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Abstract
The decline in teacher retention is a growing peobin the 21 century. Beginning
teacher turnover rates have grown by 50% over déisegecade, with the national rate
increasing to over 20%. Beginning teachers enteghagrofession are leaving within
their first 3 years, with half leaving the professin the first 5 years. To meet their
growing needs, districts and states spend billafrdollars to recruit, hire, and try to
retain new teachers. The purpose of this case stadyto examine beginning teachers’
perceptions of their teacher mentoring programtkxtan an urban school district.
Bandura’s social cognitive theory, socio-culturadry, and Knowles’s adult learning
theory were used to frame this investigation. Tdeearch questions examined the extent
to which beginning teachers perceived their curneemtoring program’s strengths and
weaknesses, the mentoring strategies used, amahpinevements that could be made to
the program. Interview data and transcripts fronbé&@ginning teachers were examined
through coding that established common themes ansaudper perceptions. The results
revealed the importance of having a mentor andhéeel for more structure, more
collaboration, and more support in the program. flitdings from this study were used
to create a 3-day workshop that includes the ifledtthemes. Implications for positive
social change include strengthening mentoring @mogrthrough professional
development with more attention to structure, dmtation, and support to help

transition beginning teachers into the teachinggasion so that they remain.
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Section 1: The Problem
Introduction

Teacher retention is a growing problem in th& @dntury. Beginning teachers
entering the profession are leaving within thestfB years, with half leaving the
profession in the first 5 years. “In an era of eaged teacher accountability, new teachers
are encountering unprecedented challenges” (Fryn@etson, 2011, p. 13), and
exploring these challenges has been necessarfidolsand school districts seeking to
retain new teachers (Feiman-Nemser, 2012; Fry &ehsaoh, 2011). Many beginning
teachers leave the teaching profession early bedhey do not have the necessary
support and guidance to grow and develop as teacAecording to Goldrick, Osta,
Barlin, and Burn (2012):

Beginning teachers enter our nation’s classrooitesl fwith passion and
commitment to make a difference for their studehtm often, however, they find
themselves embarking on a journey isolated fronr ttedleagues and faced with
difficult working conditions, a lack of materiala@resources, and the most
challenging classroom assignments. (para. 1)

Many beginning teachers feel ineffective and ofsatated in their classrooms
with little or no support (Arends & Kilcher, 2010Nhis isolation can be difficult for
beginning teachers, who are often left to succeddiloon their own (Fry & Anderson,
2011; Ingersoll, 2012). Therefore, beginning teasimeed support to ease their transition
into full-time teaching (Darling-Hammond, 2010; $oér, 2012). In an attempt to

ameliorate beginning teachers’ feelings of isolatimentoring programs were introduced
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in the United States and in other countries dutimeg1980s (Clark & Byrnes, 2012) and
have been used as a tool to help beginning teaelsesinto their new roles as teachers
(Cook, 2012). Despite state-mandated inductionmaedtoring programs (Clark, 2012),
many beginning teachers continually face developiifective practice on their own and
experience “a time of intense learning and oftéima of intense loneliness” (Feiman-
Nemser, 2012, p. 10).

Many beginning teachers have no guidance and fireneheir own while being
held accountable for all of their actions (Arend&#cher, 2010). Induction and
mentoring programs have been used throughout tienisaschool districts to help
beginning teachers ease into their new roles asagoiis. However, the quality of
mentoring programs varies considerably (Berry, 2@d#ver & Feiman-Nemser, 2009;
Yendol-Hoppey, Jacobs, & Dana, 2009). Althoughehsrsome evidence that high-
quality mentoring programs contribute to improvedadhing (Ingersoll, 2012), only a
small percentage of beginning teachers experiande teacher mentoring programs
(Smith & Finch, 2010).

The purpose of this case study was to examine begjieachers’ perceptions of
their teacher mentoring program located in an uszdnool district in Southeast Georgia.
In this study, data indicated if one school dissimentoring program has had an effect
on what beginning teachers say they need as suypipeirt perceptions of the support they
have received, and their development as begineiachers as a result of that support,

and the level of support that has influenced timsitructional practices. Section 1



includes a discussion of the problem, definitiokkey terms, the significance of the
study, guiding research questions, literature reyvand implications.
Definition of the Problem

Traditionally, teaching has been seen as a prafiessiisolation (Ingersoll,

2012). Once hired by a school district, teachezgp#aced in classrooms and left on their
own as they struggle to survive the first yearteathing (Arends & Kilcher, 2010;
Carver & Feiman-Nemser, 2009; Ingersoll, 2012).9gutuba (2012) described teachers’
first year of teaching as a “make or break time”"2p6) as they “end up in the most
challenging and difficult classroom and school gissients” (Ingersoll, 2012, p. 47).

The challenges beginning teachers face and theleaitypof teaching in schools
are well documented in the literature (Hughes, 20B2ginning teachers experience
significant challenges as they attempt to adjushéocdemands and unrealistic
expectations of their new profession (Cook, 2012tskuruba, 2012). Beginning teachers
are often overwhelmed by being expected to teadhmeanage students, trying to handle
unfamiliar practices and procedures, and learnisgick curriculum and standard
expectations (Cook, 2012).

Beginning teachers enter the profession with cemioé and the anticipation of
teaching and making a difference in the lives efrtstudents (Feiman-Nemser, 2012).
However, beginning teachers often experience aeseifsustration and discouragement,
resulting in feelings of stress, isolation, andufi@@ during the first few years of teaching
(Alexander & Alexander, 2012; Feiman-Nemser, 20E2)y.and Anderson (2011)

pointed out that “the challenges early career teacface as they adjust to a profession



are not uniform, and may even be further exaceddaygpersonal and professional
isolation from new colleagues” (p. 1).

Beginning teachers are often presented with unitpadlenges. The challenges of
beginning teachers usually start when they expeeielifficulty transferring theory and
knowledge from college preparation programs inxpcal application within the
classroom (Darling-Hammond, 2010; Feiman-Nemset2p@Preparation programs often
fail to translate effectively into classrooms (Psare 2010) and beginning teachers find
that there are many responsibilities that come thighjob of being a teacher (Moir, 2009;
Panesar, 2010). Ingersoll (2012) pointed out tbladsls must be places where
“beginning teachers can learn to teach, survivd,sutceed as teachers” (p. 47).

Beginning teachers learn most effectively withia tontext of their professional
environments (Darling-Hammond, 2010). Accordingtherer (2012), “teachers want to
be in environments where they are going to be sstekwith students, where they are
getting help to do that, where they have good eglles, where they are working as a
team” (p. 23). Therefore, beginning teachers merstive the necessary help to become
acclimated to the particular settings in which theyk (Fry & Anderson, 2011; Villani,
2009).

The problems and issues faced by many beginnirotpées during their first year of
teaching prompted this research study. Teacheentigagraduated from university or
college preparation programs in school districtesg the nation are having difficulties

in their first 3 years of their teaching assignmnsgiiarling-Hammond, 2010). Beginning
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teachers are often excited to have a teachingiposiut later find that the demands of
the profession are somewhat overwhelming (Alexagdalexander, 2012).

In addition, beginning teachers experience manplpros that can have a major
impact on whether they continue in the teachinigl {{§teinke & Putnam, 2011). Major
problems for beginning teachers, including classraliscipline, student motivation,
student assessment, dealing with individual difiees, and insufficient planning time,
have been well documented in educational literatierg & Anderson, 2011; Villani,
2009). According to Ingersoll, Merrill, and May (28), beginning teachers who are
unable to meet these and other challenges expergeferling of inadequacy often
resulting in high levels of attrition.

About 30% of beginning teachers leave the teacthd) within five years (Ingersoll
& Strong, 2011). Darling-Hammond (2010) stated tetining quality teachers should
be “one of the most important agendas for our nafjp. 17), and it is important that
schools and school districts develop more effegtiviecies to retain and support the
learning of beginning teachers. Based on begint@aghers’ first-year experiences, they
“often leave one school for another and some ebandon teaching altogether”
(Alexander & Alexander, 2012, para. 3). Retentibawdd be a concern if students are to
be taught by qualified teachers (Ingersoll et2012).

Each year many teachers enter and leave the tgggfofession in the United States.
Retention of quality teachers is one of the maimceons of policy-makers. There is a
widespread recognition of high turnover rates igitweing teachers globally, with

reported turnover of 25-30% within the first thgeears of employment (Fantilli &



McDougall, 2009). According to recent data from Metional Center for Education
Statistics (2010), of the 3,380,300 public scheachers who were teaching during the
2007-2008 school year, 8% left the profession aéloimoved to a different school. For
beginning teachers, those who have 1 to 3 yeaggpdriences, the turnover rate was
even higher, with 9.1% leaving the profession aBd% moving to a different school
(Waterman & He, 2011, p. 139).

Retaining quality teachers is a major concern imyrsxhool systems throughout the
state in which the study was conducted. For exantipdestate of Georgia experienced a
teacher shortage of qualified teachers 5 yearsEygpGeorgia Professional Standards
Commission (PSC) indicated that 25% of college gadels with a teaching degree never
enter the profession, and 30% of beginning teadbexs the profession during their first
two years of employment (Georgia Association of &dars, 2013). A teacher shortage
in schools requires school districts across thenab provide effective teacher mentor
programs for support of beginning teachers (Ste&kRutnam, 2011). Teacher
mentoring programs are implemented to promote toet) and development of
beginning teachers that will lead to improvemerthvaieginning teachers’ decision to
remain in the teaching profession (Ingersoll & 802011).

School districts in Georgia are required to implahteacher mentoring programs.
The Georgia Department of Education (GaDOE) reposteecific strategies to use in a
school district mentoring plan. The school distsichentoring plan must be approved by
the GaDOE and, when completed, an assessment ofgh®ring program must be

provided. Examining beginning teachers’ perceptioin$he mentoring program is crucial
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for providing data to the school district programteengths and weaknesses (GaDOE,
2012).

In one school district, 17% of beginning teactaeesleaving the teaching profession
annually. Many teachers can relate to the diffieslof being in the profession and the
demands placed on their first year of teachingcBipally, teachers are leaving the
profession within their first five years of teacidue to high levels of frustration
(Georgia Association of Educators, 2013). New teexlare often overwhelmed at the
beginning of the school year (Moir, 2009); new teaas often feel “frustrated, stressed,
and disenchanted with the profession” (AlexandeXl@&xander, 2012, para. 2).

Teacher mentoring programs play a major role inrghention of teachers (Hughes,
2012; Scherer, 2012; Steinke & Putnam, 2011). Heweeacher turnover rate has
increased steadily over the past decade in spit@lofving guidelines of mentoring
programs developed by the GaDOE. Guidelines are tasgupport schools in keeping
guality teachers (Georgia State Board of Educafi0id2). Although school districts use
these guidelines to assist them in developing arpdementing teacher mentoring
programs, few researchers have focused on begite@ufpers’ perceptions of such
mentoring programs.

Lack of information in this area creates a gapesearch on how to make effective
improvements in teacher mentoring programs to enhat school districts are able to
retain teachers and challenge them to grow. Unaledsig beginning teachers’

perceptions of a mentoring program may help exglaénchallenges faced by many
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beginning teachers and provide strategies for amgbeginning teachers’ successful
transition to the classroom and school and theantiein beyond the first few years.

There is a need to retain new teachers. Therafasenecessary to define what
supports are needed that may influence beginnaxhees to remain in teaching.
According to Hughes (2012) “teachers want to workehools where they have greater
autonomy, higher levels of administrative suppamnt] clearly communicated
expectations” (p. 247). Teachers who are well pieggpaemain in teaching at much
higher rates than those who are not prepared (8GI2£12). Retaining teachers is
important for staff relationships and quality ingtiional practices, which can positively
influence learning (Feiman-Nemser, 2012). Becatisei® growing problem, in 2004 the
United States Department of Education noted thattonemg programs for beginning
teachers have come to the forefront for schootidistand states as they try to keep their
teachers (Yendol-Hoppey et al., 2009).

There is a wealth of research regarding the impogaf teacher induction and
mentoring programs aimed at improving teacher supps a result, the implementation
of teacher induction and mentoring programs hasdgdieincreased across the United
States (Carver & Feiman-Nemser, 2009) in an attempuipport beginning teachers.
Cook (2012) conducted a study evaluating beginteaghers’ satisfaction with teacher
mentoring programs and suggestions for implemersirgly mentoring programs based
on their experience. Ninety-five beginning teactmadicipated in this study. Of the
beginning teachers surveyed, 62% of them were nomtgh their experience, while 38%

were unhappy with their experience.



There are 48 states offering induction programsvéi@r, the implementation
and structure of such programs vary significarigr¢y, 2010; Carver & Feiman-
Nemser, 2009; Yendol-Hoppey et al., 2009). MosbstHistricts incorporate a one-size-
fits-all approach to mentoring, offering the saraport measures to teachers (Carver &
Feiman-Nemser, 2009). Given the unique set of ehg#ls faced by beginning teachers, a
one-size-fit-all approach to mentoring will not popt beginning teachers and retain
them in the teaching field (Villani, 2009).

Literature indicates that schools and school distmay not provide adequate
support and resources for beginning teachers (Meddppey et al., 2009). Kutsyuruba
(2012) stated that “teaching has long been sean ascupation that ‘eats its young’ and
in which the beginning of new teachers’ journegimilar to a ‘sink or swim,’
‘trial/baptism by fire,” or ‘boot camp’ experienc€dp. 236-237). Therefore, the kind of
support beginning teachers receive often deterntm@ssuccess or failure, which
eventually determines whether they choose to stdélya profession. Very often,
mentoring has been poorly designed and ineffegtiveplemented (Boreen, Johnson,
Niday, & Potts, 2009). Far too many beginning teaslparticipate in a mentoring
program that provides little or no support durihi tcritical stage of their teaching
career.

Rationale
Evidence of the Problem at the Local Level
The problem at one middle school in an urban sctistlict is an ineffective teacher

mentoring program. The school district employs ntbesn 13,400 full- and part-time
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employees with a student enrollment of more tha@@Bstudents. The school district
has 137 schools and centers. There are 77 elemectarols, 19 middle schools, 22 high
schools, and 17 other learning facilities. On agerahe school district employs 350 new
teachers a year (GaDOE, 2012).

Anecdotal conversations from veteran and beginteaghers at this middle school
provide evidence that there is an immense probléteran teachers share their
frustrations that beginning teachers are not falgwheir advice because they are
overwhelmed with unrealistic expectations. On ttitepohand, beginning teachers
complain that veteran teachers are unable to peemmbugh time to successfully guide
them in their quest for successful teaching. Tl tf time of veteran teachers and the
overwhelming expectations of beginning teachersatgroviding a successful teacher
mentoring program. Despite state-mandated induei@hmentoring programs, many
beginning teachers continually face developingatife practice on their own and
experience “a time of intense learning and oftéima of intense loneliness” (Feiman-
Nemser, 2012, p. 10).

Mentoring is crucial to address the problems asdds faced by beginning teachers.
Beginning teachers are often placed in the classnoth little or no support (Clark &
Byrnes, 2012). Limited access to the mentor becatisedequate time and
overwhelming demands is a tremendous challengm&my beginning teachers. Many
school districts continue to struggle to reguladihedule opportunities for collaboration,
common planning time, and having a mentor in tlmeesaubject area (Ingersoll &

Strong, 2011).
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The school district’s teacher mentoring programvighes beginning teachers with
professional development throughout the year. Tégabtment of Professional Learning
offers a program of induction called PRIDE (Prograininduction for ne\r-b
Educators). This program is designed with the gbakoviding initial and sustained
professional development and school-based Teaalmgyo®t Specialist (TSS) mentoring
support for beginning teachers. It is important tiew teachers make a smooth transition
into the profession (Hudson, 2010; Kutsyuruba, 2012

The problem is visible in my school where a largenber of teachers are new to
teaching. In many school districts there is a méntteat assures that every beginning
teacher will have access to a mentor. But the guresemains whether all beginning
teachers participate in a teacher mentoring proghatis effective, and despite the fact
that it is the school district’s intention to ass@jl beginning teachers a mentor, it is not
known if this is really what transpires. Althoudtete is a need for support for beginning
teachers, my school is not structured and organizadnanner that facilitates beginning
teacher support.

The problem of having an ineffective mentoring peog is important because most
beginning teachers encounter difficulties duringjitiirst 3 years of teaching. There are
some teachers who become frustrated, overwhelmedsteessed, leading some to leave
the teaching profession. In addition, there ar@s®vactors that are likely to make the
first three years of teaching difficult such as tasponsibilities of teaching, instructional

and classroom management challenges, difficulhieagassignments, and nonsupportive
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school cultures (Ingersoll & Strong, 2011). It fsem the types of support that beginning
teachers receive that determine whether or notrgs@gin in teaching.

Support for and assistance to beginning teachierseseded in order for teachers to
develop and grow as professionals. The type andiatad support new teachers receive
or perceive they have received and the effectsiinogort has on their effectiveness in the
classroom must be examined (Boyd, Grossman, LathkEareb, & Wyckoff, 2009;

Gilles, Davis, & McGlamery, 2009; Stanulis & Floge&®09). Schools and school
districts should address the concerns of begint@aghers by providing appropriate
opportunities for professional growth because h@gmpteachers’ career paths are
dependent upon their initial experiences.

The purpose of this case study was to examine begjieachers’ perceptions of a
teacher mentoring program, which may help expldwy 'eachers are still in need of
support and guidance despite the existence of sbbwol district’s teacher mentoring
program. School districts require beginning teasheparticipate in mentoring programs
to become competent and effective. By having agcéffe teacher mentoring program,
schools and school districts can address the clygieof beginning teachers and provide
strategies to better prepare and support begirteachers during their most crucial
stages of their career.

Evidence of the Problem From the Professional Liteature

Literature on beginning teacher mentoring prograntteacher effectiveness is

accessible but limited research exists on the @ffress of mentoring programs from

the perspectives of beginning teachers (Boyd e2@09). Researchers have examined



13
whether beginning teachers’ instructional practwese supported by the mentoring they
received from teacher mentoring programs (Cheslép&lan, 2012; Stock & Duncan,
2010). However, few researchers have examined biegjteachers’ perceptions on the
strengths and weaknesses of their mentoring pragram

Many beginning teachers find their first 3 yearsezfching very challenging and
often feel they need support from mentors, admitists, and the school (Chesley &
Jordan, 2012; Jones, 2012). Many school distraatk &n understanding of how to best
prepare beginning teachers to meet the challemgi iclassroom (Boyd et al., 2009).
Many school districts have a teacher mentoring famogassigned to support beginning
teachers during their first 3 years (Sterrett &gn#011). However, effective teacher
mentoring programs must be in place to supportratain beginning teachers
(Kutsyuruba, 2012). According to Sterrett and Iif2911), the initial years of a teacher’s
career are “make or break years in terms of teaetention” (p. 69).

Furthermore, teacher turnover rates for beginteéaghers in Georgia represent a
cost to public education beyond the expense ofatipgr schools. Concerned about
potentially losing more teachers because of the ddsupport, isolation, and
overwhelming load of first-year teaching resporigies (Grossman & Davis, 2012),
Georgia educators began combating this probleradant decades by providing teacher
mentoring programs (GaDOE, 2012). Research by FeiNeanser (2012) indicated that
providing high levels of support for beginning teacs through mentoring programs can

lead to higher rates of retention.
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Although research supports the use of mentortograms for retaining teachers and
simplifying their transition into teaching (Ingelis& Strong, 2011), there are still
debates over the best way to prepare teachergptrowa instructional practices (Boyd et
al., 2009). As indicated by a number of studiegéhsoll & Strong, 2011), educators’
commitment to teacher mentoring programs is ctiteducators could either support and
promote the retention of beginning teachers or tmatee the success of mentoring
programs and result in teacher attrition. Ingetsaofientoring studies revealed real
differences in longevity between beginning teackdrs were mentored and those who
were not mentored (Ingersoll & Strong, 2011). TrEDGE (2012) stated that it is
“committed to having highly qualified teachers wregy classroom” (p. 10). In light of
this commitment, there is a lot to learn about howest support beginning teachers
(Boyd et al., 2009).
Definitions

There are several terms used in the study thatedeadiditional clarification. The
definitions listed below were significant to undargling the research study and its
implications.

Beginning teacherA teacher who has been teaching in a school fevezar 8
years (GaDOE, 2012).

Highly qualified: In the No Child Left Behind Act (2001), Congresdinled a
highly qualified teacher as someone who has fatkstertification and solid content

knowledge (GaDOE, 2012).
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Mentoring: The collaboration between an experienced teaclteadreginning
teacher to assist in a variety of aspects relatrtge teaching profession (Roff, 2012).
Perception:The organization, identification, and interpredatbf a sensation in order to
form a mental representation (Schacter et al., 011

Teacher induction programThe instructional, professional, and personal sttppo
provided to beginning teachers, which may includgataring, collaboration among
beginning teachers and their colleagues, and mwiesl development activities designed
to ensure teacher effectiveness (GaDOE, 2011).

Significance

There is a need for research on supporting thesnafeloeginning teachers. In
particular, there is a need to know how mentorirggams can better address the needs
of beginning teachers. The significance of exangriaginning teachers’ perceptions of
a teacher mentoring program is reinforced by Grassand Davis (2012). These
researchers described how school districts havédgfinning teachers to cope on their
own. Yet, schools have expected beginning teathgrsrform as well as experienced
teachers. Scherer (2012) described Lortie’s (18@5&)parison of a beginning teacher to a
shipwrecked Robinson Crusoe, alone and unlikeButwive. Ingersoll (2012) asserted
that the work of teachers is done largely in isotatThe study’s findings could provide
insights as to the challenges faced by beginniaghers and the importance of
supporting the needs of beginning teachers. Exaqineginning teachers’ perceptions
of their mentoring program could benefit the ensicbool district, including school

leaders, teachers, and students.
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Hobson, Harris, Buckner-Manley, and Smith (2018paupported further
investigation into the challenges of beginning keas, having called for mentoring
programs to “help keep teachers in their schoaés #heir first year of teaching” (p. 68).
Educators must reflect upon the support structtiselmools and create organizations
where beginning teachers can develop and grow gsimieally.

Although mentoring programs have proven to be &tgbe tool for beginning
teachers, many of these programs have failed td the@eeds of beginning teachers due
to inadequate program design and implementatiome§ld®012; Scherer, 2012).
Ineffective mentoring programs have been the catisgany beginning teachers’
discontent. For example, 62% of beginning teacimetise public school system with 5
years or less teaching experience have reportédhtiyawere not prepared to respond to
the pressures of teaching (Jones, 2012; Scher&?) 20

This qualitative intrinsic case study is significéor several reasons. First, in this
study | explored an area of teacher mentoringtihatnot been fully investigated from
the perspectives of beginning teachers. Seconcliypad administrators can use this
study’s findings to address the challenges thainogtg teachers face, which could lead
to social change with improvements to the mentopiragrams that could give beginning
teachers effective support. The results from thidysmay also increase positive change
by including strategies for ensuring beginning keas’ successful transition to the
classroom and school and then retention beyontirgtdew years.

Findings from this study may be used to help schaall school districts with

knowing what supports are required in order tolifate success for beginning teachers.
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Effective mentoring programs are not only valuakkources for beginning teachers but
are necessary to retain teachers as well. Teaetetion can save school districts
monies that are needed for resources and profedslemelopment to support and guide
beginning teachers.
Guiding/Research Questions

The purpose of this study was to examine beginteaghers’ perceptions of a
teacher mentoring program. What do teachers per@as\sufficient support in a
beginning teacher mentoring program? The followegparch questions were used to
gain insight into that topic:

1. What are beginning teachers’ perceptions of thengths and weaknesses of

their teacher mentoring program?

2. What are beginning teachers’ perceptions of thetongg strategies used in

their teacher mentoring program?

3. What are beginning teachers’ perceptions of howv thentoring program

could be improved?

