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Abstract
An urban elementary school in the northeast wdsngdormal methods to evaluate its
support systems for teachers. This formative evianaf the school’s support systems
for new teachers and staff was conducted usingcadrmethods design to address the
problem. The purpose of this evaluation was torddtee the indicators of progress or
need of improvement of effectively supporting te&rsithrough mentoring, professional
development, and collaboration. The theoreticahBaork for the study was
Kirkpatrick’s 4 levels of evaluation: reaction, taang, behavior, and results. The
evaluation was also guided by questions aboutxtent perceived effectiveness,
strengths, and weaknesses of the support systestsw2re collected using surveys
from 33 teacher participants and interviews withidd@cher participants. Qualitative data
analysis involved emergent coding for themes aidtsames. Inconsistent support
emerged as a support weakness and a comfortinglsabrmmunity emerged as a
support strength. Frequencies and ratios of suteeys were calculated and reported.
Key findings were that 60% of the participants péered the support systems to be
adequate and 79% perceived the mentor and neweteandetings to be effective.
However, 36% of respondents reported that all sumystems needed some
improvements. A full report including recommendatiavas prepared for the
stakeholders at the school and district levelslitapons for positive social change
include higher retention and enhanced performahbeginning teachers, which may

help to improve learning outcomes for students.



A Mixed Methods Evaluation of New Teacher Suppgst&ms at an Urban Elementary

School

by

Dracaena Mosley

M.A., Mercy College, 2004

B.A., Marymount College, 2000

Doctoral Study Submitted in Partial Fulfillment
of the Requirements for the Degree of

Doctor of Education

Walden University

December 2014



Dedication
This work is dedicated to my parents, husband,daugjhter. Pat, John, and
Hancy thank you for your words of encouragemertigpae, and love. Jade, thank you

for giving me the motivation to finish this dissaron.



Acknowledgments
| would like to recognize the people who helpedthreugh this journey of
completing this dissertation. | would like to thamly dissertation committee, Ann
Jablonski, and with special thanks to my Chair,Zaul Englesberg.
| would like to thank family and friends who gave support by being patient
and offering me encouragement. | want to name everybut there are too many names
to mention here. Just know that without your supdaxould not have achieved my goal

of completing this doctoral degree.



Table of Contents

LISt Of TADIES ... e e e e v
S o T[S UPUURPRR v
Section 1: The ProbIem.........ocoiiiiiii et 1
pTigoTo (U Lot 1 o] o PP O PP PRP PP 1
Definition of the Problem ... 2
RALIONAIE ... et e et e e e e e s e e 4
Evidence of the Problem at the Local LeVvel ..o 4..
Evidence of the Problem from the Professional Bifigfe..................ccccovvivvnenen. 5
DEIINITIONS. ...ttt ettt e et e e e e e e e e 5
I [ 11 0= o = P 6
Guiding Research QUESHIONS ...........uuuime et e e e e e e e e e e e aaaeeeeaaaeeees 7
Review Of the LItEIrature ............cooieiimmmmm e e s 8
] ] o= 1o o 1P 20
SUMIMIAIY ..ttt errrmm et e e et e e et e e e et e e e e s e e e et e neeeaa e e eenn e eeeenns 21
ISY=Tox 1o] o 20 N e 1=\ [=11 g T To (o] o o | 20 PPRRR 23
aLigoTo (U Lol 1 o] o F P PP PPPPPPPP 23
Evaluation MOl ..........oooiii e 24
Setting and SAMPIE .....coooviieeee e 26
ROl Of RESEAICNET ... 32
Data Analysis and Validation ProCedures........cccccceeeeeeiiiviieeeeiiiiciee e eeees 32
Protection of Participant RIQNtS ..........ooee i e, 35



