first	  five	  years	  of	  teaching?	  	  If	  NTIP	  is	  not	  
available,	  are	  there	  other	  resources	  that	  you	  access? 
-‐	  Principal	  job	  responsibilities.	  How	  does	  it	  affect	  facilitating	  supports	  for	  new	  
teachers?	  
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6.	  What	  resources	  do	  you	  access	  that	  help	  you	  in	  providing	  professional	  
learning	  or	  other	  supports	  for	  new	  teachers	  in	  their	  first	  five	  years	  of	  
practice	  in	  your	  school?	  	  (NTIP	  and	  non-‐NTIP)	  
-‐	  From	  where?	  school	  district?	  Ministry?	  	  
-‐	  How	  do	  you	  choose?	  	  
-‐	  Funding.	  	  How	  do	  you	  locate?	  
-‐	  Personnel,	  PD	  or	  Texts.	  	  How	  do	  you	  locate?	  
	  
7.	  What	  supports	  do	  you	  believe	  need	  to	  be	  in	  place	  in	  order	  for	  you	  to	  
implement	  effective	  supports	  for	  teachers	  in	  their	  first	  five	  years	  of	  
teaching?	  (including	  newest	  hired	  teachers)	  
-‐	  Principal	  use	  Ontario	  Leadership	  Framework?	  	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  NTIP	  Guide?	  	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Funding?	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  Other	  resources?	  
-‐	  Does	  the	  school	  culture	  affect	  how	  you	  support	  new	  teachers?	  If	  so,	  how?	  
-‐	  Collaborative	  school	  culture	  important?	  Why	  or	  why	  not?	  
-‐	  Who	  do	  you	  choose	  to	  receive	  supports?	  How?	  Why?	  
-‐	  New	  teacher	  PD	  important?	  Why	  /	  why	  not?	  
-‐	  Mentoring	  important?	  Why	  /	  why	  not?	  
-‐	  Do	  you	  see	  yourself	  as	  a	  mentor	  for	  new	  teachers?	  	  Why	  /	  why	  not?	  
	  
8.	  Are	  there	  any	  differences	  in	  your	  process	  of	  facilitating	  new	  teacher	  
induction	  programs	  for	  new	  teachers	  that	  qualify	  for	  the	  New	  Teacher	  
Induction	  Program	  (NTIP)	  versus	  those	  who	  do	  not	  yet	  qualify?	  
-‐	  How	  are	  the	  programs	  different?	  
-‐	  How	  is	  the	  planning	  and	  facilitating	  different?	  
	  
9.	  How	  do	  you	  gauge	  the	  success	  of	  a	  new	  teacher	  supports	  that	  develop	  to	  
help	  new	  teachers	  in	  your	  school?	  
-‐	  Success.	  	  How	  do	  you	  recognize?	  	  In	  what	  ways	  do	  you	  see	  success?	  
-‐	  Struggle.	  	  In	  what	  ways	  do	  you	  see	  struggle?	  	  Why	  does	  this	  happen?	  
	  
10.	  Would	  you	  like	  to	  share	  anything	  additional	  before	  we	  close	  our	  talk	  
for	  today?	  
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     Curriculum Vitae 

                 Jenny Gonyou-Brown 
 
 
 
 
 
 
 
Post-Secondary Degrees  
and Education 
 
 
 
 
 
 
 
 
 
Publications: 
 
Gonyou-Brown, J. (2016).  Incorporating music into individualized programs for students 
with developmental disabilities.  Canadian Music Educator, 57(3), 38-40. 
 
Presentations: 
 
August 2015  -  Guest Speaker - Faculty of Education, Memorial University 
Primary/Junior pre-service education class (Jennifer Martinec) 
Topic - Building Collaborative Skills for Occasional Teaching 
 
December 2013 - Guest Speaker - Faculty of Education, The University of Western Ontario 
Junior/Intermediate pre-service music education class (Dr. Jennifer Lang) 
Dual topics:      The NTIP process and the new teacher  
                         Developing Effective Music Programming for Students with I.E.P.s 
         
November 2011 & February 2012 - Althouse College, The University of Western Ontario,  
Guest speaker - Primary/Junior pre-service music education class (Dr. Leslie Linton) 
Dual Topics -  The NTIP process and the new teacher  
                        Developing Effective Music Programming for Students with I.E.P.s 
 
November 2011 - Don Wright Faculty of Music, The University of Western Ontario 
Guest speaker - Music Education Seminar (professor Dr. Kari Veblen) 
Topic - The Inclusion of All Students in Music Curriculum 
	  

	  	  	  	  	  	  	  	  	  	  Appendix	  F	  
	  	  	  	  	  

University of Western Ontario 
London, Ontario 
1996-2000  B.Mus. (Hons. Ed.) 
 
University of Western Ontario 
London, Ontario 
2000-2001  B.Ed. 
 
University of Western Ontario 
London, Ontario 
2009-2011  M.Mus. 
 
University of Western Ontario 
London, Ontario 
2013-2016  Ed.D. 
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November 2011 - Don Wright Faculty of Music, The University of Western Ontario 
Guest Speaker - Music Education Student Council 
Topic - Inclusion and Music Education 
 
 
 
 
 
Related Work Experience 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Basic Teacher Qualifications 
 
 
 
 
 
 
 
 
 
 
 
 
Additional Teacher Qualifications 
 
 
 
 
 
	  
	  

Elementary Teacher (Music and Special Education) 
Thames Valley District School Board 
2001-present 
 
Lead NTIP Mentor and Professional Development 
Facilitator 
Thames Valley District School Board 
2009-present 

Intermediate and Senior Divisions - Vocal 
Intermediate and Senior Divisions - 
Instrumental 
Senior Division - English 
Junior Division 
Primary Division 

Ontario Principal Qualifications Part 1 
Ontario Principal Qualifications Part 2  
Music Education Honours Specialist 
Special Education 1 
Special Education 2 