This study shows the challenges faced by begint@aghers and indicates
beginning teachers’ perceptions of the strengtklsveaaknesses of their teacher
mentoring program. | examined how beginning teashmarceptions can be used to help
identify more effective ways to support them angiave teacher mentoring programs.
This information is important for the possible dieygnent of effective mentoring

programs for beginning teachers. Specifically,shmly may inform the school district of



18
what worked well, how the mentoring program mayrmee effective, and how changes
will enlighten future beginning teachers.

Review of the Literature

The purpose of this project study was to examimgnioeng teachers’ perceptions
of their mentoring program at one middle schodb&orgia. The literature review
consisted of examining three conceptual framewtr&sare most relevant to the topic of
study. These theories provided information relatednderstanding beginning teachers’
perceptions of their teacher mentoring programs Bleiction also includes a historical
overview of mentoring, the purpose of mentoringg&fve teacher mentoring programs,
and current research on teacher mentoring programs.

For this study, | examined literature from sevelrces, including the online
databases Dissertation Abstracts, ERIC, Educatese&ch Complete, Thoreau-Multiple
Database, Psychological Abstracts, SAGE’s onlirtaltse, and Google Scholar, as well
as sources obtained through the Walden Universitsaky. Peer-reviewed articles and
studies were located by using keyword search irEthecational Resource Information
Center (ERIC), EBSCO Publishing, Academic Sear@mfer, Sage, and ProQuest
databases. These sources account for the majoompofithis reviewBeginning teacher,
mentoring program, teacher improvement, effectigseneetention, teaching practice,
mentoring, teacher induction prograemdteacher mentoraere used as broad
keywords. Priority was given to articles and stad&nging from 2009 through 2013;
although, older, primary sources were cited foothg&cal principles. In my search, |

included published documents on teacher mentorograms.
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Theoretical Framework

This study is based on theories surrounding effeatientoring programs leading
to job retention. It is grounded in the concepfuamnework of Bandura’s social cognitive
theory, socio-cultural theory, and Knowles’s adeitrning theory.

Mentoring programs have been well-documented irc&lonal research
(Ingersoll & Strong, 2011; Roff, 2012). Mentoringpgrams help beginning teachers deal
with the everyday challenges of the classroom ahdd environment (Roff, 2012). A
mentoring program increases a beginning teacheaitming and supports professional
growth. To investigate how the existing literatacatributes to the study, | discuss three
theories. These theories show the way in whichtadbkginning teachers) learn. These
theories help in the investigation of how beginniegchers perceive their current teacher
mentoring program.

According to Bandura’s (1977) social cognitive thepeople learn by observing
others in action. In social cognitive theory Baralamphasized how people learn from
others. The focus of this theory is observatiomdkelearn from seeing other people in
social settings and that learning involves a refeghip between people and their
environment. For example, when beginning teachiessmwe veteran teachers, beginning
teachers will learn from their observations. Bardoelieved that most human behavior
is learned by observing and modeling. A key compboéa mentoring program is that
mentees and their mentors learn by observing ardehng.

Another theory associated with this study is the@saultural theory, where

individuals (beginning teachers) learn from eadteothrough interactions. Vygotsky
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(1978) believed that the accumulation of knowledgs not an isolated experience. He
explained that knowledge is not just transferrednfione person to another, but rather is
socially constructed through interactions with eghdhus, cooperative learning is the
focus of this theory. Beginning teachers have fh@ocotunity to engage in cooperative
learning. In Vygotsky’s concept of the zone of pmal development he emphasized
peer collaboration (mentee and mentor) and propthegchdults are motivated to learn
when encouraged and supported. Beginning teachefswand to be more motivated to
learn when they receive support from more expeddrieachers who have experience
and knowledge to share (Clark & Byrnes, 2012)hinzone of proximal development, a
teacher and learner (mentor and beginning teaolw@K together on various tasks that
the learner could not otherwise perform alone.

In addition, Vygotsky (1978) proposed that learnm@ social process, aided by
others who are more capable. His social constrigtiperspective and the concept of the
zone of proximal development can be used to destni interactions between mentors
and their mentee (Vygotsky, 1978). Vygotsky argthed social interactions transform
learning experiences. New teachers acquire knowlesgr time while working closely
with their mentors (Clark & Byrnes, 2012). For exse) new teachers are sometimes
given the opportunity to observe colleagues andudis best practices. Teacher
development occurs while beginning teachers areedgtcontributing to the learning.
Mentors collaborate to help beginning teachers,fkach, and observe (Gilles et al.,

2009).
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The final theory that created a foundation for 8tisdy was Knowles'’s adult
learning theory (Knowles, Holton, & Swanson, 20J4dults (beginning teachers) must
have a working knowledge of how they learn. Memgmprograms designed to improve
instructional practices focus on andragogy, whecthe method or practice of helping
adults learn (Knowles et al., 2011). This adulbttyenakes a beginning teacher’s
experiences meaningful. Knowles et al. (2011) defteed that adults need to be involved
in planning and evaluating their learning. Adults self-directed and autonomous and
have accumulated experiences upon which they cnesteknowledge (Knowles et al.,
2011).

Andragogy provides insight into the learning acdigis of adults. Andragogy
uses problem-based and collaborative approacHearang (Knowles et al., 2011).
Teacher mentoring programs are grounded in adarbileg theory. A mentee’s
experiences provide a basis for learning. It isangnt to understand what motivates
adults (beginning teachers) to grow and learn. Kas\ws views of the andragogical
model are connected to teacher mentoring prograhesmentee and mentor are coming
together to share experiences, knowledge, anagtestto improve student achievement.

Although each of the previously mentioned theoisedescribed independently,
they can be combined to develop, maintain, andasuatsuccessful teacher mentoring
program. These theories provide theoretical undedshg of beginning teachers’

perceptions on the strengths and weaknesses oteéheher mentoring program.



22

Historical Overview of Mentoring

The concept of mentoring originated in Greek myadggl Greek mythology was
the first record of any literature using the wandntor In Homer’s epic poenthe
Odysseythe main character, Odysseus, was preparingho tihe Trojan War when he
realized he would be leaving behind his infant S@lemachus. Odysseus asked his good
friend, Mentor, to watch over and guide his sonlevhe was away (Green-Powell,
2012). Mentor acted as a counselor, coach, angadielping Telemachus grow into
young adulthood. Mentor was responsible for thédthdevelopment. According to
Green-Powell (2012), “the first mentor was an olaeore experienced and trusted
individual who took an active interest in develgpayounger person in every facet of
his/her life and career” (p. 100). This relatioqpsbame to define mentoring as a process
where an older person helps to guide a youngeopers

Although mentoring began as a process by a knowrtrasted person, it has
evolved into a variety of programs where adultsraceuited and trained to become
mentors for those in need of assistance. While ansrare not totally accountable for
their mentees, they do provide significant guidascg@port, and learning that can lead to
professional growth. Mentor is often used to déscgeople who help guide, teach, and
coach their mentee (Villani, 2009). Today, the tenentorhas been used within
literature to define a person who is responsibiegtoding and nurturing others early on
in their profession. Mentors change their rolefittthe needs of their mentees

(Dziczkowski, 2013).
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Defining the termmentoringhas been a difficult task over the years for
researchers. Information presented in the liteeatur the definition of mentoring and
research pertaining to the study of mentoring risvaaariety of definitions for the term
based on its purpose. During the late 1970s, Lewingas one of the first researchers to
study mentoring. Levinson found mentoring as a ra¢arprovide career advancement
and provided a definition of mentoring as that ééacher and sponsor (Levinson,
Darrow, Klien, Levinson, & McKee, 1978). Levinsonhat. (1978) further believed that
the main purpose of a mentor was to serve as sitii@aral figure for a mentee. In
education, a mentor is one who provides supporigamthnce to help beginning teachers
during the transition into their roles as educafbiswitt, 2009; Hudson, 2010). The role
of a mentor is to help acclimate the mentee talineate of the organization and build
upon the mentee’s prior experience by offering supfbziczkowski, 2013).
Purpose of Mentoring
Many beginning teachers enter the field of educabecause they want to make a

difference in the lives of children. However, baging teachers are faced with a variety
of challenges “as they seek to adjust to new psideal expectations and a climate of
uncertainty while simultaneously developing theimgprofessional and personal
identities” (Fry & Anderson, 2011, p. 13). The figgar is usually the most difficult in a
teacher’s career (Fantilli & McDougall, 2009). Bagng teachers do not know what to
expect, what the school expectations will be, av bmwork with the student population
they will have (Jones, 2012). They are expectddke on the same responsibilities as

experienced teachers, often with little or no @asrse during their first year of teaching.
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Unfortunately, these responsibilities may leadagw teachers leaving the teaching
profession (Hewitt, 2009).

The purpose of mentoring is described in many viiayise literature. Current
research indicates that the two types of mentaneghatural mentoring and planned
mentoring. Green-Powell (2012) stated that plammedtoring happens within a
“structured environment or program” and “naturalmoging occurs through friendship
and collegiality, teaching, coaching and counsél{pg101). Both types of mentoring
are used to support beginning teachers. Accordir@arver and Feiman-Nemser (2009),
mentoring is a major form of induction support. Nt@img beginning teachers is often
mentioned as an effective strategy for improvingileing teachers’ skills and the
likelihood that they will remain in teaching (BladkKershaw, 2009; Davey & Ham,
2010). Mentoring support is critical to beginnirgithers’ development. According to
Grossman and Davis (2012), “to best support [beqggjrieachers, keep them in the
profession, and improve their instructional effeetiess, schools need to make sure that
the mentoring they provide is a good fit for eagacher’s individual background, needs,
and school context” (p. 55). Mentoring supportlfeginning teachers is necessary in
improving education.

Mentoring is a solution constantly mentioned thitotgacher retention research.
According to Womack-Wynne et al. (2011) “the meimgprocess, combined with an
effective induction process, can provide a mininmafra year-long period of nurturing
and support for those who need it most” (p. 3)stliocessfully prepare beginning

teachers, mentoring has been used as a tool tdbglpning teachers develop and hone
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their skills (Hudson, 2010; lancu-Haddad & Oplatk@09) and is often provided to
beginning teachers at the beginning of their catgmiring them with a more
experienced teacher for ongoing assistance (Gras&nizavis, 2012).

Mentoring plays an important role in the developtr@rbeginning teachers
(lancu-Haddad & Oplatka, 2009; Roff, 2012). FeimNemser (2012) has found that
mentoring is the most common induction practictheaUnited States and recommends a
strong mentoring component to include careful s@eactraining, and support of mentor
teachers.

Mentoring is seen as an effective method for supmpnovice teachers (Stock &
Duncan, 2010) and their instructional practicear8lis & Floden, 2009). Teacher
mentoring fosters “a relationship of ongoing suppoollaboration, and the development
of knowledge and skills that translate into impm¥eaching strategies” (Cook, 2012, p.
3). Stanulis and Floden (2009) conducted a studynaxing the impact of teacher
mentoring aimed at improving teacher quality anghfibthat mentoring impacts teaching
practices of beginning teachers.

Having a mentor is a significant factor in the néten of teachers. Pogrund and
Cowan (2013) found mentoring to be valuable forrétention of beginning teachers.
They conducted a survey of 76 beginning teachershad been assigned a mentor
during the 2011-2012 academic year. They repohatthe results of the survey
demonstrated that the mentor program had a positit@ome for the beginning teachers.

The majority of the teachers thought that their taenhad definitely contributed to the
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guality of their teaching. Because of mentoringmarpand guidance, beginning teachers
can focus on students’ learning sooner (BrannamdsiBurke, & Wehman, 2009).

Researchers reinforce the premise that the suppbeginning teachers as
dependent upon effective mentoring. Mentors caistassginning teachers in making the
difficult transition from student to teacher (StaglOuncan, 2010). Even though many
new teachers are receiving varying degrees of stijeon mentors, administrators, and
the school district, teacher mentoring programsicarease longevity and satisfaction
(Steinke & Putnam, 2011). The goal of new teachemtoring programs is to use trained
experienced teachers to assist new teachers vatlegures and instructional strategies
(Carver & Feiman-Nemser, 2009; Chesley & Jordad220Beginning teacher mentoring
programs place emphasis on providing collaboradiwh support while helping beginning
teachers to become competent and comfortable ioléissroom (Boyd et al., 2009).

Mentoring programs offer school districts a vehidehelping beginning teachers
deal with the many factors that contribute to tiessful and difficult nature of their first
year. Beginning teachers need teacher mentorirgyqmes in place to help them
examine, reflect upon, and grow in the teachindgssion. If new teachers emerge from
the initial years feeling positive about their aogdishments, they are more likely to
remain in the profession (Jones, 2012).

Effective Teacher Mentoring Programs

Teacher retention is of critical concern in manlycsad districts throughout the

United States and in other countries. Effective tomng programs have been viewed as

one method of retaining teachers and these hawarieeprevalent in recent years
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(Fantilli & McDougall, 2009). Ingersoll and Stroitg011) in their review of the literature
found that teacher mentoring programs positivelgant teacher retention. They also
found that the most effective mentoring progranisrdfeginning teachers lots of
support, provide beginning teachers mentors froerstime field, and allow beginning
teachers the opportunity to participate in grougnping and collaborative activities.

Effective teacher mentoring programs can haveragnelous impact on the
performance levels of beginning teachers. Menttes support through which the
mentee is able to experience success. Clark anteBy2012) conducted an evaluation
of the perceptions of beginning teachers in regardise mentoring support they received
during their first year teaching. The findings icatied that beginning teachers who
received both common planning time with their mesend/or release time to observe
other teachers rated the mentoring experienceshaeyas significantly more helpful as
those beginning teachers who were not providecethemntoring supports.

Participating in a teacher mentoring program cad e beginning teachers
staying in the teaching profession (Steinke & Patn2011). Teacher mentoring
programs have been shown to positively affect ¢ébention of beginning teachers
(Grossman & Davis, 2012). High-quality teacher méng programs have a positive
impact in terms of increased teacher effectivensmsmitment, higher satisfaction,
improved classroom instruction, and early-caretamteon of beginning teachers
(Ingersoll & Strong, 2011). As Ingersoll and Strq@§11) noted, there are several
positive outcomes of effective teacher mentor pogy which included helping teachers

make the transition from preparation to practiedpimg teachers become more effective
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early on in their careers, helping reduce teactigtien, and helping increase teacher job
satisfaction.

Various researchers throughout the United States lvaked mentoring programs
to teacher success. Teacher mentoring programf®stan beginning teachers’
confidence, enhance teaching practice, improveaisfaction, and provide the support
that beginning teachers need to remain in the psada (Ingersoll & Strong, 2011). In
assessing the evidence on effective teacher megtprograms, Strong (2009) found that
the more comprehensive the support given to begint@achers, the “less likely teachers
are to quit” (p. 102). The evidence on effectivacteer mentoring programs is also
reinforced in the findings of a study conducted?ighter et al. (2011). They conducted a
study examining the extent to which the qualityrentoring and its frequency during the
first years of teaching influence teachers’ prafesal competence. Findings indicated
that it is the quality of mentoring rather thanfresquency that explains a successful
career start.

Teacher mentoring programs can assist schooldistahallenges of retaining high
quality teachers (Mullen, 2011). Teacher mentogrggrams help beginning teachers in
overcoming the challenges of getting acclimatethéir first year on the job; therefore,
leading to less teacher turnover. Several researtiae shown that beginning teachers
without organized mentoring programs are oftendaftheir own. Beginning teachers
need specific skills for learning to teach (Hansz91.0).

Researchers have also suggested that without temsysin mentoring standards,

established guidelines for the selection of mentams training and instruction to help
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mentors develop their role as support teachersyuhsty of teacher mentoring programs
may be negatively affected (Carver & Feindemser, 2009; Chesley & Jordan, 2012).

Yendol-Hoppey et al. (2009) focused on the chaksngf mentoring. They presented
the findings of a 16-month study of mentoring isedect group of high-poverty urban
schools in the northeastern United States. Thesaexd how beginning teachers
struggle to survive during their first year andntided dispositions for social justice as a
main component of success in the work of beginteaghers and their mentors. Yendol-
Hoppey et al. stated that “program developers macsignize that most policy mandates
lack an understanding of the learning needs ofrlvegg teachers, particularly in urban
schools, and the resources required to createtigfanentoring programs” (p. 41). As a
result of their study, there is a need for adequegeurces and trained mentors (Yendol-
Hoppey et al., 2009).

lancu-Haddad and Oplatka (2009) provided furthsigint about the challenges of
mentoring. Mentoring programs for beginning teaslen do more harm than good
(Grossman & Davis, 2012); however, effective mantpprograms can help beginning
teachers survive their hectic beginnings and dgvatoconfident and successful teachers
(Jones, 2012; Stanulis & Floden, 2009). Effectiventoring programs should encompass
high-quality mentoring. When mentoring occurs betweeteran teachers and new
teachers, it is often perceived as highly effectimd valued by both partners (Strong,
2009). Recent studies indicated that more thandidlfe states have some type of
teacher mentoring program (Berry, 2010; Stanulisléden, 2009). However, requiring

the mentoring alone does not guarantee that megtprograms are effective.
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According to Mullen (2011), an effective mentorimgpgram reassures beginning

teachers to continue in the teaching professiono&es and school districts can improve
retention of beginning teachers by being activihensupport of beginning teachers. A
beginning teacher’s success may be improved bgdheol district providing a
comprehensive, coherent professional developmegram (Roff, 2012).
Current Research on Teacher Mentoring Programs

Research has shown that up to 50% of teachers thaveaching profession
within the first 5 years of teaching (Ingersoll12). Many researchers believe that
effective mentoring programs can assist schoofidistin retaining teachers and
improving teaching best practices (Carver & Feirhlamser, 2009; Ingersoll & Strong,
2011). Whereas the importance of mentoring to im@teacher practice has been
debated in the literature, beginning teachers’ gq@ions of mentoring programs have
received less attention (Yendol-Hoppey et al., 200hile there are known benefits of
teacher mentoring programs, many beginning teadwerot receive these benefits.

The need for teacher mentor programs is well doci@dein the literature at
every level (Grossman & Davis, 2012; Ingersoll, 20Mentoring programs are
provided to beginning teachers worldwide (Hobsoal 2009). Most of the literature on
teacher mentor programs focuses on new teachexdsrand roles of the mentor (Davey
& Ham, 2010). Research findings indicate that imltkst couple of decades, teacher
mentoring programs have become the main compofienteacher training program
(Hanson, 2010; Ingersoll & Strong, 2011) to helpvteachers adjust to their new

professional responsibilities and encourage therart@in in teaching (Chesley &
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Jordan, 2012). Many school districts require neachers to participate in teacher
mentoring programs within their schools and notrawkteachers are really benefiting
from these mentoring programs (lancu-Haddad & Gpla2009).

Beginning teachers are vulnerable in the first & gof their teaching career
(Darling-Hammond, 2010), and teacher mentoring Eog have been found to
positively impact their career success (Grossmdya&is, 2012). Although mentoring
alone is not enough to develop and retain begint@aghers (Feiman-Nemser, 2012),
teacher mentoring programs play a crucial roldneéduccess of beginning teachers. Not
only do teacher mentoring programs create an emviemt that promotes personal and
professional growth by sharing knowledge and skiisossman & Davis, 2012), but
provides beginning teachers with an opportunitieon from mentors, which is
extremely valuable in teacher retention (Pogrun@&van, 2013).

Approximately 33 states mandate some form of mem@upport for beginning
teachers (Feiman-Nemser, 2012). However, thererdyea few effective programs to
support beginning teachers (Hudson, 2012). Previessarch indicates that support for
beginning teachers have a positive impact on teaebention, instructional practices,
and student achievement (Ingersoll & Strong, 20T&acher mentoring programs can
provide beginning teachers with support that héips survive classroom management
challenges, curriculum and instructional issued, faelings of isolation that contribute to
attrition (Boyd et al., 2009).

High-quality induction programs support beginniegdhers (Boyd et al., 2009;

Gilles et al., 2009). For example, the Comprehen3wacher Induction Consortium
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(CTIC), a group of similar teacher induction prags has used a highly successful
model for over 15 years (Gilles et al., 2009). Acloog to Gilles et al., teachers who
completed these programs tend to stay in teacbhimger and are more successful than
those who did not participate in an induction pewrgr Moir (2009) found that “induction
programs accelerate the effectiveness of teactaststracking their progress to
exemplary teachers with the ability to positivetypact student achievement” (p. 15).

Research has indicated that supporting beginnighiss is important to

improving both teaching quality and retention. Maagearchers have pointed out that
the existing literature tends to see mentoring EG as a resource for beginning
teachers (Feiman-Nemser, 2012; Scherer, 2012)ideieresearchers have established
that beginning teachers who receive support hagatgr improvement in instruction than
those without support (Stanulis & Floden, 2009)giBaing teachers who participate in
teacher mentoring programs have better classroonagesnent, use best practices, and
maintain a positive classroom environment (Ingéi&dbtrong, 2011). Understanding the
factors underlying retention will help assure quyadif teaching in our educational
systems. When districts implement mentoring progiamot only can they save money,
they can have a positive effect on teachers amtesta (Hudson, 2010; Moir, 2009).
School districts want quality teachers because tbeggnize the relationship between
guality teaching and the quality of education. Besearetaining teachers is a top priority
for school districts, teacher mentoring progranesueed to support and retain new

teachers.
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Mentoring programs have been the solution offeneth@any school systems

throughout the nation, but lack of clear goals parpose in many of these programs has
hindered their effectiveness (Berry, 2010). Neveles mentoring programs can vary
from a single orientation meeting at the beginrohg school year to a highly structured
program involving multiple activities and frequenéetings over a period of several
years (Stanulis & Floden, 2009). Beginning teachentoring programs vary according
to the number of new teachers they serve; somadaechnyone new to a particular
school, even those with previous teaching expeeiemd others focus only on those who
are new to teaching (Hudson, 2012). Teacher mawggniograms also vary according to
their purpose. For example, some are primarily igreental and designed to nurture
growth on the part of the new teacher; others asggded to eliminate those who are not
gualified to teach (Ingersoll & Strong, 2011).

Many schools in Georgia face the problem of teaghtity; as a result, many
school districts have filled vacant positions wigachers who have had little or no
classroom experience. Because teacher qualitynisembed to student learning (Berry,
2010), the need for effective teacher mentoringyrams is documented by researchers
as critical to the growth and development of teeli€he National Staff Development
Council, 2009).

Implications

The findings of this study may support researchedmyingersoll (2012), which

shows that effective teacher mentoring programsaately support beginning teachers.

First, in this study | provide knowledge and ingitiat can assist school districts in
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better preparing beginning teachers to enter theadg/ear. The discussion points
emerged from this study provided important ansvi@rghe research questions.
Secondly, this study shows current and relevaotimétion pertaining to beginning
teachers’ perceptions of the school district’s esienentoring program, with a particular
focus on the perceived strengths and weaknessstdy Lihis study’s findings may be
used to increase positive change by providingeggras for ensuring beginning teachers’
successful transition to the classroom and schadklaen retention beyond the first few
years.

The study’s findings may provide information toiasschools and school
districts in determining whether current teachentoeng practices are effective in
supporting beginning teachers’ needs. Results frosnproject study can be used to
assist administrators and educators in their attéongupport beginning teachers. The
information gained from this study will be usedriform the school district of more
effective ways to support its beginning teacheecdtmendations may include
enhancing mentoring program development, providaigquate support to beginning
teachers, and writing a paper to the superintenoietite challenges faced by beginning
teachers. The study’s findings may have the poggibf providing information to assist
schools and school districts in determining whetherent mentoring practices are
effective in supporting beginning teachers’ neetientative projects that could develop
from the findings of this study might include a bregng teacher’s handbook or guide or
a supplemental professional development coursethétliocus of addressing beginning

teachers’ unique needs.
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Summary

The first year of teaching is the most challendmrgoeginning teachers.
Supporting beginning teachers through mentoringiaddction programs has proven
effective to address several of the challengeskibginning teachers face (Stanulis &
Floden, 2009; Villani, 2009). In spite of increasadntoring and induction efforts over
the past several decades, beginning teachersedgaié continue to exist in many
schools throughout the nation. Therefore, it isongnt to address the challenges faced
by beginning teachers through effective mentoriragfices.