Delimitations and LimitatioNS. ... ...ovee e 35

1 1T o U 36
CONCIUSION ...ttt e et et e e e e e e e e e e snn e e e e e e e nnnees 69
Y= Tox (0] o TG O I 1= o o] o 72
aLigoTe (U Lol 1 (o] o PP PUPPPPPPP 72
Description and GOaIS..........ccoviiiiiiiieeeeeee et e e e e e e e e e 72
RALIONAIE ... e e e e 73
Y= L= 1(o] g ] (= =T )Y 73
Evaluation MOl ...........ooiii e 74
School Program EValUGLiONS ..........oiiiiii e enaaae e e 76
V= LU= 1o I =T 0o 77
1] 0] L= L= o r= Lu 0] o SR 79
Potential Resources and EXIStiNg SUPPOIS........uuvviviiiiiieiiieeeeeeeeeeeeeeviiiiinnns 97
POteNtial BArTIEIS ......oooiiiiiiiiie et e e 79
Proposal for Implementation and Timetable.....cccc.....cooovieiriiiiiicccceeee e 80
Roles and Responsibilities of Student and Others.............ccooevvvvvviiiccceeeennn. 81
Implications Including Social Change ........ccceeeiiiiiiiiiiieirr e e 82
[ To= LI @] o1 o 1111 Y 82
= L = Y= (o 1] o USSP 83
CONCIUSION ...ttt et e e e e e e e e e e e e e e e e sn e e e e e e e e nnne e 83
Section 4: Reflections and CONCIUSIONS.......cccoiiiiiiiiiiiiiie e 85
aLigoTe [FTol 1 o] o F PP PPPPPPPPP 85



[ (0 T T=T o ] 1= o | 1 £ PPRR 85

Recommendations for Remediation of LiMitatioNS ... .cceeeriiiiiiiiiieiiiiiieeeenes 86
SCROIAISNIP ... e ————————————— 88
Project Development and Evaluation..........ccceeeevvvuiiiiiiiiieeee e 89
Leadership and Change.................uuet e eses s e e e e eeeeeeeeeeeeeeeaneeen s 90
Analysis of Self aS SChOIAr ..........ccoooiiiiieee e 91
Analysis of Self as Practitioner............ oo oo i ee e 91
Analysis of Self as Project DeVEIOPET ......ccceeeevvviiiiiiiiee e 92
The Project’s Potential Impact on Social Changa..........uvvvviiiiiiiiiiieeeeeeeeen. 92
Implications, Applications, and Directions for FrglResearch.............ccccoeeeeeeennee, 93
CONCIUSION ...ttt e e e e et e e e e e e e e e e sn e e e e e e e e nnne s 94
RETEIENCES ... .t ettt e e e e e e s e e e e e s e s 96
Appendix A: Evaluation Summary Report of Findingsl&®ecommendations.............. 112
Appendix B: Beginning Teacher Interview GuUIde..............ceeeeiiieiiieeeeieeeeeeeieiiiinns 125
Appendix C: Mentor/Veteran Teacher Interview GUIdEe............cccceeveeiieeeeiieiiveeeeninnns 612
Appendix D: FACUILY SUIVEY ........ccooiiiiii ettt s s e e e e e e e e e e e e e eeeeeveeeneeeeeennnne 127
Appendix E: Introductory Consent LEtter/Survey............ouvevevvviiiiiiiiiiii e 131
Appendix F: Introductory Consent Letter/INtervieW .......ooeeeeeevveeeeeeeeiiiiiicinee e 132
CUITICUIUM VITAIE ...t ee e s 133



Table 1.

Table 2.

Table 3.

Table 4.

Table 5.

Table 6.

Table 7.

Table 8.

Table 9.

List of Tables

Years Taught at Eastside SChOOl ... e 38
Participation in Mentoring ACHVITIES w..evvvveeeeeiriiiiiiiiieeeeeeeeeeeeeerieeeeeeaen 40
Time Allocated for Planning........co.oeeeeeeeeeeeerieeeieiiiiiinen e seeeeen e e 42
Experience With Collaboration ..............cceeiiiiiiiii s 43
Experience with Professional Development............ccccceeeeiiiieiiiiieeeeeeceeee, 45
Teacher Overall Rating of SUpPpPOrt SYSteMS..........uceeiiiieiieeeeeeeeeeeeeeiieees 46
Most Commonly Identified WeaKneSSeS c..covvvvvviviiiiiiiiiee e, 47
Most Commonly Identified Strength .............ccooeeiiiiiiies a7
TREIMES ... et s 49