The existing research provides an understandimgcutrent methods of
supporting beginning teachers, mentoring, and g¥eteacher mentoring programs.
There is a significant body of literature that ettes that teacher mentoring programs are
effective. Beginning teacher mentoring programe feelucators and administrators to
understand the unique needs of beginning teacheasher mentoring programs propose
solutions to the challenges that beginning teadaees According to Hudson (2012),
“understanding how to support beginning teacherstimelude beginning teachers’
views on how they experience support within thelro®ls; these viewpoints may help to
devise strategies for supporting them in theiryeeakeers” (p. 72). The gap between
being highly qualified and having practical applittaknowledge is an area that teacher
mentoring programs should address.

Through interviews, | immersed myself in the exgeces of 10 beginning
teachers to document their experiences. By he#énmgoices of beginning teachers,

schools and school districts can understand thikediges faced by these teachers and
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discuss the best methods of support. Section 2ieseription of my research
methodology. It details the methods that were useaghther data for this study, including
the research design, selection of participants, dallection, data analysis, and findings.
Section 3 is a detailed explanation of the proj8ettion 4 includes the conclusions, a
discussion for recommendation from the currentystadd implications for further

research.
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Section 2: The Methodology
Introduction

Research is defined as a “systematic process bghwine know more about
something than we did before engaging in the psia@dderriam, 2009, p. 4). | selected a
case study design to examine beginning teachersépgons of a teacher mentoring
program. Selection of this research design allomedo obtain a deeper understanding
of a teacher mentoring program and its effect anriveng teachers’ growth and
development (Creswell, 2012).

In this study | sought to describe, explore, andenstand the mentoring program
from the viewpoints of 10 participants (Lodico, 8lshng, & Voegtle, 2010). The nature
of the research problem determines whether tharelseshould be qualitative or
guantitative (Creswell, 2012). According to Merrié2009), “qualitative researchers are
interested in understanding how people interprat gxperiences, how they construct
their worlds, and what meaning they attribute &rtkexperiences” (p. 5). Thus, a
gualitative approach was appropriate to fully expthe experiences of the participants
and allow me to gather the data necessary to artheeesearch questions.

A guantitative research design could not be usedse of its lack of in-depth
discussions with participants, which could revedetailed understanding of how
beginning teachers perceive their district’s teachentoring program. To effectively
support beginning teachers, it is important teehsto their voices and observe their
experiences. According to Creswell (2012), “quélaresearch can lead to information

that allows individuals to ‘learn’ about the pheraron or to an understanding that
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provides voice to individuals who may not be heafterwise” (p. 206). A case study
was used to explore the experiences of beginnaghes. | was able to understand the
problem under study from the participants’ perspectather than my own.

Within qualitative research, there are five typéstadies, namely (a) grounded
theory, (b) phenomenology, (c) narrative analysisethnography, and (e) case study.
Grounded theory is used to create a theory abpattacular situation being studied. In
phenomenology, the focus is on the everyday lif @stions of people. It seeks the
meaning of people’s lived experiences around aquéar phenomenon (Hancock &
Algozzine, 2011), and does not meet the goalsisfdiudy. This study was not an
attempt to understand a lived experience or toldewetheory; rather it was an attempt
to gather beginning teachers’ perceptions of ateamentoring program. Narrative
analysis uses storytelling to relate meaning oividdals’ thoughts and behaviors
(Merriam, 2009). A narrative design was not chogeit is used to look at a story and
what it reveals about a person and the world rehercame from. This study was not
looking at a person and the world he or she caoma.fiThis design would have produced
unnecessary information that was not relevantédapic of study. Ethnographic study
was also unacceptable as an approach becausetieptpms of a mentoring program
would not be conveyed appropriately through cultaraocial groups (Creswell, 2012).

After reviewing the different types of qualitatispproaches, it was evident that a
case study was the best choice. A case study Wexteskto guide my research questions
after ruling out other options. Through a case\gttlie researcher attempts to gain in-

depth understanding of a phenomenon and meaningdmiduals involved (Hancock &
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Algozzine, 2011). In this case study, beginningteas’ perceptions of their teacher
mentoring program were examined.

This section is focused on a qualitative case stlilis section is organized into a
description of the research design and approachydimg a review of the literature on
gualitative design. This section is also organimd a description and justification of the
sample and setting, data collection methods, dabysis methods, and a discussion of
the limitations.

Research Design and Approach

The research design for this study was a qualdatase study to explore
beginning teachers’ perceptions of a teacher mewgt@rogram. | determined if one
school district’s mentoring program has had ancti& what beginning teachers say
they need as support, their perceptions of the@uipipey have received, their
development as beginning teachers as a resulabstipport, and the level of support
that has influenced their instructional practices.

A case study is used to document the experienceslioiduals within a natural
setting (Creswell, 2012). It is also used to caltiata from multiple sources and
perspectives (Lodico et al., 2010). Therefore stiuely utilized a case study research
design using interviews. | examined the structdexelopment, interaction, and
collective behavior of an organized group (Hanc&cklgozzine, 2011). Through a case
study approach, this study involved participanigiexiences, perceptions, and feelings
gathered through rich, thick descriptions obtaibgdanterviews (Creswell, 2012; Glesne,

2011; Lodico et al., 2010). According to Cresw2l(@9), qualitative researchers collect
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data by examining documents, observing behavianterviewing participants (p. 175).
In this study, qualitative methods were utilizeddoilitate an understanding of how
beginning teachers perceive their experiencesggaating in a teacher mentoring
program. The qualitative approach also serveddwige a deeper understanding
(Hancock & Algozzine, 2011; Merriam, 2009) of thepport activities that were most
beneficial in the teacher mentoring program.

Qualitative research involves an interpretive, $tatiapproach to what is being
studied (Creswell, 2009, p. 176). Because it beslioees the question of what and how,
gualitative research was chosen as the methoddbodlgis study. In this study, the
qualitative method facilitated an understanding@iv 10 beginning teachers perceive
and interpret their experiences. Instead of stugllange groups, qualitative researchers
conduct a more in-depth study on a limited numlbgraaticipants (Creswell, 2012;
Lodico et al., 2010). This type of investigatiomnat be accomplished through
guantitative research methodology.

Because the research focus is on a school distted’cher mentoring program, a
case study design offers the best research desimube it involves the depth
examination of a single case (Creswell, 2012). Thse study provided a systematic
method for collecting and analyzing data, as welleporting results. Case studies “can
be chosen based on their type, characteristiatisoiplinary orientation” (Hancock &
Algozzine, 2011, p. 35). | was interested in a grotibeginning teachers’ perceptions of

their mentoring program; therefore, an intrinsiseatudy was used. An intrinsic case
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study is used when a researcher is interestegantecular individual, group, event, or
organization (Hancock & Algozzine, 2011; Merriand0®).

The study site was a middle school located inrbaruschool district in Georgia.
The middle school was selected for this study beead the availability of data from the
participants. Researchers collect data at thersitdnich participants experience a
problem under investigation (Creswell, 2009, Merj2009). At the time of the study
the school district employed more than 13,400dall part-time employees with a
student enroliment of more than 98,700 students.sBhool district has 137 schools and
centers. There are 77 elementary schools, 19 mstieols, 22 high schools, and 17
other learning facilities. The demographic breakdancludes 69% African American,
12.7% Hispanic, 11% Caucasian, 5.5% Asian/Hawalidsfo Multiracial, and .2%
Native American. In addition, 69.75% of studentseree free and/or reduced lunch
(GaDOE, 2012).

Participants

My school district has a teacher induction progtaraddress the problems
normally associated with the first 3 years of teaghit is designed to provide initial and
sustained professional learning and school-basexdameg support for beginning
teachers. Every school is targeted for the teatiegitoring program. The school
district’s professional learning department progidéd mentoring activities for beginning
teachers. Some of the activities include monthbugrmeetings, individual mentoring

conferences, observing and providing feedback naodeling effective instructional and
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classroom management practices. The names of begiteachers and mentors are kept
on file in the school district’s professional leimgndepartment.

The research sample for this study consisted dfebinning teachers from one
middle school. | identified “participants whose kvledge and opinions may provide
important insights regarding the research questi@tisncock & Algozzine, 2011, p. 44).
The participants were teachers who are identifsedeaginning teachers with 1 to 3 years’
experience who participated in the school dissitdacher mentoring program.
Purposeful sampling was used to choose the paatitsp Purposeful sampling is used
when the selection of people and location of theis planned (Creswell, 2009). In
gualitative research, researchers purposefullycskisy participants or sites that will best
help them to understand the problem (Creswell, 2009

A qualitative study often involves a small numbgparticipants; therefore, it will
not be generalizable to a larger population (Menrid009). The beginning teachers were
chosen because of their participation in the mamgqerogram; they could give their own
perceptions and insight on the mentoring servicaswere provided. The number of
subjects selected for the purposeful sample hae enough to assure that multiple
perceptions would be captured during data collectiod that these perceptions would
create rich data from which to draw conclusionsdjto et al., 2010). The number of
participants in a case study varies (Glesne, 2@t )the decision to include 10
participants in this study was enough becausdlé&ats 77% of the population of
beginning teachers in the school. As a resultntimber of the participants afforded me

the opportunity to investigate many perspectives.
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Qualitative samples tend to be purposeful, raten random (Creswell, 2009).
According to Patton (2002), purposeful sampling ldallow the researcher to collect
rich information that answers the research questiSelecting the sample depends upon
the research problem at hand (Merriam, 2009). Beeauthis study | investigated the
perceptions of beginning teachers, purposeful sagplas necessary to include
beginning teachers in one middle school in an udadwool district. Purposeful sampling
occurs when individuals are selected who possesshairacteristics or attributes of
interest to the study (Creswell, 2012). MerriamQ@0stressed the importance of
selecting a sample from which “the most can benkedit (p. 12). In addition, purposeful
sampling allows the researcher to determine ther@irequired in choosing what person
to interview (Glesne, 2011).

Criteria for selecting participants were estaldlto guide the process (Merriam,
2009). Once all beginning teachers were identifiedicited volunteers to participate in
the study. After those beginning teachers who welteng to participate in the study
were known, | randomly selected participants (Ceds\2011; Merriam, 2009).
According to Merriam (2009), “in a case study, stgelection occurs first at the case
level, followed by sample selection within the ¢age 82). The sample consisted of 10
certified beginning teachers.

Ethical Considerations

Ethical issues arise in qualitative studies amdrésearcher should anticipate and

deal with them (Creswell, 2009). | followed the pedures and ethical guidelines set

forth by Walden University as a way to protectpatticipants and ensure accuracy in the
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study. Every effort was made to ensure participaigists were protected. As required
by Walden University, consent was attained fromitistitutional Review Board (IRB),
number 02-12-14-0245375, and the National InsstofeHealth (NIH) web-based
training course was completed. Consent for thidystuas obtained from the school site
administrator. A signed consent form was obtaimethfeach of the participants (see
Appendix A). The consent form contained the puepaisthe study, procedures to be
followed, potential benefits of the study, and @aasaes of confidentiality.

Permission to conduct research and interview beggnteachers was obtained
from the school administrator. It was my respotigybio protect the participants, the
research site, and the data collected within theys¢(Creswell, 2012, Lodico et al., 2010;
Merriam, 2009). | identified and gained accessiterviewees (Hancock & Algozzine,
2011).

To establish trust and credibility, the informechsent form had the name of the
researcher and the reason for the study clearliiggul (see Appendix A). The consent
form also included information on the voluntaryuratof the project study and explained
the participants’ right to refuse participatiortie study or to withdraw at any point
throughout the study. In addition, | explained plagticipants’ rights and discussed the
strategy of using pseudonyms to maintain partidipanfidentiality. | assured
participants that their confidentiality would beofected during and after the study. The
anonymity of the individual was protected by ustogles on the interview instead of

participants’ names.
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| provided an accurate account of all informatitmtained. | was honest and
truthful in reporting the findings. The resultstbé study were made available to all
participants upon request. Each participant wasired to sign an informed consent
letter that explained the conditions of the voluptaarticipation, confidentiality, and
contacts for questions about the research. Theeodh@rm also explained that the
interviews would be audiotaped, transcribed, and kea secure location.

Interviews took place for approximately three wedksey were held at the
participants’ middle school site at an agreed ujpoe and specific location within the
building. Participants were ensured of the confiiddity of their names and pseudonyms
were developed. | secured all transcriptions adrinews in a locked file cabinet. |
explained the purpose of the study, the natureettudy, and the likely impact of the
study on the participants.

Data Collection

The data collection procedure used to addreseigarch questions for this
qualitative study was an oral interview with begngnteachers. According to Creswell
(2009) and Merriam (2009), data collection in thef of interviews is considered a
common approach in educational research. Merri@@9pexplained that “data are
nothing more than ordinary bits and pieces of imfation found in the environment” (p.
85). Merriam further stated that interviewing islpably the most common form of data
collection. Therefore, participant interviews aomsidered one form of data. Qualitative
researchers use “richly detailed description” (loodet al., 2010, p. 270) to help gain

understanding of a phenomenon.
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Upon IRB approval, | conducted this study overwek time period. | obtained
permission from the school district and administraif the study site. Beginning
teachers were given a letter of informed consezd Appendix A) to complete.
Following the receipt of informed consent letténsiet with each beginning teacher to
schedule a time and place to conduct his or heimteview. The beginning teachers
were interviewed individually in an area of the aghwhich protected us from being
viewed during the process. Upon agreement of a éingeplace for the interviews to be
conducted, an email confirming this information v8ast to each participant. Each
participant was given a copy of the interview poato

| collected data by interacting with selected ipgrants. In qualitative research,
“the researcher is the primary instrument for datéection and analysis, the process is
inductive, and rich description characterizes the groduct” (Merriam, 2009, p. 19).
The type of data | collected was open-ended int&rsi The open-ended interviews
allowed firsthand accounts of participants’ thosgldeas, and experiences (see
Appendix B). Ten beginning teachers were intervigéwiéhe purposes of the interviews
were to elicit participants’ perceptions of theestyths and weaknesses of their teacher
mentoring program, the mentoring strategies usekddin teacher mentoring program,
and how their mentoring program could be impro\&eleral questions were prepared to
investigate beginning teachers’ perceptions of ttegicher mentoring program (see
Appendix B).

Interviews were arranged with teachers who agredxtinterviewed. | contacted

all of the 13 beginning teachers in the school wadicipate in the district’'s teacher
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mentoring program. Only 10 teachers agreed topakein the study. Interviews lasted
approximately 45 minutes to one hour and were sdeddluring planning time in a
location convenient for the participant or aftenaal in the school’s media center
conference room. At the end of the interview, Intkeed them for participating in my
study and asked them if they had any questionsdegathe study.

Interviews were taped and participants were asdigodes to protect their
identities. After each interview, tapes were traitd verbatim. There was one interview
per participant. Participants were interviewed prigate setting within the workplace
(Creswell, 2012). Beginning teachers were askedgtores that pertain to the support
provided by their mentors and the strengths ankmesses of their mentoring program.
The interview process provided a deeper understgrafithe perceptions of 10
beginning teachers on the effectiveness of thenexamentoring program (see Appendix
B).

The open-ended questions used in the interview desened to allow interview
participants to elaborate more fully on their petmns of the strengths and weaknesses
of their teacher mentoring program, the mentoringtegies used in their teacher
mentoring program, and how their mentoring progcauld be improved. Semi-
structured face-to-face interviews allow flexibilivhereas emerging ideas could be
explored and could be closely followed during thieiview process (Glesne, 2011).

During the interviews, | became acquainted withgh#icipants, established
rapport, explained the purpose of the study, akddaguestions (Hancock & Algozzine,

2011; Merriam, 2009), which allowed beginning teashto reflect on their experiences
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in the mentoring program. Open-ended questions us&zd to encourage the participants
to discuss their experiences in terms of the strengnd weaknesses they perceived in
the mentoring program (Glesne, 2011). The intervgestions were designed to elicit
participants’ perceptions of their teacher mentppnogram’s strengths and weaknesses,
the mentoring strategies used, and how the prograrad be improved.

Role of the Researcher

According to Patton (2002) a researcher is a teacb#aborator, facilitator, and
a social change agent. | have been an educat8@fgears. | have worked in the middle
school setting during my career, as a teacher aedcher support specialist. At the time
of this study, | served as an English languagenkra(ELL) teacher and the ELL
Department Chair at the study’s site. Currentlgréhare no beginning teachers in the
ELL department. In previous years, | served as aton¢éo many student teachers and
beginning teachers. Therefore, | had to set asdsopal feelings for the purpose of
providing accurate and valid information. In aroeftto report reliable and useful
information to the school district and other edigral entities, | remained objective
throughout the study.

| chose this site because of familiarity and easess. | had worked at the study
site for 12 years. | was familiar with the buildiagd had a good working relationship
with the faculty and staff. In addition, | haveradting relationship with beginning
teachers via employment within the study’s sitead no influence on the beginning
teachers at any given time. | chose to study theadistrict’'s teacher mentoring

program because teachers often complained abautti@lenges and needs as first-year
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teachers. An ineffective mentoring program is ajem at my school based on anecdotal
conversations from veteran and beginning teachermse this study to examine
beginning teachers’ perception of their mentoringgpam and to make
recommendations, if any.

My role as a researcher was one of gathering Habagh interviews by using
open-ended questions. My role as a researcherreeguie to have an open mind and
really listen to the thoughts and opinions of thetigipants. | obtained permission from
the building administrator to conduct the studthatsite. | explained in a letter to the
school administrator at the study’s site that ntgmhwas to examine beginning teachers’
perceptions of the school district's mentoring perg. | also informed the school
administrator that 10 beginning teachers wouldniberviewed and that the activities
would not interrupt instructional time.

Access to participants occurred through meeting Wie administrator in charge
of the beginning teacher mentoring program at theyss site. | obtained the permission
of expected participants and encouraged theirgyaation by sending reminders through
emails. | conducted interviews and analyzed aretpnéted data and sent a report of
findings to everyone involved. | made provisionhémdle ethical issues that occurred
during the study.

Data Analysis

Many qualitative researchers use a generic apprmacoding. The procedure |

used was a generic style. Creswell (2009) statéidriave see qualitative data analysis

reported in journal articles and books that is @egie form of analysis. In this approach,



50
the researcher collects qualitative data, analyZes themes or perspectives, and reports
4-5 themes” (p. 184). Thematic analysis was uset afl interviews were transcribed
and color coded for organization by theme (Cres\2€l12).

| began the data analysis after conducting theifiterview and this was a
continual process while | worked on data collectioata were collected and analyzed to
understand beginning teachers’ perceptions of teather mentoring program. Inductive
and deductive analysis was used to identify pattand themes from the data. Data
analysis was conducted through coding and thenfid@ta. |1 analyzed, examined, and
constantly compared collected data and placed thentategories (Creswell, 2009).

Responses to the open-ended questions were analyirefqualitative, validated
coding procedures as this ensures accuracy intregoesults, themes, and emerging
patterns in data (Creswell, 2009). Responses affeyeparticipants were also analyzed to
identify whether any concerns were expressed mpsoine beginning teachers than
others.

Data were then coded and categorized based upambegteachers’ perceptions
of the strengths and weaknesses of their teacheton@g program, the mentoring
strategies used, and how their mentoring programddze improved. The codes were
determined based on the data and served to sunadasignthesize, and sort the many
comments made by the teacher participants durgtierview and in the narrative
responses. The coded data were analyzed by corgpgharperceptions of the various

interview participants. Beginning teachers’ regemwere compared in the search for
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similarities and differences. Coding responsestinéones was also helpful for
identifying common ideas expressed by the partidgpa

| coded open-ended responses by creating a lat thfe responses to a particular
guestion. Next, | read through the responses attifted themes that were emerging in
the responses. These themes were the codes ll@ssigned a code to each response
given to the research question. Every respons@tellone of the code categories. |
identified the number or participants whose respsmsflected the same theme. As a
result | was able to identify certain charactecstind similarities and differences in the
participants’ responses. Responses to the intergiestions were reported in a narrative
form.

What do teachers perceive as sufficient suppathbeginning teacher mentoring
program? The following research questions were tsgdin insight into that topic: (a)
What are beginning teachers’ perceptions of trengths and weaknesses of their teacher
mentoring program? (b) What are beginning teachmgieptions of the mentoring
strategies used in their teacher mentoring progr@n®/hat are beginning teachers’
perceptions of how their mentoring program couldnberoved?

The interview protocol consisted of questions #yacifically addressed each
research question. Data analysis was qualitatihghwconsisted of non-numeric data for
codes, themes, and patterns found in interviewslized the following steps outlined by
Creswell (2009): organized and prepared the datarfalysis, read through all the data,
and began detailed analysis with a coding prod@sta were organized using files on my

computer. The files contained codes to help idgmiformation.
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Because data reporting can be time-consuming s&arehers, it was necessary to
summarize the results based on the frequency pbnses and recurring themes. |
recorded the frequency of the recurring themes gntioa participants. Words that
represented an individual’s thoughts were quotedise as supportive evidence of these
themes in the findings. Upon review of the themassubcategory and research question,
| found common themes that emerged from participasponses. Four distinct themes
emerged from the data analysis. These themestieimportance of having a mentor,
lack of structure, more collaboration, and insudint support.

The rationale behind collecting and analyzing dea to build a theory or
concept rather than prove a claim or hypothesigiigla, 2009). | was able to obtain an
accurate and inside view to the teacher particggu@rceptions of their mentoring
program. When reporting the findings, | includedldgue that supported the major
themes. | also used an accurate portrayal of tegargcipants by examples of word
choice.

To ensure accuracy of the findings, | implementedd strategies identified in
literature (Creswell, 2009; Merriam, 2009). Onatgy was that of triangulation of data.
Triangulation of data is when the researcher usdsipie investigators, multiple sources
of data, or multiple methods to confirm the studyislings (Merriam, 2009).
Triangulation involved comparing the perspective$®beginning teachers who have
different points of view. Using the process ofrnigalation, | was able to compare and
contrast data, themes, and commonalities. | deteandiscrepant cases or information

by noting differences in the interviews. Presentiggrepant information allows the
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reader to see the beginning teachers’ differerdgpgions (Hancock & Algozzine, 2011).
| reported discrepant information that contradibes themes identified to ensure the
reliability of the findings (Creswell, 2009).

Two other strategies that were used to ensurealdity of the findings were that
of member checking and rich, thick description &yell, 2009; Merriam, 2009).
Member checking was used to review interpretatdrasvn from the data collected, and
rich, thick descriptions were used to ensure traginwness of the descriptions reported
(Creswell, 2009). During the study, the particigargad and approved the findings.
Transcripts were given to each participant to nevier clarity and accuracy. Each
participant read his/her transcript, offered claatfion, and verified that his/her
experiences were accurately represented in wriRngh, thick description allows the
reader to make decisions regarding transferal{icgswell, 2009). | gave a description
of the participants and the setting of the studglkow the reader to make a decision as to
whether the data and findings can be transferredus® of common characteristics.
Transferability was also established.

During the interview process of the 10 participaatthorough description of the
participants’ perceptions of their mentoring prograas shared. The data were then
analyzed to determine what topics needed to baded in a workshop for beginning
teachers, which constitutes the actual project.ddta can also provide valuable
information about the teacher mentoring programassist administrators, teacher
mentoring program leaders, and other decision-nsakemaking changes and offering

meaningful and appropriate beginning teacher mexggrograms. The information will
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offer a foundation for others interested in begngrtieacher mentoring programs that may
want to utilize these findings to improve their grams and as a basis for future research.