List of Figures

Figure 1. Kirkpatrick’s Levels of Evaluation................ccccccvevvii i,



Section 1: The Problem
Introduction

Hiring, supporting, and retaining great teachernsimer-city schools has been a
major focus of New York City school administratofgcording to New York City’'s
Children’s First Reform, classroom teaching andlieas are the gateways to improve
student achievement (New York City Board Of Edumat2011). “Many of the reforms
have specifically addressed the recruitment, assegm, development, and evaluation of
teachers in an effort to improve teaching qualBdértz, Loeb, & Wyckoff, 2011, p.2).
Administrators have been providing more supportesys for beginning teachers to
maintain the guidelines of the reform. Although [goih systems are provided, not all
schools periodically evaluate the effectivenestheir beginning teacher support systems
to assess whether or not the needs of beginnich¢emare being meet. | evaluated the
support systems that target the improvement ofteaehers in a New York City
elementary school.

By evaluating the effectiveness of existing supggstems for beginning teachers
and staff at this inner city, high-poverty schabis hoped that the school will be able to
improve the support systems for beginning teachedsstaff. Evaluating the support
systems may improve their performance, retain thard,improve student achievement.
School administrators are also required to retamdgeachers in order to maintain
guidelines of the federal No Child Left Behind Axt2001 (NCLB; 2001). It is
imperative for New York City school administrataosfollow the accountability

guidelines by improving the quality of beginning¢&ers. It is also imperative that



2
administrators retain beginning teachers as opptmsedmpeting with their departure to
suburban settings or exiting the teaching profesaltogether.

Nearly 44% of elementary teachers in the lowestopeting schools in New
York City left the profession within 2 years (Bogtlal., 2009; Ronfeldt, Loeb, &
Wyckoff, 2013). There are many reasons why begoteachers leave the profession,
one including inadequate or ineffective supportays from their schools. Teachers are
leaving their classrooms because employment isswe&ing conditions, personal
issues, inadequate support, student issues, almidacich as retirement or a better jobs
(Boyd et al., 2009). This evaluation may help NearkyCity Eastside School by
reviewing the needs of new teachers that are wgrtkiare and determining if their
support systems are adequate for growth in theepsadfn and the school.

Definition of the Problem

The local problem that prompted this study is theginning teacher support
systems at Eastside School are lacking a formdlatran specific to achieving goals of
effectively supporting beginning teachers, by faeg®n peer mentoring, professional
development, and collaboration. The outcome ofeala@ssessment evaluation
determined if new teachers and staff are recemihgt is essential for success in the
profession. The current systems include peer megtoprofessional development, and
collaboration. The lack of a formative evaluatiaotpbits administrators from
determining which components of their support systare successful, which elements

are effective, and which components are in needafification.



Most beginning teachers entering the school hadditike experience in
classrooms. In 2008, 27% of the school’s teachadstéaching experience less than three
years (New York State School Report Card, 2009n&of the novice teachers have
gone through a student teaching program at thénesity or college that allowed them
to experience the minimum requirements in theircational programs. Some beginners
have gone through an accelerated teaching prodrandid not allow them to spend a
great deal of time student teaching before entaheglassroom. “In traditional
credentialing programs, student teachers spend ohdiseir time taking education
courses and seminars. The time they spend in olass; teaching students is relatively
brief-often just two weeks” (Caruso, 2007, p.1).nyaf them could have chances and
opportunities to work with other experienced teasteecause of their willingness to ask
for help.

Researchers on this topic has suggested that iprafgssional career,
newcomers need someone who can help them fitnlkeairwork environments. An expert
can help a new entrant understand the norms arelagewn that work community
(Hargreaves & Fullan, 2000). Several new teachers this school have decided to
move on to another school in another area or heféhle profession completely. This
problem was noticed, and a possible solution wav#&buate the effectiveness of the
school’s current support systems to possibly nettié some of these negative situations.

Evaluations of new teacher support systems mayttehayhly qualified teachers.
A support systems evaluation will provide vitalanhation for school administrators.

Researchers agreed that administrators must shideree of effective educational



programs, policies, and practices (Chatterji, 2@l8yin, 2009). By finding that
evidence, administrators will be able to improveats lacking in the program.