Findings

The research findings for this study were basedeginning teachers’
perceptions of their teacher mentoring progranxahgined 10 beginning teachers’
perceptions of the strengths and weaknesses oftdagher mentoring program, the
mentoring strategies used in their teacher merggitogram, and how their teacher
mentoring program could be improved to gain insighd the topic of sufficient support.
Perceptions of the Strengths and Weaknesses of Mening Program

What do teachers perceive as sufficient suppatbeginning teacher mentoring
program? In this section | address the first redegquestion: “What are beginning
teachers’ perceptions of the strengths and weaksedgheir teacher mentoring
program?” The information provided is based onipigdnts’ responses specifically to
Interview Question 8, which asked about strengtitsveeaknesses of the program but
additional information was drawn from responseQtestions 1-7, and 9, which asked
beginning teachers’ perceptions of what they neesligport, perceptions of the support
they have received from the mentoring program, gqrons of their development as a
beginning teacher as a result of that support p&ndeptions of the level of support that
has influenced their instructional practices.

Strengths.During the interviews, nine out of 10 participask&red that being
assigned a mentor was a great strength of theg¢eawtntoring program. Participant 1, 2,

and 3 were provided a mentor who worked with th€hey mentioned that having a
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mentor was a good thing. Participants 1-6 statatlldbing assigned a mentor helped
them, and knowing that a mentor was available ¢glae a sense of not being alone.
Beginning teachers identified emotional supportsotal support, and positive guidance
as some of the strengths of having a mentor.

WeaknessesOnce the interviews were underway, it became ampdhnat while
having a mentor was beneficial for the beginniragkers, the support received from the
mentor and the mentoring program overall was lichdad this was a weakness of the
program. Beginning teachers communicated thatehehier mentoring program did not
facilitate their professional development and gloviRarticipants 1-6 indicated that they
received support from their mentors, but the laickupport from the teacher mentoring
program contributed to their uneasiness in thafgasional competence. They did not
feel that they had adequate support from theiteamentoring program. Participant 10
stated that the district’'s teacher mentoring progshould have oversight of what is
happening at the building level. Participant 1@Har stated that pairing up beginning
teachers with mentors in the same subject area @nilance the mentoring program.
The participants interviewed described their fratsbns when the support they were
expecting did not meet their needs such as ledsmmipg, teaching strategies, student
assessments, and classroom discipline. Severatiparts described how they
persevered when mentoring support was lackingudieg), seeking alternative mentors,
asking grade-level colleagues for help, and relyingrior student intern experiences.
Beginning teachers appreciated the input and oppibytto work with others when

support from the mentor was not available or offere
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All 10 participants reported that the teacher mengoprogram was a work in
progress (in need of improvement). Participantentepl that limited participation, lack
of organized and structured monthly group meetatghke district level, dissatisfaction in
meeting beginning teachers’ needs, lack of expentishe area of mentoring, difficulty
in matching beginning teachers to mentors, ladkaohing for mentors, and lack of time
with mentors were weaknesses of the teacher magtprogram.

In addition, participants felt that they did noteese specific support to enhance
their professional teaching practices becausegbigr@ed mentor was neither an
experienced teacher nor an expertise in teachengame content. Participant 4
mentioned, “I expected to have a mentor who wasrmgperienced and would provide
specific curricular support.” Participants 7, 8dd® mentioned that they would have
appreciated having a more experienced mentor te&elgeiide and support them as well.
Participant 7 reflected:

“I don’t think a mentor should have less than fyears of teaching. There’s
something to be said about having skills and t&rimvledgeable about your job.”
Comments to support the teachers’ indication df [@csupport included the following:

¢ | did not receive the needed instructional support

e My mentor was not familiar with what | was teachinghe classroom
e My mentor was assigned to me and did not reallytu@help me

e We never met for guidance and instructional suppor

e My mentor was unavailable

e Only assign mentors who are willing to be mentors
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e Allow beginning teachers an opportunity to expnehat they need as
instructional support
e It would have been more helpful if my mentor tautjiet same subject
matter
What do teachers perceive as sufficient suppatbeginning teacher mentoring
program? The research question, “What are begirntemchers’ perceptions of the
strengths and weaknesses of their teacher mentoragyam?” was used to gain insight
into that topic.
Perceptions of Mentoring Strategies Used in the Pgyam

What do teachers perceive as sufficient suppathbeginning teacher mentoring
program? In this section | address the second r@segaestion: “What are beginning
teachers’ perceptions of the mentoring strategsesl un their teacher mentoring
program?” The information is based on participargsponses specifically to Interview
Question 7, which asked about specific mentoringiegies used in the teacher
mentoring program that helped them as teachershenchentoring strategies used that
they felt did not add to their growth as teachers.

One of the interview questions posed was the Bpasentoring strategies used in
the teacher mentoring program that beginning teadieel have helped them as teachers.
Eight of the ten participants could not remembecH#x mentoring strategies used in the
teacher mentoring program. They only shared tlategires they learned from their
colleagues. After | provided examples of mentostrgtegies, the eight participants only

discussed what they had learned from colleaguesreThere only two participants who
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commented on mentoring strategies used in the ¢eacbntoring program.

Participant 2 mentioned that there are not angiBpenentoring strategies that
are used in the program that she felt helped hartaacher. Participant 2 mentioned:
“My mentor and | should take time to observe edtieioteach. We should share ideas on
strategies used in the classroom. It would have lgeeat to have pre and post-
conference observations.”

Participant 6 cited the frequent contact throtighuse of monthly group meetings
held by the school district was helpful. She expdi “In our monthly group meetings,
we share information related to procedures, gudslior expectations of the school
district. We also share information about teaclsitigtegies.”

What do teachers perceive as sufficient suppatbeginning teacher mentoring
program? The research question, “What are begirntemchers’ perceptions of the
mentoring strategies used in their teacher mergg@ingram?” was used to gain insight
into that topic.

Perceptions of how the Mentoring Program Could berhproved

What do teachers perceive as sufficient suppathbeginning teacher mentoring
program? In this section | address the third resequestion: “What are beginning
teachers’ perceptions of how their mentoring progcauld be improved?” It was based
on participants’ responses specifically to Intenwi@uestions 9 and 10, which asked
about some things that the district does wellaming beginning teachers and getting
familiar with the classroom and some things thatdone poorly in district’s training of

beginning teachers or that the district could imprapon. Participants 2, 5, 8, and 10
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mentioned that the district does well in trainiregmning teachers and getting familiar
with the classroom by implementing the programechlleacher Pride, which is a
monthly group meeting for new teachers. Particidénstated that this program allows
new teachers to share resources and strategidedbng with issues that may arise in the
classroom. On the other hand, Participants 3, & ,7amentioned that the monthly
meetings do not really address the problems beggeiachers face. Participant 6 stated
that the district should do a better job in assgsbeginning teachers with instructional
strategies and classroom management.

Beginning teachers were also asked about the chdhgg would like to see in
the teacher mentoring program and how may the magtprogram impact beginning
teachers in the future. All 10 participants indezhthat they would like to see changes in
the teacher mentoring program. The suggestionsitbiad provided by the participants
are aligned with effective mentoring practices reered in the literature review.
Participant 7 reported one of the changes she wikado see in the program is more
focus on classroom management. She felt that thgrgam could offer some strategies on
handling student behavior. Participant 6 statetittteamentoring program could provide
beginning teachers with instructional strategiethey would have a better chance of
being successful in the classroom. Other parti¢goeaported that the school district’s
mentoring program should consider the following:r{eentor should have the same
planning period as the mentee, (b) the mentor/neguaiing should be compatible, (c)
the mentor should be familiar with the mentee’stennarea, and (d) the personalities of

both the mentor and mentee should be consideradgdine selection process. They
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suggested that the teacher mentoring program dmiichproved if the mentoring
activities are tailored to fit their specific needfe teacher mentoring program could
also be improved by removing the existing mentorany responsibilities within the
school. As one would expect, the suggestions aneclesely associated with the
challenges experienced by the beginning teachers.

Participants 6, 8, 9, and 10 stated that they wbaltefit from more release time
in which to foster and develop networks among tbelleagues. Participant 1 and 5 gave
suggestions on how to make sure that all begint@aghers participated in the teacher
mentoring program. Participant 1 stated:

“Do not force anyone to participate, but make inof@tory. Advertise it and make
it something that beginning teachers will want éoabpart of.”

Participant 5 shared: “It should be required thidb@ginning teachers participate
in the district’s monthly group meetings, and aeodiar of mentoring activities should be
made available before the beginning of the sckieat, not after the school year begins.”

Participants 2 and 3 commented on having spegifidelines about the minimum
number of meetings and topics for the mentor/mentee

Participant 2 suggested, “Meetings of mentors aadtees should be conducted
during scheduled times within the school day amtliohe some release from instructional
time.”

Participant 3 shared: “Meetings should take plata weekly schedule that the

mentor and mentee set to meet the needs of thek twgether.”
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Participant 4 added that the program needs totusegsveteran teachers who
have been trained to mentor. The participant erptii “Mentors should be experienced
in working with beginning teachers. At times, Itfdlat my mentor did not understand
my needs and did not know how to help me.”

Participant 9 echoed that sentiment by statingefiweginning teacher should
be assigned an experienced mentor who can assimstwiith classroom set-up and
procedures.”

Participant 6 recommended that the mentor andeeeshould have the same
planning period. Participant 6 explained, “I amt just sure how you could mentor
successfully without common planning time. If wellshared planning time, there would
be more opportunities to collaborate and sharesiiea

Participant 7 felt that the mentor/mentee shoulddrapatible. Participant 7
commented: “We should have similar personalitiethab we can have something in
common.”

Participant 5 contributed to this thought by edasng the personality of the
mentor and beginning teacher. Participant 5 added:

“Having similar personalities is a tremendous piuthe teaching profession. It is
very frustrating to work with someone who doesmmte similar personalities.”

Participant 7 and 8 commented on making sure kieatrtentor and mentee were
of the same grade level and subject area. Theyrhetttioned that the mentor and
mentee could plan together and help each othemotg if they were of the same grade

level and subject area.
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What do teachers perceive as sufficient suppatbeginning teacher mentoring
program? The research question, “What are begirntemchers’ perceptions of how their
mentoring program could be improved?” was usedito msight into that topic.

As each patrticipant in this study had unique exgpexes as a beginning teacher, |
did not find themes that collectively explained taa. Instead, | identified four major
themes that underscore similarities and differeaoesng these 10 beginning teachers in
my study: the importance of having a mentor, laicktaucture, more collaboration, and
insufficient support.

What are the Themes?

Further analysis of the data led to the identifozaof four common themes. The
first theme identified the importance of having entor. The second theme dealt with the
lack of structure of the mentoring program. Thedhheme focused on more
collaboration needed in the mentoring program. fblieth theme dealt with the
insufficient support in the mentoring program.

Importance of having a mentor.The first theme that emerged from the data was
the importance of having a mentor. Three begint@aghers (Participants 1, 2, and 3)
stated that having a mentor was very importanty Btated that their mentors provided
much needed support. They reported that theirioglgiip with a mentor teacher to some
degree increased their teaching ability, assistechtwith understanding the
responsibility of being a teacher, and reducedrgslof isolation and anxiety. They

reported that the sharing of teaching methods astgnals was important, but even more
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important was their mentor teachers’ abilities éiphthem reflect critically on their own
teaching.

Two beginning teachers (Participants 2 and 3gdtttat having a mentor
available to give meaningful feedback and in-clalsservations were particularly useful.
They were given the opportunity to practice evatret in which they demonstrated a
lesson and received feedback prior to an evaluatowlucted by an administrator.
Having a mentor increased their confidence leRégyular contacts and meetings
between mentors and mentees are scheduled thraugleachool year.

While Participant 2 said she had no challenges gthmentor, she was
experiencing a variety of challenges with teackadérs observing her without having
practice evaluations in which she could demonstadésson and receive feedback prior
to an administrative evaluation. She stated tlmpki assigning a mentor in the hope that
it will decrease the chances that the beginningheawill be successful does not help.
Building rapport, scheduling of teacher observatiores, and maintaining regular
communication with mentors were challenges. It fuather stated that beginning
teachers were not matched with their mentors basddaching responsibilities related to
content and grade level.

Lack of structure. The lack of structure was the second theme thalved from
the data. Participants 1 - 6 perceived the acceas in-school mentor as a positive
component of the teacher mentoring program thagtduethem. Participants talked about
a sense of isolation they were feeling as a beggtaacher. They mentioned that being

assigned a mentor gave them a sense of not beaing.al



64

In addition to the benefits of the mentoring paogr participants indicated the
challenges of the program. Beginning teachers tegdhat their teacher mentoring
program provided an orientation for mentors andtemsand then sent them into the
schools with little or no ongoing support. The nfdntmeetings offered by the teacher
mentoring program were irrelevant or simply notfust them. Beginning teachers
would have preferred to receive more hands-onegres and tools and less theory work.
Participant 6 echoed, “The monthly group meetingsawnot well organized and well
supported.” The teacher mentoring program did m@elongoing systems of evaluations
in place to assess the program’s progress andigéfaess. Beginning teachers stated
that they need to be part of networks where aliltees share and grow together. They
expressed a need to interact and collaborate \thir tveginning teachers.

More collaboration. The third theme was more collaboration. Participant
suggested ways in which they felt the teacher mem@rogram could be improved. The
participants specified a need for meaningful praifasal development and suggested that
a workshop or seminar could provide sufficient neeiny support. The majority of the
participants felt that collaboration was needed iantkasing the number of times their
mentors were in the classroom would be benefiBiailticipants 8 and 9 explained that
being observed by their mentor before being obsklbyean administrator would have
been less stressful. All participants reported they could benefit from more relevant
professional development. Participant 2 sugges$taidaeing introduced to more practical

resources and materials in a workshop or seminatdae helpful.
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Insufficient support. Insufficient support was the final theme. Whealgring
the responses given by the participants, | condubdat the teacher mentoring program
was not accomplishing its purpose. All of the gapants shared the inconsistencies with
the teacher mentoring program. Four out of 10 padints mentioned the lack of support
through monthly group meetings by the school distmdividual mentoring conferences,
observing and providing feedback, modeling effextistructional and classroom
management practices, and opportunities for begintdachers to observe effective
teachers. Although the participants valued the emalt support from their mentors, they
received very little support that focused on ingtian. To help teachers cope with the
challenges of the first year, most mentors seefodios on providing emotional support
(Grossman & Davis, 2012).

The stated purpose of the school district’'s teaom&mntoring program is to
provide site-based mentoring and instructional sup beginning teachers. Beginning
teachers interviewed for this study looked at tis¢ridt’'s teacher mentoring program as
something from which they gathered a little infotioa that did not translate to the
building level well. To improve their pedagogicaldwledge and skills, beginning
teachers expressed a strong need for support austhe teaching and learning of
content. All participants gave examples of the sypesupport they had received, the
types of support they needed, and strategies tbi used in the mentoring program.

Participant 1 noted that the teacher mentoringnarogdid not fully support her

instructional and classroom management practides b8lieved that the support she had
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received from the school district’s teacher mempprogram had helped her as a
beginning teacher but stated that the support paadic:

As a special education teacher what | am receivow in terms of support is

personal support from my principal, emotional supfrom my mentor, and

professional support from my colleagues. | have \itte support from the

school district. | think we all should have a diffet level of support based on our

needs as beginning teachers.

Participant 2 explained that the teacher mentgshogram did provide
instructional assistance. She described the diswel support that had been available to
her as a beginning teacher:

My mentor has helped me; she has given me anythatd have needed. My

mentor and | meet on a weekly basis because wethawwame planning period.

She helps me with lesson planning, instructionaltsgies, discipline, and other

aspects of teaching.

As Participant 3 reflected on the support thatlsm received from the school
district:

| think the school district does a good job lettiegchers know what is going on

with making sure that beginning teachers attendired meetings, but it is very

difficult to attend these meetings after school.

Participant 4 responded in a similar manner asddmeified specific people who

have supported her from within the school district:
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The school district has kept us in the loop throudbrmation with people to go

to for help. However, those people are not alwaalable when you need them.

My mentor is not always available when | need henly communicate with her

via e-mails when | really need help.

Participant 5 and Participant 6 believed that tis&idt’'s monthly meetings were
helpful. They were given the opportunity to colledte and share useful ideas and
teaching strategies.

Participant 7 indicated that classroom managemasther biggest concern:
“While the monthly group meetings were helpful wiiscussing instructional strategies,
they did not help with classroom management prestic

Participant 8 was not assigned a mentor who cawighort her in her subject area.
She explained that she did not receive the instmiak support she needed as a beginning
teacher: “My mentor teacher was not very helpfhle & a science teacher and has no
knowledge of what | teach. | am a foreign langutsgeher.”

Participant 9 indicated that she was not assignedraor. In regards to
instructional strategies, she never had a chancertference with a mentor:

| had to learn many things on my own, from teaclo@rsny team, or through

resources outside of the school. My support netbdchool consisted of my

team members. Unfortunately, | was never assigmadrgor who might have
provided instructional guidance and feedback.

Participant 10 stated that the teacher mentorinogram was not consistent with

meeting the immediate needs of beginning teachers:
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At this time in my career, supports | need incladeadministration that is

responsive to discipline issues, an appropriateespiateach my classes or a

smaller number of students that would allow mede the space | am allotted,

and a buddy teacher that teaches a subject midser to my own in a situation
similar to my own.

While not every participant expressed frustratioth\e@very aspect of the teacher
mentoring program, there was a feeling of frusbragxpressed by a majority of the
participants in not having adequate support bysttmol district’s teacher mentoring
program. Participation in a teacher mentoring progis a complicated experience that is
unique for each beginning teacher. The need fortoneg beginning teachers may be
even more critical for those participants with lied experiences with their mentors.

Summary of Findings

As documented in this section, data from intergevere used to identify
common patterns and themes. What do teachers pe@eisufficient support in a
beginning teacher mentoring program? The researebtipns were used to gain insight
into that topic. The summary of the findings isged according to the research
guestions that guided the project study, ending discussion of the themes.

Research Question 1

Research Question 1 asked, “What are beginnindgpéesicperceptions of the
strengths and weaknesses of their teacher mentoraggam?” To answer this question,
data were collected to explore participants’ petioag of what they need as support, the

support they have received from the mentoring @ogitheir development as a
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beginning teacher as a result of that supporttla@devel of support that has influenced
their instructional practices.

Participants’ perceptions of the strengths and wes&es of the teacher mentoring
program indicated that although being assignedaanés helpful, they have minimal
support from their mentors and lack the instrual®upport necessary to become
successful in the classroom. Findings indicatetihagicipants lacked support from their
teacher mentoring program. To improve beginningtiees’ pedagogical knowledge and
skills, they indicated the need of additional suppacused on instructional and
management skills. Beginning teachers bring a fipesat of needs to their classrooms
and long for supports such as model lesson plamstizictive feedback on instruction,
and classroom management tips (Goodwin, 2012)iciemts expressed a lack of
support and a need for more support. What do teagesceive as sufficient support in a
beginning teacher mentoring program? The researebtgpn was used to gain insight
into that topic.

Research Question 2

Research Question 2 asked: “What are beginnindnéesicperceptions of the
mentoring strategies used in their teacher merggiogram?” To answer this question,
data were collected to explore participants’ petiogs about specific mentoring
strategies used in the mentoring program that delpem as teachers and those strategies
used that they felt did not add to their growtheshers.

Findings indicated that many participants couldidentify specific mentoring

strategies used in their teacher mentoring proghamnhelped them as teachers nor
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contributed to their growth as teachers. Begint@aghers’ perceptions of the mentoring
strategies used in the mentoring program indicttisdack of support through the
district’s monthly group meetings and school-basethtoring. However, one participant
indicated that the district's monthly group meesifgelped her as a beginning teacher.
What do teachers perceive as sufficient suppatbeginning teacher mentoring
program? The research question was used to gaghinsto that topic.

Research Question 3

Research Question 3 asked: “What are beginnindgnéesicperceptions of how
their mentoring program could be improved?” To amstliis question, data were
collected to explore participants’ perceptions dbwaat the district does well in training
beginning teachers and getting familiar with theessfoom and what are some things
done poorly in the district’s training of beginnitepachers or that the district could
improve upon.

Findings indicated that beginning teachers’ peiioagtof how their teacher
mentoring program could be improved were based loat they believed the district does
well and what the district does poorly in trainimgginning teachers. Based on
participants’ suggestions as to how their teachemtoring program could be improved,
the district’s teacher mentoring program lackedtenhand structure that are needed to
support beginning teachers. What do teachers peresi sufficient support in a
beginning teacher mentoring program? The researebtgpn was used to gain insight

into that topic.
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Themes

The importance of having a mentor, lack of strugtunore collaboration, and
insufficient support were identified as common tlesrn the study. The themes that
emerged from the data showed that beginning teactesd support through mentoring.
There are gaps in the mentoring process that reled &ddressed. It appeared that many
of the frustrations cited by the participants cookdcorrected with more thoughtful and
careful implementation of a teacher mentoring paogr

The importance of having a mentor was the firstntédentified by the
beginning teachers. The participants in this s&tdgssed the importance of having a
mentor. The mentors had provided much needed sufgeginning teachers reported
that their relationship with their mentors incretfigeir teaching ability, assisted them
with understanding the responsibility of being acteer, and reduced feelings of isolation
and anxiety.

Lack of structure was the second theme identifigthk beginning teachers. The
participants revealed that their teacher mentgpirogjram lacked structure. It was
pointed out by Participants 8 and 9 that the mamjgosrogram has been poorly designed
and ineffectively implemented at their school. Beging teachers were provided an
orientation for mentors and mentees and then pletedhe schools with little or no
ongoing support. The monthly meetings offered lgytdacher mentoring program were
not useful to them and not well organized.

Collaboration was the third theme identified by beginning teachers. The

participants felt that collaboration was needed iantkasing the number of times their
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mentors were in the classroom would be helpful.iB@gg teachers believed that more
collaboration with a mentor would have made thememonfident and less stressful
when being observed by an administrator.

Insufficient support was another theme identifigdhe beginning teachers. The
findings were consistent with that of Yendol-Hopmal. (2009) that suggested that
schools are not providing adequate support forryeqg teachers. Far too many
beginning teachers experience a disappointingioelksttip that provides little support
during this crucial stage of their teaching car@é&ey believed that their mentors lacked
commitment. It was echoed by beginning teachersttiey must be paired with trained
mentors. In addition, beginning teachers relayedied for additional mentoring
support to address instructional and classroom genant practices.

A professional development opportunity may be &eiaddition for teacher
mentoring programs that do not specifically focaglee individual needs of beginning
teachers. Mentoring by itself is not enough to tlgvéeginning teachers (Goodwin,
2012). In fact, the mere thought of having a medtms not improve instructional and
classroom management practices. Through this ilgat&in into the experiences of 10
beginning teachers, it was evident that the distrteacher mentoring program was
ineffective. The mentoring program could be impibg supporting beginning teachers
through mentoring. The findings showed that begigrieachers lack support from their

district’'s teacher mentoring program and rely oleagues for support.
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Limitations

As with any study, limitations may be present. Duéhe qualitative nature of this
study, the generalizability of the findings maylinéited. The research method employed
for this study presented several limitations. Fits¢ study may be limited to the honesty
and willingness of participants in the intervieWsurticipants were asked to respond
based on what they recall about their experientéseair teacher mentoring program. As
in any situation that relies on the memory of thetipipants, there is a possibility of
slightly distorted details of the data.

Another limitation is that mentors were not intewed. This study only gathered
data from interviews of beginning teachers. Additibinterviews with the mentors can
paint a clearer picture of the support or lacknstiuctional support given to beginning
teachers. It would be of interest to make compags8uch knowledge might be useful
for those intending to implement effective teaamentoring programs. Furthermore,
being aware of similarities and differences coulidim how to improve the existing
teacher mentoring program.

Conclusion

The methodology for this study including the reshaguestions, site of study,
sample, instrumentation, data collection, reseaihele, and data analysis have been
described in this section. The research questimrissed on beginning teachers’
perceptions of their mentoring program. Researokequures included the use of a semi-
structured open-ended interview protocol of begigrieachers who had been involved in

the school district’s teacher mentoring prograntti®a 3 includes a detailed explanation
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of the project. Section 4 includes the conclusiandiscussion for recommendation from

the study, and implications for further research.
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Section 3: The Project
Introduction

The focus of this project study was to examine ieigig teachers’ perceptions of
their teacher mentoring progra@verallfindings from the study showed that beginning
teachers perceived that there was inadequate dupmortheir teacher mentoring
program. The findings validate Ingersoll and Stfer{f8011) belief that beginning
teachers are not receiving enough support to beessful in the classroom. In the
interviews, beginning teachers indicated that the#ntors are unable to provide enough
time to successfully support and guide them inrtheest for successful teaching, and
they are often left to develop effective teachingctices on their own.

Beginning teachers’ perceptions of the strengtlosveegaknesses of the teacher
mentoring program, their perceptions of the mentpstrategies used in the teacher
mentoring program, and their perceptions of howméaeher mentoring program could be
improved. Beginning teachers expressed the needdatoring support and guidance in
instructional and classroom management skills. #gssional development workshop
titled “Support of Beginning Teachers through Meimg” would prepare beginning
teachers and assist them in continuing to devédiep knowledge and skills. The
professional development opportunity may providgitn@ing teachers with access to
mentors and an avenue of mentoring support. Thiegsimnal development opportunity
may also utilize the mentoring skills that begirgpteachers require if they are to be

successful.
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Providing the skills and knowledge needed for beigig teachers to transition
into teaching will potentially assist in beginniteachers’ successful entry into the
teaching profession. The decision accommodatethtbemation obtained during the
interviews with the beginning teachers and throtnghreview of literature on what
needed to be addressed with beginning teachersxomze the chances of success. The
results of the study highlight the need for thepsurpof beginning teachers through
mentoring. It also highlights the need for adudtrteng theories to be identified and
utilized as the basis of planning and implementivgprofessional development
workshop for beginning teachers. Hopefully thisjpcocan be the start of true
transformation for the school and school distretdupporting beginning teachers. The
section provides a description of the plan forghgect, the goal, review of literature,
and justification for pursuing the project, conteand implications.
Description and Goals
In this study, I interviewed 10 beginning teachieosn the same school to
determine their perceptions of their teacher mémggorogram. Findings showed that
beginning teachers perceived their mentoring pragabe inadequate. Educators and
administrators should create support structuressanttonments where beginning
teachers can thrive and not just survive. The meg@rofessional development offers a
different component to beginning teacher prepandtiom that which is already provided
within the school district. The professional deystent workshop titled “Support of
Beginning Teachers through Mentoring” is desigreedddress the needs of beginning

teachers and how they can get the most from thentoning program (see Appendix D).
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The workshop is intended to supplement the schistiict’s teacher mentoring program.
The beginning teachers are provided with an oppdsttio learn from others, experience
new challenges, and grow in their career.

Through large and small group work, with an emphasi experiential learning,
beginning teachers will learn about themselvesy thetivations for growth, about their
expectations and needs, and how they can get teeaubof participating in their
mentoring program. Beginning teachers will discaver benefits of a mentoring
program, learn the roles of mentors and menteastipe being a mentee, develop a
professional growth plan, develop a lesson plancdaskroom management plan, and
spend time with a mentor teacher in their subjesd.aBeginning teachers will also focus
on practical skills and information that are notli@ssed by the school. These skills
include how to organize a classroom, where to asdpplies, what kind of assistance the
district can provide, and where to find instrucabresources. Breakout sessions will be
geared toward beginning teachers’ discipline. Tieakout sessions will be facilitated by
mentor teachers who have already shown interestsnming roles in supporting the
development of beginning teachers.

According to Ingersoll and Strong (2011), somehef factors positively
impacting beginning teachers include having complanning time with other teachers
in the same subject and having regularly schedutédboration with other teachers. The
“Support of Beginning Teachers through Mentoringdrishop is a way for beginning
teachers to collaborate and pass on to other biegit@achers’ ideas, instructional

methods, and mentoring skills that they have dgedar find important.



78

To facilitate active participation and interactimmong group members, the
workshop is limited to 18 participants. Mentor tees are invited as guest facilitators so
that participants can benefit from their educati@xgpertise as well.

Project Rationale

The project genre of a professional developmemkslmp was chosen based on
the findings from the interview data. The purpasethfie “Support of Beginning Teachers
through Mentoring” workshop will be to provide te@nd strategies with which
beginning teachers will be able to successfullateea foundation for their early years in
the classroom. The mentoring workshop will be agveay to teach hands-on skills
because it offers beginning teachers a chancg tmtrnew mentoring, instructional, and
classroom management strategies and fail in aesafieconment. Failure is sometimes the
best teacher. In addition, feedback from the faddr and peers can help a beginning
teacher understand what he or she can do to aaihide in the classroom. The beginning
teachers will need substantial information to supfieir start in a new classroom with
new students. Participant 10 said, “A professiaealelopment workshop offered at the
beginning of the school year would make a big déifee in the success of teaching
practices and in student learning.” Similar comreenade by other beginning teachers
interviewed support the perception that more pofeml development is needed. The
need to address supporting beginning teachersghrnmentoring was based on the
challenges beginning teachers face as they transiito the teaching profession.

There were two resources identified for the projaatorkshop or a handbook.

During the interviews, beginning teachers had iaidid that a workshop would be the
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best option for providing mentoring support. Designof professional development
should consider teachers’ perspectives regardiiegtefe professional development
activities (Lustick, 2011). The “Support of BegingiTeachers through Mentoring”
workshop will provide a way to create an intendearning experience in a short amount
of time. The workshop will provide beginning teachwith the opportunity to learn the
roles of mentors and mentees and practice beingraie®, and learn pedagogical skills
and how to receive constructive feedback. The wagswill also give beginning
teachers contact with mentors and immediate answéh®ir questions, and allow
beginning teachers to voice their concerns.

A handbook was also considered. However, this aptimes not appear to have
the same value as a professional development wapk#hhandbook does not present an
interactive and collaborative approach. Beginngarhers will not be able to have
opportunities for sharing and interaction. A hanalb not as flexible at meeting the
individual needs of beginning teachers. In fadtaadbook may never be read by
beginning teachers. Using experiential learningpgkshop is more effective. A
professional development workshop employs a widgeaf collaborative learning
techniques such as group problem solving, case stnalysis, role plays, brainstorming,
and inquiry circles. The findings of this study pop the notion that beginning teachers
want to be actively involved with the informatiomlie learned.

The review of literature in Section 1 confirmed fhet that mentoring support is
and has been a problem for decades. Findings tianptoject study may provide an

opportunity for more educators and administratordsgcome involved in developing
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better ways in supporting beginning teachers. Gtherevidence from the interviews and
review of literature that beginning teachers nadticsent mentoring support, | decided
that a professional development workshop is an@apate genre for the project. The
project of a workshop titled “Support of Beginnifigachers through Mentoring” became
clear, as did the data that needed to be inclutdéukei workshop. What remained was
how to accomplish this goal and make the workslremgdul to beginning teachers.

Review of the Literature
Introduction

A workshop is the most “prevalent model” for dehwg professional
development (Gulamhussein, 2013, p. 2). Gulamhag26i13) further stated that school
districts should develop new approaches to tedehening, approaches that create real
changes in teacher practice and improve studem\aanent. According to Tohill
(2009),

For professional development to be effective, éssential that those providing

this professional development understand not adghing and the nature of

teachers’ work, but also how teachers grow andldpu#oth as individuals and

as members of a professional team as a schoadifgystaip. (p. 601)
| have created a learning opportunity for beginrteachers to grow and develop in their
practice so that they, in turn, can help studeat®ime successful.

A literature review was undertaken to addressihay aspects of developing an
effective professional development workshop. | exaah what research shows about the

approaches to professional development that chaegebers’ work and student
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learning. In a recent study, researchers founda®#i of teachers reported participating
in professional development, but most of them etported that it was useless (Darling-
Hammond et al, 2009, as cited in Gulamhussein, RH@vever, according to
Gulamhussein (2013), it is not that teachers at@ravided professional development,
but that the professional development workshopsgoeffered are ineffective at
changing teachers’ practice and student learnihgs Workshop will be a step in the right
direction in getting beginning teachers ready fuarme.

The review of literature focused on Kolb’s (1984periential learning theory,
which supports Knowles’s (1984) adult learning tlye&ffective professional
development must develop pedagogical practice baséelarning theory (Desimone,
2011). Three areas were covered in an attemptliat@ the use of a “Support of
Beginning Teachers through Mentoring” workshoptfa project and to better
understand the issues that need to be considedssigning the workshop to meet the
needs of beginning teachers. | used experientahieg as the methodology to deliver
the professional development workshop to beginteaghers and the five core features
of effective professional development (Desimon€,130The literature review contained
information on the principles of experiential leiagy adults as learners, conducting an
effective professional development workshop, andtoreng.

Peer-reviewed articles were chosen and the follgwatabases were used:
Thoreau, ERIC, Education Research Complete, SAGHgations, EBSCOHost, and
ProQuest Central. The following Boolean phraseswsedmentoring, experiential

learning, adult learning, professional developmeftective professional development,
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professional development workshpasdKolb. A combination of the Boolean phrases
and databases provided me with the informationghabled me to reach saturation for
the theoretical frameworks and literature review.

The Principles of Experiential Learning

Experiential learning is used as the methodologyediver professional
development workshops to teachers (Myers & Rob2@84). Experiential learning is
based on the premise that experience is the lasal learning (Kolb, 1984). Most
modern experiential learning theory and practicethes to original work published by
Dewey in the early part of the ®@entury. Building off the work of Dewey and others
Kolb (1984) proposed a model of experiential leagrthat serves as the theory used to
guide development of the project. Kolb presentsodehwith four distinct phases that
encompass the experiential learning process.

An important fundamental of adult learning is tlegtrning progresses from
concrete examples to abstract ideas. One teachetigoohthat can be employed by the
“Support of Beginning Teachers through Mentoringirisshop presenters to capitalize
on this fundamental is experiential learning (KdBg4). A professional development
workshop that is experiential in nature is crititaimotivate beginning teachers to try
effective teaching practices (Darling-Hammond & Mecighlin, 2011). Beginning
teachers can create knowledge from experiencesrrtitan just from received
instruction. Kolb (1984) posited that there arerflearning modes that people may
engage in any given experience. Kolb referred émtlas concrete experience, reflective

observation, abstract conceptualization, and aetygerimentation. The cyclical process
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begins with concrete experience for the learnemlifig the experience of the activity),
which is followed by a period of reflective obsetiea (watching what the issue or
situation is generating). Next, the learners foenagalizations about what they
experienced in the abstract conceptualization pf{thsking about the issues) and then
test their generalizations in the active experimgonh phase (doing something about the
issue or situation; Kolb, 1984). The cycle can heagain, building on what learners
gained from previous experiences.

Adults as Learners

To develop an effective professional developmerrkshop, | would need to
address the educational needs of adults. Two rhawries guide teaching adults. The
theories include constructivist learning theory addlt learning theory, or andragogy.
Experiential learning is consistent with both thesr Although not a single theory
attributable to one person, all constructivist tieoare based on the premise that
learners are actively involved in constructing tleevn knowledge (Goddu, 2012).
Throughout the experiential learning cycle, leasrame actively involved in every aspect
of constructing their knowledge in a manner thaheaningful to them. If experiential
learning is properly implemented, learners arerdkefly not passive recipients of
knowledge.

Before | can develop an effective workshop, | neekinow how adults learn so
that | can apply some of those principles. Knowl*34) outlined an adult learning
theory, which Knowles called andragogy. Within ttiisory, Knowles (1984) presented

key characteristics of adult learners and sevematiples for teaching adults. A major
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principle of adult learning is that adults shouédibvolved in planning and organizing
their own instruction (Kenner & Weinerman, 2011xpEriential learning can achieve
this through the reflective observations, abstcaciceptualization, and active
experimentation phases (Chan, 2012). Another gri@groposed by Knowles is that
experiences are important in teaching adults. Dmerete experience and active
experimentation phases provide “here and now” egpees for learners (Chan, 2012). A
third principle proposed by Knowles is that adalts more concerned in learning
material that has immediate, direct relevance ¢onth

Experiential learning can accomplish this if thetructor or facilitator has taken
the time to discover the characteristics and neétize learners who will be participating
in the workshop, which allows the presenter to mekigect connection between the new
information and the participant’s needs. Profesdidevelopment should not be taught in
isolation; rather, presenters should work withipgrants in making connections between
the new information being presented and their gamwledge and experience
(McLeskey, 2011). This principle is consistent witkeories of teaching and learning for
adults (andragogy; Knowles, 1984).

A final principle presented by Knowles (1984) iattladults prefer to learn in a
problem-solving approach, rather than a contenédapproach. Problem solving,
cooperative learning, and experiential learningloamsed to effectively deliver a
professional development workshop to beginninghteesc(Desimone, 2009; Sandlin,
Wright, & Clark, 2011). Educators who have usedrtiethods of problem solving,

cooperative learning, and experiential learningmaoee successful in teaching the
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content. These methods allow students to activegract with the topic being studied
(Desimone, 2009). Professional development aawishould be designed to promote
problem solving and application of knowledge (Sandt al., 2011). Problem-solving
approaches present experiences that participaatequired to work to solve. In
contrast, a content-based approach focuses omttent, not the needs of the
participants. By giving learners a concrete expeeewith the phenomenon being
studied, experiential learning can easily be useatkvelop a problem-based learning
environment (Chan, 2012). Given these principlesnafragogy, experiential learning can
be an effective methodology for teaching adults.

Conducting an Effective Professional Development Whshop

A professional development workshop is a populathod of facilitating teacher
development (Bambrick-Santoyo, 2013). It is desibteeprovide teachers with new
skills and strategies that are used in classro@utioe (McLeskey, 2011). Professional
development activities should be thoughtfully pledand well-implemented in order to
enhance teachers’ knowledge and skills (Guskey9REifective professional
development must first be focused on teacher néeittsiyed by determining the means
with which to accomplish them (Desimone, 2009).rafessional development workshop
should be designed to meet the needs of learners.

Research indicates that professional developmentidhailor to the teachers’
needs and experiences (White, 2014). Participant®tihave the same level of expertise
and experience. By assessing participant prior keye, the workshop designer and

presenter can provide information that is of greditie to all participants (Burkman,
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2012). When this occurs, opportunities exist tongeateachers, change instructional
practice, and ultimately, improve student learnidgnkins & Agamba, 2013).

In a descriptive study, Lustick (2011 surveyed taBdidates for National Board
certification in Adolescent and Young Adult Scierfican 42 states about their
professional learning experiences. Results frosghrvey indicated that education
leaders should design workshops to acknowledgeighuhl needs, content learning, and
specific goal-oriented outcomes.

Additionally, it is important for a designer of pessional development to
consider the characteristics of effective professi@evelopment that have been shown
in numerous research studies to produce positit@mes for improving teaching and
learning (Blank, 2010, Desimone, 2011) that mustdapted to the unique contextual
characteristics of a particular school” (Guskey02®. 224). To enhance beginning
teachers’ knowledge, skills, and classroom pragctit@cused on five core features that
comprise effective professional development citgdbsimone (2011): (a) content
focus, (b) active learning, (c) coherence, (d) donaand (e) collective participation.

Content focus.Many school districts offer professional developimen
opportunities that are not content focused (San@®2). Content is what teachers learn
through professional development and is considérednost important feature of
effective professional development (Desimone, 20D8simone (2011) stated that
professional development activities should focuswnject matter content and how
students learn that content (p. 69). Teachers dhmtlbe presented with generic content;

they should be offered content that is specifithtar discipline or grade-level
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(Gulamhussein, 2013). In many instances, profeasu#velopment workshops for
teachers are designed to present new curriculuntesathing methods. To effectively
present this new information, these workshops shfindus on useful concepts and skills
specific to the discipline or grade level (Jenldéndgamba, 2013).

Many school districts provide professional develeptmwvorkshops, assuming all
teachers can benefit in the same way from the ptatsen of generic concepts such as
assessment methods, classroom instruction, anst@etam management. Although there
may be a few common principles that apply to attesrs, presenters of professional
development workshops should present new skillsatrearelated to the content a teacher
teaches and present useful concepts that are lcheegpecific (Gulamhussein, 2013).
Presenting concepts and skills without considenthgt content teachers teach greatly
limits the usability of the information by the paipants (Liljedahl, 2014).

Several studies have shown that professional dpnedat that addresses
discipline-specific concepts and skills has beawshto improve teacher practice and
student learning (Blank, de las Alas, & Smith, 200@hen & Hill, 2001; Lieberman &
Wood, 2001, as cited in Gulamhussein, 2013). Teadleport that their top priority for
professional development is learning more abouttmtent they teach, giving high
marks to professional development that is contpatific (Darling-Hammond et al.,
2009, as cited in Gulamhussein, 2013). TherefopepBessional development workshop
should be content-specific.

Active learning. Professional development promotes active learrongefachers

(Darling-Hammond & Richardson, 2009). In a profeasi development workshop, the
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method of delivery can create interest in a topicam discourage participation
(Burkman, 2012). Therefore, a professional devekmpmplanner should consider how
teaching practices are presented (Gulamhussei)2D&simone (2011) has suggested a
variety of ways to promote active learning, suclolaserving and receiving feedback,
reviewing student work, or making presentationsl iateracting with teachers, as
opposed to passively sitting through lectures.

Researchers have confirmed that active, learngecsd instructional approaches
are associated with improved learning in sciente hational study evaluating
professional development workshops designed toteelghers move from teacher- to
learner-centered science courses, researchers floan89% of the teachers stated that
they made changes in their courses that includideatearner-centered instruction
(Ebert-May et al., 2011). These teachers werefatigith the workshop, what they
learned, and what they applied in the classroomvéver, observational data showed
that participation in professional developmentmiid result in learner-centered teaching
(Ebert-May et al., 2011).

A considerable body of research identifies adéagning as a critical feature of
effective professional development. For a profesaidevelopment workshop to be
effective, the presenter should teach the inforomatising the same methods that the
participants would use to present this materigh&r learners (Burkman, 2012). Just like
the students must first understand a concept befgulying it; similarly, teachers need
an in-depth understanding of research or theorgrbehey can attempt implementation

in their classrooms (Sandlin et al., 2011). Accogdio Tohill (2009), “teachers are
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influenced in their learning by their personal agmhes to thinking, their knowledge
base, their own pattern of intelligences, their svalylearning, their social background
and environment, as well as their willingness tgagye actively in new learnings” (p.
595). A concept should engage teachers througkd/approaches so they can
participate actively in making sense of new leagri@ulamhussein, 2013). When
teachers are given the opportunity to activelyip@dte and make sense of the
information being presented in a professional dgwalent workshop (Bambrick-
Santoyo, 2013), they see the benefit of using raotwe learning strategies in their own
instruction (Hanna, Salzman, Reynolds, & Fergu4020

Traditional workshops are not only ineffective Ringing teachers’ practice, but
a poor way to convey theoretical concepts and rekdzased evidence (Tohill, 2009).
Many professional development workshops involveleas as passive listeners only
(Gulamhussein, 2013). Moreover, effective profasaiaevelopment workshops which
aim to make teachers aware of new skills and cdadegve been shown to be more
successful when they allow teachers to learn skiit$ concepts in varied, active ways
(Bambrick-Santoyo, 2013). Guskey and Yoon (2009)exeed nine well-designed
studies that showed a positive relationship betweefessional development and
improvements in student learning involved workshdpsese workshops, according to
Guskey and Yoon, focused on “the implementatioreséarch-based instructional
practices, involved active-learning experiencefanticipants, and provided teachers

with opportunities to adapt the practices to theique classroom situations” (p. 496).
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Research has shown that many schools continu¢ytomg¢eacher-centered
professional development. In a study using a natisample to examine professional
development practices in math and science instmucRorter and colleagues (2000)
found that professional development offered natidewvas not high, and that over 75%
of teachers only participated in short term prafess development that did not offer
active learning opportunities and did not includ#aboration (as cited in McLeskey,
2011). However, professional development shoul@erage experiential learning and
use a variety of learning activities (Chan, 2012siinone, 2009).

In order to encourage experiential learning, a \whodp planner must provide
activities in which participants are actively invetl (Hough, 2011). Professional
development is based upon the premise that learwibgst accomplished by doing and
exploring and by patrticipants building their owrdenstanding (Chan, 2012). Desimone
(2009) had similar thoughts and stated that teachetively construct knowledge based
on their past experience, the context of theirstlz@ms, and the new skills and teaching
strategies they are implementing.

Hanna et al. (2010) conducted a study in which tii&llenged the perception
among adult educators that adult learners do ketctive, engaged group work. They
created a site-visit model that put their teacleis administrators into a learner role
along with their adult students. The site-visit ralbegesulted in more effective on-site
professional development because teachers and athaiiors moved from being

observers to being participants.
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Coherence.Along with a focus on active learning, professiot@velopment
activities should include coherence. What teaclsens in professional development
should be consistent with their knowledge and Egli@s well as with school, district, and
state reforms and policies (Desimone, 2011). BI@&90) argued that “designs and
programs for professional development are oftercaberent with the school curriculum
and teacher assignments, and the learning is tegrated into overall school strategies
for improvement” (p. 57).

In a study analyzing the relationship between ¢yualieasures of professional
development and instructional content being tautpletyesearcher found two measures of
the quality of professional development positivedgociated with greater alignment of
instruction to standards: coherence with curricuheing taught by teachers and focus on
content (Blank, 2010).

Desimone (2009) found that coherence is essenteféctive teaching practice.
In studies of large-scale samples of teachersnbmse found that teachers who
participate in professional development that iseceht are more likely to change their
instruction and increase their knowledge and skills

Duration. Ample time should be provided during and aftenattgis to allow
participants to conduct in-depth investigationsrkaallaboratively with others (Darling-
Hammond & Richardson, 2009), and reflect upon speaences individually and with
other participants (Zhao, 2013). According to Desnme (2011), “professional
development activities should be spread over a sesmand should include 20 hours or

more of contact time” (p. 69). The duration of @msdional development must be
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significant and ongoing to allow time for teach&r¢earn a new strategy and deal with
the implementation problem. Professional develogrtiet is longer in duration has a
greater impact on advancing teacher practice, mtarmn, student learning
(Gulamhussein, 2013).

Studies have shown that 1-day workshops areffesttiee at changing teachers’
practice (Ball, 2002, as cited in Liljedahl, 201Rjofessional development should be of
sufficient duration to ensure that teachers gaidepth knowledge of teaching practices
(McLeskey, 2011). Providing teachers with profesalaevelopment opportunities
across a longer period of time is important. Famegle, Hartsell, Herron, Fang, and
Rathod (2009) conducted a study investigating wdredifour-week professional
development workshop for math teachers helped ivgotioeir ability to integrate
technology into instruction and teach math concdpesults of the study indicated that
the professional development workshop did imprinegrttechnology skills in using
graphing calculators and different software progaihe professional development
workshop also increased teachers’ overall confidemt¢eaching different math topics.

In nine different experimental research studiegrofessional development,
Darling-Hammond, Wei, Andree, Richardson, and Onolsg2009) found that
professional development programs of greater canatiere positively associated with
teacher change and improvements in student learhikewise, Ucar (2012) found in a
study with 145 participants of whom were 22 adntiaiers, 86 mentors, and 37 mentees
to understand how the process of teaching takee pheccording to the findings, Ucar

determined that teaching practice could not retechaal because of the time and the
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duration of the practice. Fourteen weeks of thehea practice was stated as a problem
in the process by the participants.

Lilledahl (2014) conducted a study in which workgbavere designed around a
variety of different topics, ranging in time fronblhours to 6 hours with no follow-up
sessions. The data indicated that workshops affeatige means of creating teacher
growth for teachers who are either resistant tanghar are only willing to make small
changes. The results also indicated that this wasrme for teachers whose wants
coming into the workshop were more open to chahijjedahl stated that teachers come
to workshops knowing their “wants and needs andpustessional development
opportunities as resources to satisfy those wardshaeds” (p. 119). It was concluded
that workshops can play a significant role in thef@ssional learning of teachers. Much
can be taken from the results of Liljedahl’s stutliye most obvious is that teachers come
to professional learning settings with a varietymaints and needs similar to the findings
in Section 2.