The school administrators have identified areasedkness among the beginning
teacher population based upon informal and formaluations. The support system goals
are produced after individual beginning teachefuwateoons and are based on
administrator checklists that were created and fireabifrom a published framework
(Danielson, 2009). New York City and the schoolsrict also require school
administrators to follow guidelines on beginningdker support systems based on The
Principals’ Guide for Teacher Development (2011 prAgram-specific evaluation was
not developed to assess whether the program wankledw it could be improved.

Rationale
Evidence of the Problem at the Local Level

| chose this problem to determine the indicatorprofjress or need of
improvement of the Eastside School beginning teasingport systems. The intent of this
study was to evaluate the current support systemsefginning teachers for their
effectiveness in achieving goals of successfulpypsuting beginning teacher by focusing
on peer mentoring, professional development, aidlmmration. Such an evaluation may
provide results that could explore the effectivengfsthe systems that are already in
place and enhance the current program for futuvecadeachers by effectively

supporting beginning teachers.



Evidence of the Problem from the Professional Liteature

It is important to evaluate beginning teacher suppystems because the results
of this evaluation can document the program’s ¢éffeness and examine its strengths
and opportunities for growth. The data may addallynbe used for program
enhancement and accountability. Without a prognaetific evaluation, administrators
will not be informed on what parts of their suppeystems for beginning teachers are
successful, and which aspects are in need of ingonewnt. The school may find difficulty
growing and producing successfully performing temshAccording to Villani (2001),
the evaluation process should be ongoing and shiocilade surveys that emphasize on
instructional needs of novice teachers.

Definitions

Teacher support systenfSupport systems are a continuum of guidance that
ranges from emotional supports to specific relg@blem supports that a beginning
teacher would need. For example, mentoring fromspenew teachers, professional
development/workshops and collaboration are justesavays to facilitate and
complement their learning process (Stansbury & Zemman, 2000).

Mentor teacherA mentor will plan, view their classroom pracs¢eonference,
and reflect on their teaching practices of begigrnieachers (New York City Department
of Education, 2011).

Veteran teacherVeteran teachers are holders of Provisional Cesatifis, teaching
experience 3 or more years (New York City Departnoéi=ducation, 2011).

Beginning teachemBeginning teachers are holders of the Initial aodditional
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Initial certificate in a public school district,aehing experience 1-3 years (New York
City Department of Education, 2011).
Significance

This evaluation could be useful to Eastside Schdatinistrators in terms of data
for improvement with regards to school. The evatmidentified discrepancies in the
systems for new teachers and set priorities fooacEastside School administrators will
have access to a core set of effective supporactaistics that could be built into any
future support system or program for new teachtettseasite school. The results of the
evaluation could also, be used by Eastside Scheatanteachers and coaches to
evaluate the types of support needed by all beggnt@achers and staff. This evaluation
could open a dialogue with their mentees to fataitunderstanding of specific and
unique needs. This evaluation could allow EastSicleool educators to understand what
is needed to help new teachers become effectivedesaand producers of effective
learners.

Eastside School administrators may share this atialulocally, within the
school district, to improve teacher support systeandeginning teachers or all teachers
in general. This evaluation could also be shared lecal universities and colleges,
specifically their teacher preparation programbBefp guide and train new teachers
before they even reach the classroom. This evaluatiay provide further research in the
fields of professional development in schools,eptth beginning teacher support and

evaluations of general programs in schools.



Guiding Research Questions

A formative, goal-based evaluation examined petsgeEscfrom beginning
teachers and experienced teachers. | examineddkeganents of the systems for
beginning teachers including the program’s goalsfigctively supporting beginning
teacher, focusing on peer mentoring, professioeatldpment, and collaboration. The
goals of effectively supporting beginning teacharthe school are to provide peer
mentoring, professional development, and collalbamatwith other teachers.

Below are guiding questions that directed this e&@bn project on the support systems
for beginning teachers:

1. To what extent are the support systems fomgg teachers and staff

being implemented?

2. What are the perceptions of beginning and eepeed teachers regarding
the effectiveness of new teacher support systems?

3. What are the strengths and weaknesses of pipodisystems for
beginning teachers and staff, specifically in acimg goals of effectively
supporting beginning teachers?

Examining these intermediate indicators of the paogin the evaluation report
(Appendix D) would allow administrators to assessties relative to sustainability and to
improve the structure and features of the schanlfgport systems towards greater overall
effectiveness of the support systems.. This mixethod evaluation combined
gualitative data from interviews with beginningdkars and experienced teachers (see

Appendices B and C) and quantitative data fromraesu(Appendix D). The goal was to



identify strengths and weaknesses and opportudiegrowth, ultimately identifying
ways to improve the support system.
Review of the Literature

The literature review is organized into six secsidimat summarize the literature
relevant to this evaluation. The first sectionnsexamination of Kegan’s (1982, 1994,
2000) constructive developmental theory, an adedetbpment theory that relates to
beginning teachers and how they learn from beipgasted through systems in a school
environment. The second section is a review ofrtiportance of effective support
systems for beginning teachers. The third secidodused on effective mentoring, one
of the three types of support systems given tortregg teachers at the school. The next
section is focused on effective professional dgualent. The following section focuses
on effective collaboration. The final section isexplanation of why an evaluation of
support systems for new teachers is important.

The sources for the review of literature were foundatabases at the Walden
University Library and include both peer-reviewedinals and professional journals.
Other sources were found using Google Scholar,whiovides access to professional
journals, articles and texts. Key words and/or pbsaused during the search included:
adult developmental theories, adult learning, candive developmental theory, teacher
supports, effective teacher support systems, rnestée supports, teacher guidance,
teacher mentors, effective teacher mentoring, efeteacher professional development,
and effective teacher collaboratiofiexts that addressed the different types of suppor

systems were also used in the review.



Theoretical Foundation

This program evaluation expands on an adult dewvedémt theory that relates to
beginning teachers and how they learn from beipgasrted through systems at in a
school environment. In Kegan’s (1982, 1994, 20@dstructive developmental theory,
the complexity of one’s thinking has the possipitt intensify over the course of one’s
life through five progressive stages. As a persbraaces, he or she will increasingly
exhibit a greater ability to make sense of the datla more complex stage. Constructive
development theory proposes growth throughout dife’span, which allows the ability
to comprehend themselves and their world basedioausndings. An individual can
progress from one stage to the next with increaabilify for making sense of the
increasing difficulties of one’s life. While pasgithrough stages people grow and
change over the course of their adult lives usih@s to support them. One can have a
more sophisticated understanding of learning basedr her experiences
(Kegan & Lahey, 2010). Kegan’s theory involves sfanming to different stages of
understanding on how to fit into one’s world, bgarleing new information to pass to the
next stage (Hasegawa, Hammerman, & Kegan 200Medsteachers settle into their
new surroundings, they may experience this devedopah movement by passing from
one stage to the next as they continually learfegsionally.

The constructive developmental theory promotes toderstanding and
attending to adults’ different ways of knowing eamable educators to build schools that

serve as rich and dynamic contexts that suppoit gchwth. This theory is a challenge
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for all teachers whether novice or expert in tiieid to support each other’s growth.
Drago-Severson (2011) explained that the constrerctevelopmental theory provides
administrators with information about how “diffetetevelopmental orientations require
different forms of support and challenge to maxemgzowth opportunities” (p. 87). In
relation to this evaluation, this theory may hetperienced teachers, leaders and other
colleagues find ways to become an effective meoittine beginning teachers.

This program evaluation also expands on a framewakis more specific to
teacher development. Dreyfus and Dreyfus (198@tecea model, which includes the
five stages of professional development. The motiskill acquisition has been very
influential in the world of education and teachevelopment (Andrews, 2007; Cooper,
2002; Eraut, 1994; Kinchin & Cabot, 2010). The ma&t®ws the professional growth of
an individual in a career as that individual paskesugh each stage from a novice to an
expert, e.g. teacher development. This particuladehfocuses on a professional
growing and passes to the next stage through eques (Kinchin & Cabot, 2010). The
stages of the model are novice, advanced begiooepetent, proficient and expert. As a
teacher, an individual begins as a novice thab¥adl rigid rules and procedures, but as
that teacher gains experience, they become antdkpéihas an intuitive grasp of
knowledge based on career demands.