Collective participation. Increasing the amount of time teachers spend in
professional development is not enough. Time shbaldedicated to allowing beginning
teachers to work collaboratively and engage in nmggnl learning (Sanchez, 2012).
Desimone (2011) stated that groups of teachers fh@esame grade, subject, or school
should participate in professional developmentvaas together to build an interactive
learning community (p. 69). Teachers should calety participate in professional
development with other professionals who sharelaimmiterests and knowledge (Tohill,

2009). This could include collaborative groups wheet and support teachers as they
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implement a new strategy. According to McLeskeyl(P0 “professional development
then becomes a collaborative endeavor involvingigsmf teachers and other
professionals who can contribute to teacher legraimd improved practice” (p. 28).

Studies have shown that effective professionaéldgment involves
collaboration among teachers. Evidence of its igyme was found in the participants’
responses to the interview questions in Sectidda2ed on the data from the interviews,
collaboration was not working among beginning teastand their mentors. According to
Hartsell et al. (2009), “teachers do learn from anether, and allowing teachers to
interact within a professional setting that perrttiesm to observe, communicate, and
share ideas and concerns are important for changecur” (p. 62).

Sanchez (2012) conducted a qualitative study téoexpeachers’ perspectives on
the South Texas Writing Project Summer Instituté found that effective professional
development opportunities (focus on content, adeaening, and coherence) are
significant in the development of excellent teash&anchez concluded that the results
indicated positive outcomes such as the teachans ey doing, reading, reflecting, and
collaborating with other teachers.

The five critical features (content focus, acliearning, coherence, duration, and
collective participation) should be present in @ngfessional development; however,
these features alone do not indicate whether psimheal development is effective.
Desimone (2011) suggested that a conceptual franke®oeeded to study the

effectiveness of professional development. Desinpyoposed a model of how
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successful professional development leads to emmgateachers’ knowledge, skills, and
classroom practice. Successful professional dewstop follows these steps:

1. Teachers experience professional development.
2. The professional development increases teacheostlienige and skills,
changes their attitudes and beliefs, or both.
3. Teachers use their knowledge, skills, attituded,@aliefs to improve the
content of their instruction, their approach to ggagy, or both.
4. The instructional changes that the teachers inttedo the classroom boost
their student learning. (Desimone, 2011, p. 70)
According to Burkman (2012) professional developtstould be combined
with mentoring programs to create a solid foundatblearning for beginning teachers.
Burkman further stated that educators and admatcst should consider professional
development opportunities to supplement mentornogams. They should provide
opportunities for beginning teachers to contingneng in and from practice as they
address the challenges of the teaching professlentoring alone cannot support new
teachers. Furthermore, instructional and classnm@magement alone encompass a wide
variety of issues that are difficult to addreseBoby mentoring. Research indicates that
a professional development workshop tailored tarbegg teachers’ immediate needs is
appropriate (Bambrick-Santoyo, 2013; Guskey, 2008yvever, a lot of workshops are a

waste of time, especially if they do not offer siurséd support (Guskey & Yoon, 2009).
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Mentoring

According to Kemmis, Heikkinen, Fransson, Aspfarsgd Edwards-Groves
(2014), people have different ideas about what orerg means, how it should be done,
and how people should relate to each other. Instiidy, mentoring is defined as one-to-
one support of a beginning teacher (mentee) byra experienced teacher (mentor),
designed primarily to assist the development olbginning teachers. Mentoring is
often described as the development of the reldtiprisetween the mentor and mentee,
which in turn provides the foundation for the grbwef the mentee’s skills (Ambrosetti,
2014). Mentoring is commonly practiced to assigjitneing teachers to situate
themselves within the schools and the demandseaftébaching position (Kemmis et al,
2014).

Although beginning teachers require mentoring supiecacclimate to their new
positions and the responsibilities that come wittudson, 2013), both the mentor and
mentee discuss the journey together (Ambrosetti4According to Kemmis et al.
(2014) mentoring as support is described as a psaaieprofessional support and
guidance for a new teacher, in which a mentor &s#ie mentee in the development of
their professional practice. According to Hudsod1(2), “mentoring necessitates clear
articulation of expectations and practices, as alroviding the mentee with various
viewpoints about teaching” (p. 774). Beginning te&s need to be assisted to achieve
and retain necessary competencies in their firgstsyef teaching (Cuddapah & Clayton,
2011). Through effective mentoring support, begigrteachers could manage their own

challenge and expand their knowledge base (Hu®&ai8).
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Providing beginning teachers with the opportunatyarticipate in a mentoring
workshop is important to their survival as begimgnieachers. It is critical to engage and
educate beginning teachers on the importance af gentoring (Beane-Katner, 2014).
Beginning teachers should engage with one anotitewah mentors in discussions
about mentoring practices. Conversations amongiheyj teachers and mentors offer
sources of support. In order for beginning teach®reaximize their mentoring
opportunities, they will need to understand thecemt of mentoring, as well as their role
as a mentee (Beane-Katner, 2014).

Cuddapah and Clayton (2011) conducted a qualitativey that explored a
cohort professional development experience thaiditbbeginning teachers together
every few weeks from across an urban school disfrieey examined how a cohort can
be a valuable resource of beginning teacher suppPoe key insight resulting from the
analysis included the importance of what professidevelopment looks like when
linked to mentoring practices.

In another qualitative study, Kardos and Johns0i@2 examined mentoring
experiences across multiple school districts aatkst They found that there is a critical
need to identify specific aspects of mentoring that to better teacher practice. They
identified and reported the effects of mentoringdohancing teacher growth: knowledge
and understanding of teaching and learning, aliitgffectively collaborate and build
collegiality, and ability to reflect on one’s ownggtice.

Tan (2013) examined the mentoring experience oihnipéty teachers and

mentors in a school in Singapore. The findings sstgy that beginning teachers enjoy
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working with mentors who are sensitive to theiradseand committed to helping them
develop professionally. The findings also suggetitatischools may want to give more
attention to mentoring. Mentoring support is neetteassist beginning teachers with
their personal needs, instructional needs, andepsainal needs. Through sharing and
learning with mentors, support for beginning teasloan be done. Since beginning
teachers are expected to be accountable for tloek, wpportunities for early
professional development are necessary. When hagiteachers’ learning is supported
and facilitated by mentors, they can benefit indlassroom.

In another qualitative case study, Ligadu (2012nfbthat mentees valued
professional learning and mentoring support froeirtteacher mentors. The researcher
identified that mentees perceived mentoring ratesntoring relationships, mutual
planning and reflective practices, mentee obseymatof mentor teaching, peer
mentoring, mentor modeling, and professional memgatio be important contributors to
successful mentoring. By providing support of begig teachers through mentoring,
mentors can identify at first hand mentees’ streagind weaknesses so that sufficient
support and guidance can be provided accordingly.

Implementation, Potential Resources, and Existingpports

It will be my responsibility to implement the pesfsional development workshop
which will involve the following five steps: (a) gpermission from my administrator (b)
conduct needs assessments, (c) plan for the warkéthoconduct the workshop
incorporating elements of effective professionalalepment, and (e) evaluate results of

the workshop. First, it is important to have thpsart of an administrator. Second, a key
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to a successful workshop is to ensure that the enegtcontent meets the needs of the
participants. The proposed workshop content wasrated by the data from the
interviews with beginning teachers. Third, decisi@about the proposed workshop
mentoring topics were made based on recommendadfdhs beginning teachers. Once
the decision was made, the next step was to pawdtnkshop. This is composed of
several activities for which | will:

¢ Plan logistics for the workshop (after approvahirthe administrator) at the
school
e |dentify guest facilitators and mentors for breaksessions
e Publicize the workshop
e Prepare materials and organize equipment
e Duplicate all materials for the workshop
e Obtain name tags for participants
e Prepare a sign-in sheet to verify attendance awtr&shop
e Arrange for refreshments that will be available
e Develop an evaluation instrument to provide feellliadhe presenter and to
identify future needs
The fourth step will be to conduct the workshopomporating research-based
components of effective professional developmeurtent focus, active learning,
coherence, duration, and collective participatibagimone, 2011). The final step will be
that of evaluation. Evaluation is consistently ggaaed in the professional literature as

both a critical component and a weak link in thiveey of professional development,
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but it must not be overlooked (Blank, 2010). Basmfal and informal methods of
evaluation can be employed in determining the irhp&the workshop. | will use a
formal method to assess changes in instructiorfa@\ber, before and after the
professional development workshop.

Potential barriers could include beginning teachsistance who are not interested in
attending the workshop. In addition to teacherstasice, the school may not be able to
fund the teachers to attend the workshop. The éibdetmay be a potential barrier. The
school does not have enough teacher workdays tmanodate a 3-day workshop for
beginning teachers.

Proposal for Implementation and Timetable
The implementation of this project could occuridgrthe 2015-2016 school year.
In order for the project to be implemented, sevacalbns must take place.

1. 1'will hold a meeting with the administrator andissant administrators of the
school to present the project (May 2015).

2. Upon approval of the workshop, | will schedule Wnakshop (June 2015).

3. Contact beginning teachers, master teachers, antbreeszia e-mail and inform
them of the 1-day workshop. They will havev@eks to reply with their intentions
to attend or not attend (June 2015).

4. Conduct a 3-day workshop (August 2015).

Roles and Responsibilities of Students and Others
| will be the primary person responsible for thgplementation and coordination

of the project. | will be responsible for collabting my project study’s findings with a
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framework of experiential learning and drawing dlalearning theory to design the
project. The school will provide support in the wapf providing a location for the
workshop. | will contact an outside expert whoamifliar with facilitating successful
professional development workshops to assist nigisrproject. | am very familiar with
several professional development specialists irdisteict. | will also contact teacher
mentors who are willing to assist me in the worlsHawill use the administrator to gain
a list of beginning teachers and their contactrimftion. | will also use the administrator
to gain a list of mentor teachers and their contdormation. There would be no need to
solicit the help of anyone else.

Project Evaluation

The goal of the teacher mentoring program studiasl to help beginning teachers
adjust to their teaching responsibilities; howeWedings indicated that beginning
teachers need additional support to enhance #hing practices. The goal of this
project titled “Support of Beginning Teachers thyghMentoring” is to provide a
professional development opportunity that is taeddd meet the needs of beginning
teachers. Beginning teachers can gain additiongd@t, guidance, skills and knowledge
to help them transition into the start of the sdhy@ar. The workshop will be successful
if beginning teachers attend and make it a patti@f ongoing professional development.
Feedback will be gathered on the day of the worgsMethods may include formative
surveys, written response, and additional inforfeatiback gathering.

Additional feedback will be gathered after thetfireonth of school. The follow-

up survey will ask participants to evaluate thétytand quality of the materials and
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information provided after they have had time t@iement them in their classrooms. |
will receive the feedback and use it to preparduture workshops. | will adjust the
mentoring content offered in order to continuathprove the workshop provided. This
information will also be reported to the school atidstakeholders involved at a
scheduled meeting immediately following the workshiowill present the information in
a PowerPoint Presentation.

The workshop will provide a goal based evaluattmat twill provide the ability to
determine if the goals of the professional develephworkshop have been met.
Evaluation has been built into this workshop in fans. The first measurement will be
the number of beginning teachers who will atteretlorkshop. Another indication will
be the contribution to the workshop by beginniregcteers. Beginning teachers will be
asked to complete a questionnaire on the effeats®of the workshop. This would be an
indication that the workshop was achieving its goal

The goal based evaluation method of recording timeher of beginning teachers
attending the workshop was chosen because thiotypealuation provides data that will
allow me to acquire grant monies that will supgottire professional development
workshops. The second form of goal based evaluatmmtribution to the workshop by
beginning teachers, was identified because teadrgributions will provide me with
data on the success of the workshop. To determinather the “Support of Beginning
Teachers through Mentoring” workshop is producimg desired results, questions and
guestionnaires will be prepared. | will use formatevaluations. | will ask for formative

feedback from all participants. | will do this tlugh a questionnaire (see Appendix E).
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The questionnaire will be distributed at the worksho make improvements on an
ongoing basis. Informed decisions will be madeoafi¢ workshop content and length. |
will look at the formative evaluations to determihenodifications to the professional
development workshop need to be made.
Implications Including Social Change

The literature reviewed and input from beginniegahers indicated that a
“Support of Beginning Teachers through Mentoringirisshop that addresses the
immediate needs of beginning teachers was thepbejgtict to pursue. While the focus of
this project was on a middle school in Southeastr@ea, research shows that teacher
professional development is crucial. The outconiéhkis study can also reach beyond
this Southeast Georgia School. This “Support ofiB@gg Teachers through Mentoring”
workshop can serve as a model for other schodlseinistrict, as well as the state and
nation. In addition, the teachers in this schooy io@ able to share learned teaching
practices and skills with future beginning teaclesrtering the field of education.
Achieving social change at a larger level is pdesitother school districts implement
effective teacher mentoring programs and professioevelopment workshops.
Therefore, this project could not only benefit amgpact the selected school but also
other schools in the nation.

Conclusion

The project was chosen based on the needs ofrbegiteachers. A professional

development workshop titled “Support of Beginninga€hers through Mentoring” was

developed to be used as a vehicle for changeidrs#éittion | described the rationale for
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choosing this method as the best tool for providmentoring support for beginning
teachers, the literature review was undertakeretebunderstand how theory was used
to design, plan, and implement this project. | alszussed the implementation of the
project and the means that will be used to detexnfithe professional development
opportunity meets the goal of providing supporbefiinning teachers through mentoring.

The “Support of Beginning Teachers through Mantgrworkshop was
developed because there was a need to help andrsbpginning teachers. In addition
to the benefits the beginning teachers would rdegre may also be a change and
improvement in student learning. Using the perogstiof beginning teachers who are
participating in the teacher mentoring programavéibeen able to design a professional
development workshop to share with my school.

In Section 4, my reflections and conclusions cubterthe project’s strength and
limitations. It includes an examination of what Wwearned about myself as a scholar,

practitioner, and project developer.
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Section 4: Reflections and Conclusions
Introduction

This section covers my reflections on the projéatlyg, the format chosen for a
professional development workshop for beginningheas, and the process of
conducting an effective workshop. | begin with gteengths of the chosen format, a
professional development workshop for beginningheas. Then | address the
limitations of the workshop and follow this discissswith what | have learned about
research. Other areas discussed include whatnddabout planning and designing, how
| would approach the project differently if | weteeplan it again, an analysis of what was
learned about myself, and an overall reflectiortt@importance of the project and what
was learned. | conclude this reflection with a dgston of the implications, applications,
and directions for future research.

After the data were collected, coded, and analytredfindings revealed that
beginning teachers are not receiving sufficienpsupthrough mentoring. Using the
findings and current literature, a professionaledepment workshop titled “Support of
Beginning Teachers through Mentoring” was propdsedeginning teachers. Findings
indicated that beginning teachers acknowledgecded fa additional support; those
interviewed felt the need for professional develeptwith attention to instruction,
classroom management, and mentoring. To increassctiool and school district’s
awareness of the needs of beginning teachers, kshap was designed. The “Support of
Beginning Teachers through Mentoring” workshop witbvide beginning teachers with

information regarding mentoring, mentoring suppimsructional support, and
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classroom management skills (see Appendix C). tti@e4, | provide the project’s
strengths in addressing the problem, the projéiati$ations in addressing the problem,
and what | have learned about myself during thie@ss. Finally, in this section | discuss
the potential impact that this project could hamesocial change and future research.

Project Strengths and Limitations

There are many positive attributes that the “SuppioBeginning Teachers
through Mentoring” workshop offers that are notdigaavailable through a handbook. A
handbook cannot provide beginning teachers withype of interaction that is needed to
assist with meeting their needs. The “Support gjiBa@ng Teachers through Mentoring”
workshop provides beginning teachers with an opitt to expand their repertoire—
skills, strategies, and knowledge in differentaiitons. Beginning teachers can
collaborate and discuss important teaching aspeletted specifically to the challenges
and requirements of the school. They can share iéh other beginning teachers,
develop lesson plans and classroom managementwidmether beginning teachers,
learn and practice mentoring skills, compare natiéls other beginning teachers, receive
immediate feedback, and reflect on their own teagpractices. Having immediate
access to mentoring support and information has pe#ted out by beginning teachers
and the literature review as being a key elemententoring.

Even the best planned project has limitations. @laee a few limitations that
have been pointed out from the literature revieaed the beginning teachers
interviewed. The first limitation will be the negalfinance the workshop. The school

budget is tight and a professional development aluok may not seem feasible to the
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school administrator. Another limitation to be askiied is finding enough mentors
within the building who can accommodate the varydegree of beginning teachers’
needs.

My recommendations for the remediation of the latdns are to use the
“Support of Beginning Teachers through Mentoringirisshop during teacher workdays,
which would allow more teachers to participateéeticher workdays are not an option,
the “Support of Beginning Teachers through Mengtriworkshop can be substituted for
department or grade level meetings. Minimizingfthancial burden can be addressed by
using teachers within the school who have mentbegiinning teachers with great
success. Although the process may not be simplesammitment will see this project on
mentoring through to the end and can ultimatelgurxessful.

Recommendations for Addressing the Project in a Diérent Way

Information from the participants interviewed hedgto guide me in the creation
of a professional development workshop on mentoiiing workshop will help transition
beginning teachers into the classroom. Howeverptbgct could have been addressed in
other ways. One recommendation for addressingrjeat differently would be to
create a handbook or guide with the informatiomfithe professional development
workshop. This handbook or guide could be used conaistent basis and referenced as
needed. Another recommendation for addressingrtijeqt would be to create a website
for beginning teachers and their mentors. The welbgould include special and
continuing activities with topics directly relatemthe support of beginning teachers

through mentoring. The website may include videdsch would provide a means for
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beginning teachers to observe their mentors. Pimyisupport in this capacity might also
alleviate beginning teacher resistance to beingmesl themselves. Coaching groups,
tutor groups, or collaborative problem-solving greumay also be included on the
website.

Scholarship

As a result of this project study, | have gainedwledge from readings,
discussions, instructors, classmates, colleago#iaporation, and research. Through
collaboration and interaction with colleagues aladsmates, | grew as an educator and
student. | have gained a deep respect for theetdarning culture and came to realize
the benefit of the discussion posts. The actwitied assignments required reflective
thinking and enhanced my learning experience. laves challenged to think critically
about my role as an educator. My time managemelhg slere enhanced as | sought to
complete my course assignments in a timely marktgah day my uncertainties
regarding my scholarly writing skills diminishedical became more confident that |
would be able to successfully complete this progtatly.

Furthermore, scholarship was learned through caumdeand feedback from my
professors as well as my peers. My experience thentoursework taught me critical
thinking skills, how to be a scholarly writer, andw to be a consumer of research. My
experience from the feedback received from my @sies and peers taught me how to
appreciate different perspectives. Attending adegsty created a sense of community
and gave me the opportunity to collaborate witreo#ducators and pass on ideas and

research methods that | had developed or foundritgupio Through my doctoral journey
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of developing this project study, | also learneavho put things into perspective. |
discovered how to collect information, as | imprdway research skills and to select
theories to support my research. Through this m®teead and analyzed journal articles
and books and developed research questions. |staddrthe importance of the
protection of participants’ rights such as issuesonfidentiality, informed consent, and
protection from harm. | now have a better undeditamof how to conduct an interview.
During data analysis | discovered how to recogeimerging themes and patterns, how to
code them, and how to interpret my findings. Hindllearned that planning a workshop
means figuring out what | want to do to guide m#pants through the experience and
what | hope to learn from it. | now understand Hovbring about change. | learned how
to find offer a solution that will promote positigecial change by responding to a local
problem.

Project Development and Evaluation
As | planned for and designed my professional dguekent workshop, an

awareness and understanding of the nature andctastics of my participants were
crucial. With this understanding, | was more sévsito their needs and was able to tailor
the professional development workshop accordingtat was most effective for them.
This could maximize their learning experience. Bynping this workshop, | was able
not only to describe methods and techniques battalprovide frameworks for critically
examining the workshop to determine how well | exgpd the needs of adult learners

(beginning teachers).
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| have seen the need to address the questionnoied | actually planned the
workshop. A workshop must produce results, anddtrbe able to provide evidence of
those results. It is my responsibility as the prof this workshop to make sure that the
time and resources that are spent on this workah®psed to make the greatest impact
possible. To measure this impact, | will target dtttudes of the participants about the
workshop, measure the knowledge gained by thecgaatits, measure the behavior
changes by the participants, and measure the abrgiact of the workshop. The
effectiveness of this workshop will depend on mgcass in embedding a number of key
adult learning principles in the delivery of thenkshop. As the evaluation is reviewed, |
can reflect on what is required to improve futurefessional development workshops to
support beginning teachers.

Leadership and Change

When | think of leadership and change, | thinkioee words: communication,
listening, and proactive. Working on this projettidy required me to communicate,
listen, and be proactive. Before | developed tihigget, | spent a lot of time
communicating with and listening to the problenbeginning teachers. | recognized the
need to use my talents and decision making eféortsthose of others to respond to this
problem. This problem required me to be proactivéeader of change is proactive. In
this project study, | have taken the initiative@gognize change and have explored
appropriate ways to respond to the change. To galcsimthis, | began with a vision, and
| shared this vision by designing a professionakttgoment workshop for beginning

teachers. This project required me to provide dima¢cimplement a plan, and motivate
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people. Not only that, | valued the contributionsl &fforts of 10 beginning teachers. |
saw myself as a key player, and through collabomatiith others, | was able create
common ground that serves to facilitate actiorhtorealization of my vision. | can truly
say that with the contributions, talents, and e¢$fof others, | have made my vision a
reality.

With leadership and change comes responsibiliavie been responsible for
leading others to achieve a mission of supportmyguiding beginning teachers to be
well prepared for a teaching career. This projest leen accomplished through the use
of my talents and decision making efforts to proenmositive change. Supporting
beginning teachers is a very strong passion of niiam always willing to talk about the
needs of beginning teachers. Leadership enhancesaremaking and responsibility. |
made the decision to design a professional devedopmorkshop on supporting
beginning teachers through mentoring, and it is@sponsibility to implement it. This
project is just another step in this journey. lidad that the outcome of this project will
be the ability for beginning teachers to have a@lahere they can voice their successes,
frustrations, and become a source of strength&oh ether in a very isolated profession.
The professional development workshop titled “SuppbBeginning Teachers through
Mentoring” is a vision of mine, and | am makingpdssible for others to be a part of my
vision to make a positive change in the educatipnafiession.

Analysis of Self as Scholar, Practitioner, and Pr@ct Developer

Because | ameveloping and implementing a project to suppogifr@ng

teachers through mentoring, which contributes padit to school improvement efforts, |



112
consider myself a scholar, practitioner, and pitojeveloper. As a scholar, | use my
knowledge and desire to learn while actively engggn such a project. When | started
this doctoral program | believed that | was a sakolar. The readings, the research, the
essays, the projects, the professors, and classmdded a lot of value to my
practitioner-scholar development. This doctoralgpam has enabled me to grow, yet my
journey has been long and not without a few obstaalong the way.

The knowledge, the skills, and the relationshis tihave developed through my
participation in this program have made me a seongader, researcher, and writer. My
research on teacher mentoring has allowed me able$st my own voice in an area for
which | have great passion. | can speak and wiiie gveater authority and confidence
because of the understanding of the theories whfohmed my own studies. | have
learned how to apply appropriate and meaningfudmhéo my work as a practitioner-
scholar. The results of my research have helpetbrdevelop new insights into the
complex process of teaching and mentoring. Leartordgsign and execute a qualitative
study has helped me gain an appreciation forrgngths, as well as its weaknesses.