Kegan'’s theory and the Dreyfus model both involy@@&essional to pass through
or transform from one stage or level to anothegaim knowledge about their profession
through experience. In relation to this evaluatimeginning teachers can successfully

pass through and transform from stage to stagenieg an experienced expert
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(Kinchin & Cabot, 2010). By participating in effést support systems, a novice teacher
can become an expert who is competent and profi¢iéltani, 2002). Both theories can
also help beginning teachers realize that utilizhmgsupport systems given by the school
will assist them in growing in the profession antl be on-going to leading them to
becoming successful educators (Chakraborty & Ferguz010). The two thoughts
discussed above was a catalyst to guide this et@huaroject.
Importance of Effective Support Systems

Some administrators and educational leaders haogmezed some of the
problems that beginning teachers face. They amgrezing that the novice teacher is
asked to do the same things that veteran teachteesked to do while transitioning from
student to teacher (Syed, 2008). During this tteorsprocess, new teachers do not yet
have the skill to accomplish all tasks asked offrttfEerguson & Johnson, 2010).
Sometimes, beginning teachers are left by themsebtssucceed or fail within the limits
of their classrooms (Johnson & Birkeland, 2003; faan et al., 2002). This type of
abandonment can cause early burnout for new tesmelnercan also lead to deteriorating
their pledge to stay in the profession, as theyuasble to deal with the pressures of
being a teacher (Gold, 1996; Kelley, 2004).

New teachers are still learners. A beginning teankeds support,
encouragement, and nurturing along with otherskalequip them for the classroom
(Warren, 2013). As Villani (2002) explained, begmmnteachers need a structured system
to support and guide their entry into the teaclprafession and it has moved from the

fringes of the policy landscape to the center (pA2rording to Lortie (1975),
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historically, the teaching profession has not Heedkind of structured systems and
initiation processes similar to many of the tramhal professions such as law and
medicine. In order for beginning teachers have adedheir profession with skill and
expertise; they need a series of support systemgite those (Ferguson & Johnson,
2010). New teachers need opportunities to collabaxith other teachers, be mentored
by expert teachers, participate in ongoing protessidevelopment with other
colleagues, and, analyze their own practice (Dgutilammond & Sclan, 1996; Huling-
Austin, 1992). In order for administrators to impedhe quality of new teachers there
should be an effective support system. ChakralaortyFerguson (2010) stated that to
attract, retain, and advance the professional droiveffective teachers, educational
leaders and teacher preparation institutions shonaohote for strategic and efficient
practices that deal with the need to create supeoghvironments for all teachers.
Effective Mentoring

Mentoring is one type of support system that theetuses to guide beginning
teachers. In a mentoring support system or prodhais effective and efficient, new
teachers get one-on-one training that can help gteape as a teacher. An effective
mentor allows beginning teachers to identify praiddahat hail from management and
instruction, guides beginning teachers throughyamabf student thinking and work,
provides detailed feedback, finds time to discusblems and questions, and models
good teaching (Danielson, 1999; Feiman-Nemser, 20@ihg & Odell, 2002). A
complex mentor holds multiple mentor roles. Mentaws only guide beginning teachers

to with socioemotional and socialization issueg,rust be knowledgeable in that
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beginning teachers content area. (Achinstein & Ba014) Effective mentors are a
critical part of an effective mentoring programsoipport system.

Mentoring beginning teachers can not only help teaehers, but also can create
a constant cycle of review for veteran teachersofding to Moir and Bloom (2003),
effective mentoring offers veteran teachers prodesd replenishment and contributes to
the retention of new teachers. Arnold-Rogers, Arragtd Harris (2008), found the
majority of mentors and mentees agreed that mermggdrelps new teachers deal with
professional goals and it also, offers positivedfigs for both the mentor and mentee.
Mentors shape and guide beginning teachers by sigalvem multiple strategies that
may make their classroom routines easier. An effechentoring program should
include mentors that communicate well, are orgahigbhare teaching philosophies, share
management strategies, and provide constructidbtask (Suk-Hyang et al., 2006).

Through their words and actions, mentors conveyotaces what it means to
teach and learn to teach in a particular conteat\(& & Feiman-Nemser, 2009). For
example, in an effective program a beginning teaoray learn the school community
norms, classroom strategies, and ways to adjugttients as well as multiple teaching
strategies, which may cause a beginning teachentain at a school for several years.
Kapadia et al. (2007) evaluated mentoring progrem@hicago public schools. They
found that beginning teachers who received effeatientoring confirmed that the
mentoring positively influenced their intentionsstiay at the same school.

Although there are opposing views on mentoring,ntiagority of researchers see

that an effective mentor program is important fewrteachers, schools, and students
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(Fletcher & Brundrett, 2005; Hargreaves & Fulla@0@; Portner, 2005). Mentors who
are equipped to coach new teachers through toughiakes help guide and influence
them to stay in the profession of teaching (McC&nlohannessen, 2008). Smith and
Ingersoll (2004) indicated that beginning teaclvens wereprovided with mentors from
the same grade and who patrticipated planning wiiterdeachers were less likely to
move to other schooddter theiffirst year of teaching. Jonson (2008) stated that
mentoring requires commitment to the program aedlentee, and this can be reached
when the mentor has a clear definition of the raled responsibilities asked of
themselves.
Effective Professional Development

Another support system for beginning teachersa$egsional development. In a
professional development program that is effectine efficient, new teachers are
receiving continual professional or staff developim@ll teachers should have continual
professional or staff development because it ctutesi continually learning for
beginning and veteran teachers.

We know a good deal about the characteristics efessful professional

development: It focuses on concrete classroom egipins of general ideas; it

exposes teachers to actual practice rather thdesariptions of practice; it

involves opportunities for observation, critiquadaeflection; it involves

opportunities for group support and collaboratiam it involves deliberate

evaluation and feedback by skilled practitionersvexpertise about good

teaching. But while we know a good deal about theracteristics of good
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professional development, we know a good dealdbssit how to organize
successful professional development so as to infei@ractice in large numbers
of schools and classrooms. (Elmore, 1997, p.2)

Knowing the characteristics of professional deveiept is crucial for a school, but
making sure that is organized and effective foteschers is vital also (EImore, 1997).
As teachers pass through the five constructive ldpugental stages and the five
professional development stages, professional dpuednt as a support system will
incessantly revitalize good teaching practices yiue & Dreyfus, 1986; Kegan, 1982).
Other professions such as law, medicine, and bssiakkrequire continual professional
development to rejuvenate and keep practitionet® aate in their fields (Hashem,
2007). Professional development is vital if begingnieachers are to respond efficiently
to the rapidly changing needs of students in otesas (Syed, 2008).

Effective professional development provides teazheth new practices that can
cause teachers to change to benefit their studéoterding to the findings of a study
conducted by Klein and Riordan (2009), a professidevelopment program is effective
when meetings are regularly scheduled, meetinggesared to teacher needs or school
needs, time is set aside to analyze student watkpeofessional developers provide
materials and handouts for future reference. Olagi@ns also provide feedback to new
teachers and also provide a guide for adminissdtocreate individual or group
professional development (Hill & Grossman, 2013)ththat knowledge in mind,
administrators provide novice teachers with ongdgagher development to ensure a

year of success.
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It is pertinent that new teachers are provided wgbful professional
development at the school site (Kardos & Johns8622 In New York City schools,
many newly hired teachers come from alternativéfaation programs. Many
alternative programs do not provide the rich teadeeelopment that would be
beneficial for a successful first year. In ordergémedy this problem, Kardos and
Johnson (2000) suggested that new teachers neethgmgofessional development in
order to feel confident and prepared to teach stisdaroperly. Schools that provide
professional development to both new teachers atetan teachers serve all teachers
well, therefore enabling teachers to serve alrtbeidents well (Kardos & Johnson,
2000).

Teacher development is essential in helping teaatwrtinue their education
while developing new practices or honing older otewman, Golian, and Hooker
(2005) explained that all teachers need continugart and professional development in
order to attend to the growing needs of diversdestupopulations. Unfortunately, as
Cole and Knowles (2000) suggested that professaealopment in some schools are
often directed to teachers by outsiders while the professional development of
collegial interaction, reflection, and creativig/being overlooked. This type of
professional development leaves many teachersfahé grocess of controlling their
own professional learning communities. Professideakelopment should be measured
for effectiveness with concrete research or evadnat Desimone (2009) explained that
there are avenues that administrators can takeder ¢o identify if the professional

development at the school is effective or not.ilt ke beneficial to evaluate professional
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development as a teacher support at the scho@ube@dministrators will be able to
better support new teachers and staff.