In addition, my coursework on critical thinkingal#ership, learning theories,
gualitative and quantitative research, programuwatain, and global experiences has
broadened my perspective on a wide variety of ssMg mind is more open to different
ways of perceiving the world. | have been ablege the knowledge and skills learned in
my coursework to help my colleagues and my ownesitsl | have been exposed to and
participated in great discussions that have enlthimgedoctoral experience. | was

provided opportunities to engage in critical distass and collaboration throughout my
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course work at Walden. Not only that, | was wefbimed of the various trends in
education through educational resources.

| know that | am very dedicated to learning, akaidw what to do with the
knowledge | have. | tell my students that knowlegeothing without knowing what to
do with it. As | am completing this doctoral progral believe | have the desire to learn
more to make a difference in the world. | am coesidy other research projects in this
field that | can contribute to the field of educatiand in the support of beginning
teachers through mentoring. | realize that sontb@fesearch data that | will need to
gather can come from the professional developmenitsihop. | have a lot to learn, and |
will use what | learn to continue to grow. | realithat even at my age there is still plenty
of work for me to do in education and mentoring.

| have been teaching for 32 years and have albelysved in the importance of
thinking critically and creatively. | have had mamyyportunities to be a leader of many
different projects. | actively participate as aaal leader and manage numerous
projects. | have been in leadership roles for mbsty teaching career. However, this is
the most important project that | have ever undierita As a project developer, | have
created a workshop titled “Support of Beginning dreaxs through Mentoring.” This
workshop is an indication of how | can take my kienige and skills and put them to use
for implementing social change. This project hasgbtential of providing additional
support for beginning teachers and will be a megfnirtool for all beginning teachers.

Furthermore, | believe | am continually learnirggtiae project unfolds. | have

been able to gather resources from many diffenemtas to support me in the completion



114
of this goal. | know that | have the ability tdriay the mentoring workshop to completion
and the drive to accomplish this goal. My doctgoainey has provided me with the
knowledge and skills to develop a project that gaomote positive social change.

The Project’s Potential Impact for Social Change

This project is a professional development workstitted “Support of Beginning
Teachers through Mentoring” that provides instiaal, classroom, and mentoring
support to many beginning teachers who are reaqgiviadequate support through their
school district’s teacher mentoring program. THasginning teachers are for the most
part left to their own devices to figure out whiait job is and how to do it. There are
professional development workshops that enhancelkdge and skills but none of these
provide a means of collaboration, mentoring suportl instructional and classroom
management support. Beginning teachers need t@atte@ith others who understand
their situation and can answer their questiongsesitkeas, support them in difficult
situations, and provide resources. If successdfalprofessional development workshop
has the potential to decrease the isolation ofrtmeigg teachers, increase their
confidence, and keep them in the profession.

Implications, Applications, and Directions for Future Research

When | started this doctoral journey, | was noesuhere it might lead me. With
each course assignment, the course of my doctmdies became clearer to me. As |
communicated and listened to beginning teachees;cahtribution that | wanted to make

became very clear. However, the form of contribustll was not clear. It was with the
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collaboration of beginning teachers that the denisvas made to design a professional
development workshop to support them through margor

The “Support of Beginning Teachers through Memigiriworkshop has the
potential of reaching all beginning teachers. Tigliaations that are meaningful for
them can be achieved through the use of this workdhuture research is also a very
wide open arena. Research into teacher mentorogygms that are successful in
supporting beginning teachers is needed. Theaaaeed for research into ways that a
professional development workshop would be moreheal to support beginning
teachers. Studies on how to better support begyrteiachers offers a good direction for
future scholars to engage in. This professionaebigament workshop can be used by
researchers to gain the information they need fitwarbeginning teachers who are
participating in the workshop and can offer thertadaith anonymity insured. These are
only some of the ways that the “Support of Begignlieachers through Mentoring”
workshop can serve beginning teachers and prowvideams to future research.

Conclusion

Looking back at the research that has been dogettme to this point, | can say
that | am a leader of change. | have learned fersiéct and search for new knowledge.
| will continue to grow and develop as a scholaacfitioner, and project developer. |
realize that | am, as Gandhi said, the changeh wisee in the world. The study
demonstrated what project would best meet the gfgaloviding beginning teachers with
a means to successfully meet their individual ne€ls effectiveness of this “Support of

Beginning Teachers through Mentoring” workshop w#ébend on my success as the
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facilitator in embedding a number of key adult keag principles in the delivery of the
workshop. The more the workshop was planned, gwret it became that this was the
best possible solution to make a difference inettheécational arena.

| have engaged in an analysis of myself as a fepdaect developer, scholar,
and practitioner. | am very content with my growatid development in these areas. | still
have a lot of room to grow but overall | have mo¥eain knowing to doing. When |
implement the workshop, beginning teachers willehthe additional support they so
desire and need. This professional developmentshogk has the potential of meeting
the needs of beginning teachers and the poteantiaipact administrators, veteran

teachers, and policymakers.



117
References

Alexander, J., & Alexander, M. W. (2012). Six stépsn effective mentoring program.
American Association of School Administrators. feated from
http://www.aasa.org/content.aspx?id=10502

Ambrosetti, A. (2014). Are you ready to be a mentereparing teachers for mentoring
pre-service teacher8ustralian Journal of Teacher Education,(89 30-42.
Retrieved from http://ro.ecu.edu.au/ajte/vol39/i83s6

Arends, R. |, & Kilcher, A. (2010)[eaching for student learning: Becoming an
accomplished teachelew York, NY: Routledge Publishing.

Bambrick-Santoyo, P. (2013). Leading effective IFBam abstraction to actioRhi
Delta Kappan, 770-72.

Bandura, A. J. (1977%o0cial learning theoryNew York, NY: General Learning Press.

Beane-Katner, L. (2014). Anchoring a mentoring reetnin a new faculty development
programMentoring & Tutoring: Partnership in learning, 22), 91-103.
doi:10.1080/13611267.2014.902558

Berry, B. (2010). Getting “real” about teachingesftfiveness and teacher retention.
Journal of Curriculum and Instruction(%), 1-15. Retrieved from
http://www.joci.ecu.edu/index.php/JoCl/article/duoad/41/72

Blank, M. A., & Kershaw, C. A. (2009Mentoring as collaboration: Lessons from the
field for classroom, school, and district leaderBousand Oaks, CA: Corwin

Press.



118

Blank, R. K. (2010). A better way to measuteurnal of Staff Development, @), 56
60.

Boreen, J., Johnson, M. K., Niday, D., & Pott42009).Mentoring beginning teachers:
Guiding, reflecting, and coachingortland, MA: Steinhouse.

Boyd, D., Grossman, P. L., Lankford, H., Loeb,&\Wyckoff, J. (2009). Teacher
preparation and student achievemeéilucation Evaluation and Policy Analysis,
31(4), 416-440. Retrieved from
http://cepastanford.edu/content/teacherpreparaial-studentachievement

Brannon, D., Fiene, J., Burke, L., & Wehman, TQQ®). Meeting the needs of new
teachers through mentoring, induction, and teastpport Academic Leadership
Journal, {4), 1-6. Retrieved from http://www.academicleatiggorg

Burkman, A. (2012). Preparing novice teachers frmcess in elementary classrooms
through professional developmebelta Kappa Gamma Bulletii23-34.

Carver, C. L., & Feiman-Nemser, S. (2009). Usinigydo improve teacher induction:
Critical elements and missing piecEslucational Policy, 2@), 295-328.
doi:10.1177/0895904807310036

Chan, C. (2012). Exploring an experiential learrpngject through Kolb’s learning
theory using a qualitative research metteuropean Journal of Engineering
Education, 3{), 405-415. doi:10.1080/03043797.2012.706596

Chesley, G. M., & Jordan, J. (2012). What's misgnogn teacher pregducational

Leadership, 6@), 41-45.



119

Clark, S. K., & Byrnes, D. (2012). Through the epéshe novice teacher: Perceptions of
mentoring supporileacher Development, 1§, 43-54.
doi:10.1080/13664530.2012.666935

Cook, J. (2012). Examining the mentoring experiesfdeachersinternational Journal
of Educational Leadership Preparatiorn(1}, 1-10. Retrieved from
http://www.leadershipeducators.org/Resources/Darusiole/2012_Winter/JO

Creswell, J. W. (2009Research design: Qualitative, quantitative, andadimethods
approachesThousand Oaks, CA: SAGE Publications.

Creswell, J. W. (2012Educational research: Planning, conducting, andlaation
guantitative and qualitative researcBoston, MA: Pearson Education.

Cuddapah, J. L., & Clayton, C. D. (2011). Using gers communities of practice to
explore a new teacher cohalburnal of Teacher Education, @3, 62-75.
doi:10.1177/0022487110377507

Darling-Hammond, L. (2010). Recruiting and retagiteachers: Turning around the race
to the bottom in high-need schoalsurnal of Curriculum and Instruction (%),
16-32. doi:10.3776/joci.2010.v4n1p16-32

Darling-Hammond, L., & McLaughlin, M. W. (2011). koes that support professional
development in an era of reforfhi Delta Kappan, 9&), 81-92.

Darling-Hammond, L., & Richardson, N. (2009). Teaclearning: What matters?
Educational Leadership, §b), 46-53.

Darling-Hammond, L., Wei, R. C., Andree, A., Rictison, N., & Orphanos, S. (2009).

Professional learning in the learning professionstatus report on teacher



120
development in the U. S. and abroad: Technicabre®tanford, CA: National
Staff Development Council and The School Redeblgtwork at Stanford
University.

Davey, R., & Ham, V. (2010). ‘It's all about payiagtention!’...but to what? The ‘6 Ms’
of mentoring the professional learning of teactrcatorsProfessional
Development in Education, @62), 229-244. London: Routledge.

Desimone, L. M. (2011). A primer on effective pregenal developmen®hi Delta
Kappan, 668-71.

Dziczkowski, J. (2013). Mentoring and leadershipedepment.The Educational Forum,
77(3), 351-360. doi:10.1080/00131725.2013.792896

Ebert-May, D., Derting, T. L., Hodder, J., MomsénL.., Long, T. M., & Jardeleza, S. E.
(2011). What we say is not what we do: Effectivaleation of faculty
professional development prograrBgScience, 61), 550-558.

Fantilli, R., & McDougall, D. (2009). A study of nce teachers: Challenges and
supports in the first year§eaching and Teacher Education, 834-825.

Feiman-Nemser, S. (2012). Beyond solo teacltiugicational Leadership, §8), 10-16.

Fry, S. W., & Anderson, H. (2011). Career changerfirst-year teachers in rural
schoolsJournal of Research in Rural Education(28), 1-15. Retrieved from
http://jrre.psu.edu/articles/26-12.pdf

Georgia Association of Educators (2013). Attractamgl retaining quality educators.

Retrieved from http://pv.gae2.org/content.aspadt=740



121

Georgia Department of Education. (201Ggeorgia Department of Education
Teachernduction Draft GuidelinesRetrieved from
http://archives.doe.k12.ga.us/_documents/tss_eeAdbacherinduction/%20In

Georgia Department of Education. (20IP@aching and learningRetrieved from
http://www.doe.k12.ga.us

Georgia State Board of Education. (20X2)idelines for mentor teacher programs for
beginning and experienced teachekdanta, GA: Division of Teacher Education
and Licensure, Department of Education.

Gilles, C., Davis, B., & McGlamery, S. (2009). Iafion programs that worlehi Delta
Kappan, 912), 42-47. Retrieved from
http://web.ebscohost.com.ezp.waldenulibrary.ommgé&pdfviewer/pdfviewer?vi
=10&sid=ed10655c-ed72-46cc-9c21-923ee1934554%diosesgrl10&hid=128

Glesne, C. (2011Becoming qualitative researchers: An introductiBoston, MA:
Pearson Education.

Goddu, K. (2012). Meeting the challenge: Teachingtegies for adult learnernsappa
Delta Pi,169-173. doi:1080/00228958.2012.734004.

Goldrick, L., Osta, D., Barlin, D., Burn, J. (201Review of state policies on teacher
induction.Santa Cruz, CA: New Teacher Center.

Goodwin, B. (2012). New teachers face three comamatiengesEducational
Leadership, 6@), 84-85.

Green-Powell, P. (2012). The rewards of mentoruig-China Education Revie®;106.



122

Grossman, P., & Davis, E. (2012). Mentoring thest. fEducational Leadership, §8),
94-57.

Gulamhussein, A. (2013). Teaching the teachergchk¥e professional development in
an era of high stakes accountability. Center fdslié Education. Retrieved from
www.centerforpubliceducation.org

Guskey, T. R. (2009). Closing the knowledge gafbective professional development.
Educational Horizon, 84), 224-233.

Guskey, T. R., & Yoon, K. (2009). What works in fassional developmenfhi Delta
Kappan, 7495-501.

Hancock, D. R. & Algozzine, B. (2011poing Case Study Research: A practical guide
for beginning researcherdlew York, NY: Teachers College Press.

Hanna, M. B., Salzman, J. A., Reynolds, S. L., &jes, K. B. (2010). Engaging
teachers as learners: Modeling professional dewadmt for adult literacy
providers Adult Basic Education and Literacy Journa{3% 173-177.

Hanson, S. G. (2010). What mentors learn abouhtegdEducational Leadership,

67(8), 76-80.

Hartsell, T., Herron, S., Fang, H., & Rathod, A0@®2). Effectiveness of professional
development in teaching mathematics and technagglicationsJournal of
Educational Technology Development and Exchan(g, 23-64.

Hewitt, P. (2009). Hold on to your teachdrsadership, 3), 12-14.



123

Hobson, A. J., Ashby, P., Malderez, A., & Tomlinsén (2009). Mentoring beginning
teachers: What we know and what we dohdaching and Teacher Education,
25,207-216.

Hough, D. L. (2011). Characteristics of effectivefpssional development: An
examination of the development designs charadgcation classroom
management approach in middle grades schbtitiklle Grades Research
Journal, §3), 129-143.

Hudson, P. (2010). Mentors report on their mentppgracticesAustralian Journal of
Teacher Education, 88), 30-42. Retrieved from
http://eprints.qut.edu.au/38995/1/38995a.pdf

Hudson, P. (2012). How can schools support begigtgachers? A call for timely
induction and mentoring for effective teachiAgistralian Journal of Teacher
Education, 377), 70-84. Retrieved from http://ro.ecu.edu.ae/apl37/iss7/6

Hudson, P. (2013). Mentoring as professional dgaraknt: ‘growth for both’ mentor and
menteeProfessional Development in Education(59 771-783.
doi:10.1080/19415257.2012.749415

Hughes, G. D. (2012). Teacher retention: Teacharadteristics, school characteristics,
organizational characteristics, and teacher afficéhe Journal of Educational
Research, 108), 245-255. doi:10.1080/00220671.2011.584922

lancu-Haddad, D., & Oplatka, I. (2009). Mentorimyite teachers: Motives, process,

and outcomes from the mentor’s point of vidlme New Educator,, 315-65.



124
Retrieved from
http://www.eric.ed.gov/contentdelivery/servlet/EFServiet?accno=EJ868913

Ingersoll, R. M. (2012). Beginning teacher indueti@Vhat the data tell u®hi Delta
Kappan, 983), 47-51.

Ingersoll, R., & Merrill, L. (2010). Who's teachirgur children“Educational
Leadership, 6(8), 14-20.

Ingersoll, R., Merrill, L., & May, H. (2012). Retaing teachers: How preparation
matters Educational Leadership, §8), 30-34.

Ingersoll, R., & Strong, M. (2011). The impact nfuction and mentoring programs for
beginning teachers: A critical review of the reshaReview of Education
ResearchRetrieved from
http://repository.upenn.edu/cgi/viewcontent.cgielg=1127&context=gse_pub

Jenkins, S., & Agamba, J. J. (2013). The missimig iln the ccss initiative: Professional
development for implementatioAcademy of Educational Leadership Journal,
17(2), 69-79.

Jones, B. K. (2012). A new teacher’s pleducational Leadership, §8), 74-77.

Kang, H. S., Cha, J., Ha, B. (2013). What shoulccamsider in teachers’ professional
development impact studies: Based on the conciefptuaework of Desimone.
Creative Education, (@), 11-18. doi:10.4236/ce.2013.44A003

Kardos, S. & Johnson, S. (2010). New teachers’ eaipees of mentoring: The good, the

bad, the inequityJournal of Educational Change, 123-44.



125

Kemmis, S., Heikkinen, H., Fransson, G., Aspfors&Edwards-Groves, C. (2014).
Mentoring of new teachers as a contested pra@gpervision, support and
collaborative self-developmenriteaching and Teacher Education, 454-164.
doi:10.1016/j.tate.2014.07.001

Kenner, C., & Weinerman, J. (2011). Adult learnthgory: Applications to
nontraditional college studentkurnal of College Reading & Learning, (&), 87
96.

Knowles, M. (1984)Andragogy in actionSan Francisco, CA: Jossey-Bass.

Knowles, M.S., Holton, E. F., & Swanson, R. A. (2DIThe Adult LearnerBurlington,
MA: Elsevier.

Kolb, D. A. (1984).Experiential LearningEnglewood Cliffs, NJ: Prentice Hall.

Kutsyuruba, B. (2012). Teacher induction and meshtigr policies: The pan-canadian
overview.International Journal of Mentoring and Coachingkwalucation, {3),
235-256. doi:http://dx.doi.org/10.1108/20466851219484

Levinson, D. J., Darrow, C. N., Klien, E. B., Leson, M. A., & McKee, B. (1978).
Seasons of a man’s lifslew York, NY: Knopf.

Ligadu, C. P. (2012). The impact of the professide@ning and psychological
mentoring support for teacher trainegsurnal of Social Sciences(3}, 350-363.

Liljledahl, P. (2014). Approaching professional leag: What teachers warithe
Mathematics Enthusiast, (11, 109-122.

Lodico, M., Spaulding, D., & Voegtle, K. (201MWlethods in educational research:

From theory to practiceSan Francisco: John Wiley & Sons.



126

Lortie, D. (1975).Schoolteacher: A sociological studyhicago, IL: University of
Chicago Press.

Lustick, D. S. (2011). Experienced secondary s@daachers’ perceptions of effective
professional development while pursuing natiorwerld certificationTeacher
Development, 12), 219-239. doi:10.1080/13664530.2011.571511

McLeskey, J. (2011). Supporting improved practmespecial education teachers.
Journal of Special Education Leadership(2¢4 26-35.

Merriam, S. B. (2009)Qualitative research: A guide to design and impletagon. San
Francisco, CA: Jossey-Bass.

Moir, E. (2009). Accelerating teacher effectivendsssons learned from two decades of
new teacher inductio®hi Delta Kappan, 9R), 14-21.

Mullen, C. A. (2011). New teacher mentor: A mandadeection of state¥appa Delta
Pi Record, 4{2), 63-67. doi:10.1080/00228958.2011.10516563

Myers, B. E., & Roberts, T. G. (2004). Conductimgl &valuating professional
development workshops using experiential learri&CTA JournglRetrieved
from
http://www.nactateachers.org/attachments/artid@Myers June_ 2004 NACT
_JOUR

National Center for Education Statistics. (20@9yerica’s teachers profile of a
professionWashington, DC: U.S. Department of Education. @fioé

Educational Research and Improvement.



127

National Center for Education Statistics. (20I®acher attrition and mobility: Results
of the 2008-2009 teacher follow-up survey. Re&tefrom
http://nces.ed.gov/pubs2010/2010353.pdf

National Staff Development Council (2009). WashomgtDC: National Staff
Development Council. Retrieved from
http://www.nces.ed.gov/facts/display.asp?id=28

Panesar, S. (2010). Exploring disparities betweanhers’ expectations and the realities
of the education professioResearch in Higher Education Journal,1819.

Patton, M. (2002)Qualitative research & evaluation methods. Thirdtied. Thousand
Oaks, CA: Sage Publications.

Pogrund, R. L., & Cowan, C. (2013). Perceptiona sfatewide mentor program for new
itinerant vision professionaldournal of Visual Impairment & Blindness, 16Y,
351-362.

Richter, D., Kunter, M., Klusmann, U., Ludtke, @ Baumert, J. (2011). Professional
development across the teaching career: Teadnetake of formal and informal
learning opportunitiesleaching and Teaching Educati&y,(1), 116-
126.doi:10.1016/j.tata.2010.07.008

Roff, K. A. (2012). The story of mentoring novieathers in new yorkournal of
Educational Research and Practic€1p 31-41.

doi:10.5590/JERAP.2012.02.1.03



128

Sanchez, B. (2012). Effective professional develepimTeachers’ perspectives on the
south texas writing project summer instititiational Teacher Education
Journal, §2), 45-49.

Sandlin, J. A., Wright, R. R., Clark, C. (2011).€Ramining theories of adult learning
and adult development through the lenses of pylgdagogyAdult Education
Quarterly, 631), 3-23. doi:10.1177/0741713611415836

Schacter, D. L., Gilbert, D. T., & Wegner, D. MO@1).PsychologyNew York, NY:
Worth Publishers.

Scherer, M. (2012). The challenges of supporting teachersEducational Leadership,
698), 18-23.

Smith, T., & Finch, M. (2010). Influence of teacheduction on teacher retention. In J.
Wang, S. Odell, & R. Clift (Eds.Past, present and future research on teacher
induction(pp. 109-124). Lanham, MD: Rowman and Littlefield.

Stanulis, R. N., & Floden, R. E. (2009). Intensmentoring as a way to help beginning
teachers develop balanced instructigournal of Teacher Education, &), 112-
122. doi:10.1177/0022487108330553

Steinke, L. J., & Putnam, A. R. (2011). Mentoriegc¢hers in technology education:
Analyzing the needl'he Journal of Technology Studid4-49.

Sterrett, W. L., & Imig, S. (2011). Thriving as aw teacher in a bad econondappa
Delta Pi Record, 4(2), 68-71. Retrieved from
http://web.ebscohost.com.ezp.waldenulibrary.ommg&pdfviewer/pdfviewer?vi

=42&sid=ed10655c-ed72-46cc-9c21-923ee1934554%diosesgrl10&hid=128



129
Strong, M. (2009)Effective teacher induction and mentoring: Ass&s#ie evidence.

New York, NY: Teachers College Press.

Stock, M. J., & Duncan, H. E. (2010). Mentoringaagrofessional development strategy
for instructional coaches: Who mentors the mefitBfanning and Changing,
41(1/2), 57-69.

Tan, J. (2013). Exploring mentoring experience digiopositioning theory lens.

International Journal of Mentoring and CoachingHaucation, 22), 122-136.

doi: 10.1108/IIMCE-08-2012-0053

Tohill, A. (2009). Developing effective professidnievelopmentinternational Journal

of Learning, 167), 593-605.

Ucar, M. Y. (2012). A case study of how teachingqgpice process takes place.

Educational Sciences: Theory & Practice.

Villani, S. (2009).Mentoring programs for new teachers: Models olcitbn and
support.Thousand Oaks, CA: Corwin Press, Inc.
Vygotsky, L. (1978)Mind in society: The development of higher psyohiokd
processesCambridge, MA: Harvard University Press.
Wang, J., Odell, S. J., & Schwille, S. A. (2008ifeEts of teacher induction on beginning
teachers’ teaching: A critical review of the laarre.Journal of Teacher
Education, 5@), 132-152. doi:10.1177/0022487107314002
White, E. (2013). Exploring the professional depat@nt needs of new teacher educators

situated solely in school: Pedagogical knowledy# @rofessional identity.



130

Professional Development in Education(B39 82-98.
doi:10.1080/19415257.2012.708667

Waterman, S. & Ye He (2011). Effects of mentorimggrams on new teacher retention:
A literature reviewMentoring & Tutoring: Partnership in Learning, (&, 139
156. Retrieved from http://dx.doi.org/10.1080/13867.2011.564348

Womack-Wynne, C., Dees, E., Leech, D., LaPlanBrh¢ckmeier, L., & Gibson, N.
(2011). Teacher’s perceptions of the first-yegrezdence and mentoring.
International Journal of Educational Leadership pagation, 41), 1-11.

Yendol-Hoppey, D., Jacobs, J., & Dana, N. F. (20@9iical concepts of mentoring in
an urban contexhe New Educator,, 25-44. Retrieved from

http://www.eric.ed.gov/contentdelivery/serviet/EFServiet?accno=EJ868912

Zhao, M. (2013). Teachers’ professional developnremh the perspective of teaching
reflection levelsChinese Education and Society (4 56-67.

doi:10.2753/CED1061-1932450404



131

Appendix A: Consent Form

You are invited to take part in a research studyite your perceptions of the school
district’'s teacher mentoring program. The researchinviting beginning teachers
within the| e County School District who havarticipated in the teacher mentoring
program to be in the study. This form is part pracess called “informed consent” to
allow you to understand this study before decidimgther to take part.

This study is being conducted by a researcher nanstdMcCollum, who is a doctoral
student at Walden University. You may already kribe/researcher as a teacher, but
this study is separate from that role.

Background Information:

The purpose of this study is to examine beginngaghers’ perceptions of their teacher
mentoring program in an urban middle school in Beast Georgia. The study will
explore beginning teachers’ perceptions on thengthes and weaknesses of their teacher
mentoring program, the mentoring strategies usédeim teacher mentoring program,
and how their teacher mentoring program could heaved.

Procedures:

If you agree to be in this study, you will be askedake part in a 45 - 60 minute oral
interview. The interview will be audio recordet@here will be a follow-up meeting with
you to review the interview transcripts to confiarcuracy of the information.

Here are some sample questions:

What are the challenges you face as a beginnirntpée2

What are the strengths and weaknesses of the teaeimtoring program?
Which mentoring strategies are effective in sugpgrbeginning teachers?
What improvement would you like to see in the meantpprogram?

Voluntary Nature of the Study:

This study is voluntary. Everyone will respect yoecision of whether or not you
choose to be in the study. No one at your scholbtreat you differently if you decide
not to be in the study. If you decide to join thedy now, you can still change your mind
later. You may stop at any time.

Risks and Benefits of Being in the Study:

Being in this type of study involves some risk lo¢ iminor discomforts that can be
encountered in daily life, such as fatigue, stres®ecoming upset. Being in this study
would not pose risk to your safety or wellbeing.
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This study may provide insights as to the challerfgeed by beginning teachers and the
importance of supporting the needs of beginninghess, which will lead to a strong
start in their careers.

Payment:

There will be no payment for your participationtims study.

Privacy:

Any information you provide will be kept confideali The researcher will not use your
personal information for any purposes outside ©f tbsearch project. Also, the
researcher will not include your name or anythitsg ¢hat could identify you in the
study reports. Data will be kept secure in a locklaty cabinet in the researcher’s home.
Data will be kept for a period of at least 5 yeasrequired by the university.

Contacts and Questions:

You may ask any questions you have now. Or if yawehguestions later, you may
contact the researcher. If you want to talk prilasdout your rights as a participant, you
can call Dr. Leilani Endicott. She is the Waldenwuémnsity representative who can
discuss this with you. Her phone number is 612-B220. Walden University’s approval
number for this study i82-12-14-024537%nd it expires okebruary 11, 2015.

The researcher will give you a copy of this fornkezp.
Statement of Consent:
| have read the above information and | feel | ustdnd the study well enough to make a

decision about my involvement. By signing belownterstand that | am agreeing to the
terms described above.

Printed Name of Participant

Date of consent

Participant’s Signature

Researcher’s Signature
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Appendix B: Interview Questions for Beginning Tkars

No.

Your answers will be helpful in the school and sahstrict’s decision to improve
the program. Your answers will be kept confiddntiBhank you for your
participation.

Position of person being interviewed:

Date of interview:

Place of interview:

Time interview began:

Time interview ended:

1. Briefly describe your participation in the mentayiprogram. What are the
challenges you face as a beginning teacher?

2. What are your perceptions of what you need as stpo

3. What are your perceptions of the support you haceived from the
mentoring program?

4. What are your perceptions of your development lsginning teacher as a
result of that support?

5. What are your perceptions of the level of suppuat has influenced your
instructional practices?

6. How does the mentoring program facilitate your pssfonal development
and growth?

7. ldentify specific mentoring strategies used intéecher mentoring program
that you feel has helped you as a teacher? Igesgécific mentoring
strategies used in the teacher mentoring progratrytiu feel did not add to
your growth as a teacher.
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8. What are the strengths and weaknesses of the teaeimtoring program?

9. What are some things that the district does weltdaming beginning teachers
and getting familiar with the classroomWwhat are some things that are done
poorly in district’s training of beginning teachensthat the district could
improve upon?

10.What changes would you like to see in the Teachemtbting Program? How
may the mentoring program impact beginning teacimetise future?

Follow-up Questions

1. What specifically did you learn from your mentoatinelped your teaching
practice?

2. Describe what you wish you could have learned fyoor mentor that you
did not learn.

3. What do you perceive would be different if you dit have a mentor?

4. Describe whether you were able to have open andid@onversations with
your mentor and why (or why not).

5. How often do you and your mentor meet?
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Appendix C: Sample Transcript
Interview With Participant 10

Interviewer: Briefly describe your participation in the mentayiprogram. What
are the challenges you face as a beginning teacher?
Participant: | have had minimal experience with the teacheantoreng program.
Last year was my first official year of teachingvads assigned a mentor and we
had two meetings after school. During this scheary| have not had many
conversations with my mentor teacher. We met tiwhceyear. We never met for
guidance and instructional support. The distrintentoring program should have
oversight of what is happening in the buildinge¢lfas if my teacher education
program thoroughly prepared me for life in the stasm. | have been with a co-
teacher for the past two years, which has helpedaaéwith the challenges |
have faced.
Interviewer: What are your perceptions of what you need ap@tp
Participant: The only support | have needed on a consistesis loaring my first
years of teaching is from my immediate supervisat jarincipal. It is a great
feeling to know that they will support you as lasgyou are doing what you are
supposed to. Unfortunately, | have not experierthatl | have access to all the
teaching resources | could ever need. The profeskdevelopment program has
been outstanding in terms of training. Howevethet time in my career, supports
| need include an administration that is respongwgiscipline issues, an

appropriate space to teach my classes or a smaiheber of students that would



136
allow me to use the space | am allotted, and ayptelther that teaches a subject
matter close to my own in a situation similar to awn.

Interviewer: What are your perceptions of the support you lmageived from
the mentoring program?

Participant: | have received minimal support from the teachentoring
program thus far. My mentor teacher rarely cheoksith me. We do not meet to
discuss teaching strategies or classroom managessees.

Interviewer: What are your perceptions of your developmera lheginning
teacher as a result of that support?

Participant: The teacher mentoring program has not helpedyiteacher
development thus far because of the lack of comaatioin and support.
Interviewer: What are your perceptions of the level of supgmat has
influenced your instructional practices?

Participant: The level of support from the teacher mentorirggpam has not
influenced my instructional practices in the classn because my mentor is not
on the same grade level with me. We do not teaglsdime subject matter. The
administration should make sure that the mentomaextee are on the same
grade level and teach in the same subject ardsasthiey could plan together and
help each other out. This could enhance the teanbatoring program.
Interviewer: How does the mentoring program facilitate yowfessional

development and growth?
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Participant: The teacher mentoring program does not facilitaggrofessional
development or growth due to the lack of opportasito meet and discuss
current challenges | am facing.
Interviewer: Identify specific mentoring strategies used ia thacher mentoring
program that you feel has helped you as a teaclugtify specific mentoring
strategies used in the teacher mentoring progratrythu feel did not add to your
growth as a teacher.
Participant: There are not any specific mentoring stratediaswere used in the
teacher mentoring program that | feel helped me tescher.
Interviewer: What are the strengths and weaknesses of thiegieaentoring
program?
Participant: The weaknesses of the teacher mentoring progrartine lack of
communication between the mentor and mentee, thamal opportunities to
meet as a group to discuss challenges we are tyrfacing, and the time of the
meetings. The meetings are after school. Thisvexrginconvenient time for me.
The only strength of the teacher mentoring progisahaving a mentor.
Interviewer: What are some things that the district does imgHaining
beginning teachers and getting familiar with theessfoom™Vhat are some
things that are done poorly in district’s trainioigbeginning teachers or that the
district could improve upon?
Participant: Some of the things that the district does wetramning beginning

teachers and getting familiar with the classroom psogram called “Teacher
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Pride”. This is a monthly meeting for new educatbet allow them to share
resources and strategies for dealing with isswesntiay arise in the classroom.
They also have an opportunity to talk with vetet@achers from around the
district. Some things that the district could imygmn in the training of beginning
teachers are the opportunities for new teachersriaect with veteran teachers in
their building. | would benefit from more releag®e in which to develop
networks among my colleagues. An observation sdeeshould be put in place
with coverage for a substitute teacher.

10.Interviewer: What changes would you like to see in the Teabtertoring
Program? How may the mentoring program impactrbeqg teachers in the
future?
Participant: The changes | would like to see in the teacher angg program is
more communication between mentor and menteengaip beginning teachers
with mentors in the same subject area could enhtrecementoring program, a
more experienced mentor teacher to guide and suppgmning teachers, more
opportunities to shadow mentor teachers, and the &f the support meetings
moved to during the instructional day. The teachentoring program may
impact beginning teachers negatively because thereéisconnect between the
district’'s expectations and the school.

Follow-up Questions
11.Interviewer: What specifically did you learn from your mentbat helped your

teaching practice?
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Participant: 1 did not learn anything from my mentor that leglpmy teaching
practice.
12.Interviewer: Describe what you wish you could have learnethfy@ur mentor
that you did not learn.
Participant: 1 wish | could have learned how to manage mysdasffectively.
13.Interviewer: What do you perceive would be different if yod dot have a
mentor?
Participant: | really did not have a mentor. | was just assigaenentor.
14.Interviewer: Describe whether you were able to have open andid
conversations with your mentor and why (or why not)
Participant: 1did not have open and candid conversations mighmentor
because we did not communicate enough for me tolget to her.
15. Interviewer: How often do you and your mentor meet?

Participant: We only met twice at the beginning of the schasry
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Appendix D: Project

“Support of Beginning Teachers through MentoringdN&&hop

Goals, Outcomes, and Objectives

Program Goals

A. Educate beginning teachers on mentoring and g @n opportunity to practice
being a mentee.

B. Provide beginning teachers with the necessary meaagtekills to understand the
concept of mentoring and the roles of mentors aadtees.

C. Provide beginning teachers with the opportunitgattaborate with peers while
developing a lesson plan that can be incorporatddnatheir classroom and
content area.

D. Provide mentoring support to beginning teachers.

E. Provide beginning teachers with mentoring skillexpand their knowledge base.

Program Outcomes

A. Beginning teachers will understand the lignef a mentoring program.

B. Beginning teachers will work with peers atevelop a lesson plan.

C. Beginning teachers will spend time with toes and develop a Professional

Growth Plan (PGP).

D. Beginning teachers will learn the rolesyantors and mentees.
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E. Beginning teachers will take advantagéhefrhentoring opportunities available.

Program Objectives

A. As a result of the introduction to the ‘mentorimgncept, teachers will be able to
identify the benefits of a mentoring program andatvinakes a mentoring
relationship successful or not successful.

B. As a result of mentor modeling, beginning teacheélisoe able to become develop
and grow in their career.

C. As aresult of the time spent with peers, begintgaghers will leave the
workshop with a Professional Growth Plan (PGP)asdmple lesson that can be
implemented in their classrooms.

D. As aresult of the professional development workslbeginning teachers will
understand their roles as mentees while learnmg their mentors.

E. As a result of the professional development workslheginning teachers will be
able to take full advantage of the range of mengpapportunities available to
them.

Sources for Participants

Websites: Retrieved from http://www.mc3edsuppogt.or

Teachers Helping Teachers (This website providesurees for teachers by teachers.)
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Survival Guide for New Teachers (This U.S. Departtred Education publication
discusses how new teachers can work effectively weteran teachers, parents,

principals, and teacher educators.)

Beginning Teachers Tool Box (The Beginning Teache Box is a community of

educators with the mission of empowering new tecfoe classroom success.)

Target Audience

Beginning teachers

Workshop Outline

This will be a 3-day workshop on the school campus week prior to the start of school.
Beginning teachers can expect time to discuss magtand create a plan for
implementation of the information and material ireed; resources for their classrooms
and school year; and interaction with mentors ahdrdbeginning teachers. Mentor
teachers will be invited based on interest showsujporting beginning teachers. They
will participate in various roles ranging from fatzation of small groups to large group

presentations. Each day of the workshop will bes@mnéed in three phases:

e An introductory icebreaker activity which seekstald group rapport and

provide an overview of the objectives and sequeheetivities in the workshop

e A developmental phase which teachers particulacegois about the workshop

topics: mentoring, benefits of the mentoring progreoles of mentors and
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mentees, mentoring relationships, instructionatsgies, and classroom

management skills

e A concluding activity which provides an opportunity participants to apply
what they have learned in the workshop to their personal and professional

growth

Beginning teachers will have a variety of foci tepare them with mentoring skills and
strategies for starting their school year. Throlagbe and small group work, the

following content will be covered:

e Instructional strategies- Strategies to developatife lessons, connect with

students in the classroom, and learning studep&ific interests and needs

e Classroom management- Overall tools that will aligth school’s

plans/expectations

e Mentoring skills- Skills to ensure beginning teashare benefiting from the

mentoring program

e Professional Communication- Communication will ura¢ dealing with

challenging issues with students, parents, aneéaglles

e Breakout sessions- Sessions will include mentaasisty with beginning teachers:

instructional materials, best practices, and relewgormation. They will
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cultivate professional dialogue and gather datnture that beginning teachers

are receiving appropriate support.

Format

A variety of approaches will make the workshop materesting. They will include:

e Informal question and answer sessions

e Brainstorming

e Case study

e Simulation exercises

e Demonstration exercises

e Lecture presentations

Timetable:

The 3-day workshop should take place early in Augdlise planning should begin by the
end of the school spring semester in order to kskaimore concrete information for the
administration as well as to ensure facilitiestfer workshop. Administrator needs to
know about this workshop early enough to speak abaith mentoring teachers and

beginning teachers in the spring and summer.

Materials and Equipment:
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e An agenda

e Name tags

e Audio-visual equipment

e Resources

e Pencils and note pads

“Support of Beginning Teachers through Mentoringdl&hop Schedule

“Support of Beginning Teachers through Mentoringai3-day workshop
designed specifically to help beginning teacheis gavareness about their new roles in
mentoring, important mentoring skills, and howdentify goals to work on with
mentors. The workshop is intended to supplemenkeanigdh the school’s support of its
beginning teachers. Mentors will support beginrgrwchers by offering support,
assistance, and resources. The beginning teacliebewrovided with a timely

opportunity to learn from others and develop tk&ils.
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Day 1: Support of Beginning Teachers through Mentpr

Time Activity

8:00-8:45 e Opening remarks- Welcoming beginning teachers.

e Anintroductory “icebreaker” activity- To build gup rapport
and provide an overview of the objectives and secei®f
activities in the workshop.

e Discuss purpose- To help beginning teachers gaareavess
about their new roles in mentoring, important mentp
skills, and how to identify goals to work on withkentors.

e Discuss the key concepts of adult learning theboybe
effective teachers, beginning teachers will neegnimerstand
a few basics of adult learning theory and how ttey use it
to positively impact their role as teachers. Teeshell
participate in team activities, role- plays, andugr exercises
to cover the major topics of adult learning theory:

v Learners need to know what is expected.

v" Adults learn best when they are invested in the
learning process.

v Teaching is only effective if it is given at the
appropriate level.

v' Learners need to understand the relevance of what i
being taught.

e Discuss the key concepts of the experiential |egrtieory.
Teachers will participate in role-plays, simulagpsmall
team activities, and games to cover the four legrmodes of
experiential learning theory:

» concrete experience (feeling the experience of the

activity)
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» reflective observation (watching what the issue or
situation is generating)

» abstract conceptualization (thinking about thees3u

» active experimentation (doing something about the

issue or situation)

8:45-10:00

Facilitator will discuss the history of the “Mentaroncept
and the benefits of a mentoring program.

Discussion of mentoring research and mentoring rexpees.
Beginning teachers will be divided into small greuphey
will be asked to play various roles: new teachesntar,
veteran teacher, principal, mentor coordinator, @oserver.
They will be encouraged to “give voice” to the erstive of
each involved and share what each might be feelmgking,
and so forth. The “observer” will be asked to makeée of
how this dynamic might be impacting others: colle=gy
other new teachers, students, and so forth.

10:00-10:15

Restroom Break

10:15-11:30

Discussion of what makes a mentoring relationshgzsssful
and not successful. Beginning teachers will worgroups to
come up with a list. One person from each groupwrike on
poster what the group came up with. Discuss regsoasd

point out similarities and differences among groups

11:30-12:30

Lunch on your own.

12:30-1:30

Discussion of the types of mentors, the roles afitors and
mentees, and mentoring relationships. Beginninghiea will
learn how to acquire and/or get the most from nrsnto

Beginning teachers and mentors will role-play tondastrate

understanding of the different types of mentorkegof
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mentors and mentees, and mentoring relationships.

1:30-2:30 e Discussion of realistic expectations from a memigri

relationship.

2:30-2:45 Restroom Break

2:45-4:00 e Discussion of practicing being a mentee. Begintngaghers
will discuss themselves, their motivations for gtoytheir
expectations and needs, and how they can get teefrom
their mentoring relationship. They will role-plagihg
mentees. Mentors will create a profile of the dquesdiof a
good mentee based on their previous experiencés, bo

positive and negative.
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Day 2: Support of Beginning Teachers through Mentpr

Time Activity

8:00-8:45 e Recap of Day 1.
e Anintroductory “icebreaker” activity which will && to build
group rapport and provide an overview of the olyestand

sequence of activities in the workshop.

8:45-10:00 e Mentors will demonstrate professional guidance sungport
to beginning teachers through simulations. Begignin
teachers will be introduced to two mentoring syede

(observations and conferencing).

e Beginning teachers will learn how to receive camndive
feedback. Discuss with your group how you think gbould
receive constructive feedback. Select one person frour
group to write on the poster a summary of your grou

responses.

10:00-10:15 Restroom Break

10:15-11:30 e Discussion of mentoring program planning and memgor

e Beginning teachers and mentors will work in grotgs
discuss “Planning and Mentoring Activities”. Thidlw

include goal setting as well as monitoring actesti

11:30-12:30 Lunch on your own.

12:30-1:30 e Breakout Session- Beginning teachers will spene tivith
mentors. Mentors will share instructional materialsst

practices, and relevant information.

1:30-2:30 e Mentors will offer support by ensuring that begimni

teachers’ questions and concerns are being addresse
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Beginning teachers will spend time with a mentobégome
familiar with developing and implementing professb
growth plans. The mentors will provide instructibsapport
through observations, feedback, and mentor/meptea t
participation throughout the workshop.
Mentors will help beginning teachers develop prei@sal
growth plans. Mentors will also demonstrate how to
implement on-going professional growth plans.
> Professional Growth Plan (PGP)
» What criterion will you select for area of growthca
development?
» How will you accomplish the selected area of grdwt
» What will you collect, analyze, and share as ewigen
of how your new learning will positively impact

student learning?

2:30-2:45

Restroom Break

2:45-4:00

Beginning teachers will break up into content goapd
decide on a team leader, and then groups will opvel
lesson plan. Mentors will give feedback to eachugro
A concluding activity will provide an opportunitpif

beginning teachers to apply what they have leaiméue

workshop to their own personal and professionalgio
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Day 3: Support of Beginning Teachers Through Mentpr

Time

Activity

8:00-8:45

Recap of Day 1 and Day 2.

8:45-10:00

An “icebreaker” activity to determine if beginnitgachers
know how to be a mentee.

Beginning teachers will be given an opportunitydach a
mini-lesson. Mentors will observe and provide feadb
(mentoring strategy). Beginning teachers will have
conferences (to address questions and concerris)neintors
during breakout session.

Discussion of “mentoring” support and mentoringlski
Beginning teachers will engage in role playingearh
mentoring skills. Case study: The beginning teehall be
presented with real-life scenarios involving meimgrissues
that beginning teachers might face. Each problelirbei
presented to them in a real-life simulation. Orieedhallenge
has been laid out for them, each group of beginteaghers
must collaborate and share ideas and informatiahntiight
help them deal with the particular situation. Otieegroups
have worked together and shared ideas to thegfaetiion,
they must then face the scenario and deal witlchialenge
as effectively as they can. When each group hapleted
the scenario, the group comes back together foowpg
discussion about what worked and what did not wohe
beginning teachers then evaluate themselves orthnew
handled the situations.

10:00-10:15

Restroom Break

10:15-11:30

Practice session- teachers will put into practieekey
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concepts they just learned about. By role-playieg¢chers
will have the opportunity to practice putting thau#t learning
theory to work. Teachers will have the opportumatyractice

skills and receive feedback.

11:30-12:30 Lunch on your own.
12:30-1:30 e Breakout Session- Mentors will support beginnirerters
by assisting in refining their teaching skills iddiion to
orienting them to the school district’'s goals, auium,
culture, and policies.
1:30-2:30 e Beginning teachers will work in groups to discustahaging

a Class”. Topics will include: forming relationshipth
students, balanced strategies for motivating stisdenearn,
teaching routines that save time and focus attentio
establishing rules for a classroom learning comtyuand
dealing with inattention and misbehavior.

Beginning teachers will engage in role playingearh
techniques for professional communication and &ffely
managing their time. Case study: The beginningreis will
be presented with real-life scenarios involvinglldmges that
beginning teachers might face. Each problem will be
presented to them in a real-life simulation. Oredhallenge
has been laid out for them, each group of beginteaghers
must collaborate and share ideas and informatiahntight
help them deal with the particular situation. Otieegroups
have worked together and shared ideas to thesgfaetiion,
they must then face the scenario and deal witlchialenge
as effectively as they can. When each group hapleted
the scenario, the group comes back together foowapg

discussion about what methods worked and what rdsttiol
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not work. The beginning teachers then evaluate seéras

on how they handled the situations.

2:30-2:45

Restroom Break

2:45-4:00

A concluding activity which will providen opportunity for
participants to apply what they have learned invibekshop.
Question/Answer Session
Formative feedback

e Explain purpose of the feedback form
e Distribute form

e Allow time for beginning teachers to complete form
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Appendix E: Professional Development Workshop Eatidun Form

The purpose of this evaluation is to assess tleetfeness of the “Support of Beginning
Teachers through Mentoring” workshop. This evabrageeks to determine whether the

presentation increased your knowledge of the cdrinemtoring’, clearly stated the goals of the

workshop, and invoked a desire to participate [incdessional development workshop. The
information collected will be used to make changethe workshop and create a timeline for

mentoring activities.

Directions: Please circle the number that represents howegelabout the workshop.

1. Before the workshop, | was knowledgeable aldueitbncept of mentoring.

1 2 3 4 5
Strongly Disagree Disagree Neither Agree Strongiye®
2. Before the workshop, | was knowledgeable abmirole of a mentee.
1 2 3 4 5
Strongly Disagree Disagree Neither Agree Stronglyek
3. After the workshop, | am knowledgeable aboutdirecept of mentoring.
1 2 3 4 5
Strongly Disagree Disagree Neither Agree Strongiyes
4. After the workshop, | am knowledgeable aboutrtile of a mentee.
1 2 3 4 5
Strongly Disagree Disagree Neither Agree Strongiye
5. The workshop approach was appropriate.
1 2 3 4 5
Strongly Disagree Disagree Neither Agree Stronglyek
6. The presenter was knowledgeable.
1 2 3 4 5
Strongly Disagree Disagree Neither Agree Stronglyek
7. The sessions were valuable and informative.
1 2 3 4 5
Strongly Disagree Disagree Neither Agree Stronglyes
8. I will implement what | have learned in my cliaxssm this school year.
1 2 3 4 5




155

Strongly Disagree Disagree Neither | Agree | Strongiye& |

Directions: Use the space provided to respond to the operdanakstions.

9. How effective has the workshop been in ideirtdyand supporting you and your concerns?

10. Has the workshop been of benefit to you? lhew? If not, what needs to change?

11. What new insights do you have regarding beingentee after participating in the
professional development workshop?

Suggestions or comments that you would like to add.
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