Effective Collaboration

The school also uses collaboration as an additsugport system. In a
collaboration system that is effective and effitierew teachers and veteran teachers
bring forth new knowledge and become leaders iim Hudool together. Researchers have
praised the benefits of teacher collaboration @aditsa positive path to teacher learning
(Butler, Novak Lauscher, Jarvis-Selinger, & Beckiam, 2004; Cochran-Smith & Lytle,
2009; Lohman, 2005). One type of collaboration letbéesharing’ is a commonly used
type of collaboration that allows teachers shartenads, ideas, and planning methods to
make teaching practices available to other teadhétke, 1990). Collaboration allows
teacher leaders in a school to share informatieedan experience with novice teachers.
Teachers can form teams or groups to observe #ledtrevays to increase student
learning and achievement. Fletcher and Brundré@%2explained that administrators
must allow their staff to help develop and pushrteehool to the next level by
delegating, responsibilities where everyone hasesopportunity to demonstrate
leadership and develop leadership skills. With ithed in mind, teachers can take charge
of certain tasks for the overall well-being of th&tudents and school community.

Collaboration can take many forms such as teanmtegcplanning, coaching,
mentoring relationships, and collaborative rese@éirftgrrenkohl, Kawasaki, & DeWater,
2010). While working in professional groups, begngnteachers are able to feel an

assurance that they are not only just taking doadtom a leader, but also contributing
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in creating new ideas to better teaching. Collatimmds a continuous swapping of
information between new and veteran teachers analdlibe seen as a “collaborative
enterprise, where a space for learning through at@xchange, dialogue, and constant
challenge is created” (Musanti & Pence, 2010, p.8%e process of working together in
a group or grade gives new teachers a chanceltaddfethey are learning with a group
of other learners.

The model of collaboration has been studied andshagn that collaboration can
improve schools, guide new teachers, and prometgrbwth of teacher leaders. The
Center for Teaching Quality (CTQ), in partnershighvthe Teachers Network
Collaboration reported that collaboration amondeagues promotes effectual teaching,
improves results for the students, and the refaioficient teachers in some schools
(Berry, Daughtrey, Wieder, & Center for Teachin@02). Kardos (2003) suggested
schools that invite teachers to share in respdit@bifor the school and its students
show new teachers that the environment is conduoicellectively striving towards
success for everyone that is involved at the schaa (2010) suggested that by
designing these opportunities for beginning teaxhead experienced teachers, both types
of teachers collaboratively share, plan, createleach from each other.

Importance of Program Evaluations

Evaluations of educational programs have changgufiantly over the past 50
years. Title | of the Elementary and Secondary Btian Act (ESEA) of 1965
implemented a mandate for evaluation (McLaughl8V,3). According to McLaughlin

(1975), the evaluation requirement was stated aueé ghe state and local school systems
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room for interpretation and judgment on how to iempént it. As a result, there were a
number of various points of view regarding the @sgs of the evaluation requirement.
Although there were several viewpoints about euadaa, there was an agreement that
evaluations would produce unbiased and reliablertepghat would be used as the
foundation of improvement. In recent years educatfi@valuation requirements and
guidelines strengthened and changed. Over 50 {agars guidelines and requirements of
evaluations of teacher quality and accountabilieystated in No Child Left Behind
(2001). Conducting an evaluation on beginning teashpport systems is imperative
because of high-stakes accountability generatetidoidCLB. NCLB impacts on school
reform by demanding schools to use research-basgdations to establish the
effectiveness of their programs (Overbay et al0&®Rudd & Johnson, 2008; Slavin,
2008).

Developers of teacher mentor programs are aimingvaluations that explore
beyond the reactions of the participants and examwimat they have learned and how
they are applying that information since partidipgtn the program (Portner, 2005). In
order for the proper types of support systems &w teachers to be supplied to staff,
administrators can research and review data aheirtteachers’ needs. Platt (2000)
explained school leaders should use several soafakga to find out if a school is in
need of improvement or are the support systemsea of improvement. Administrators
can use surveys, questionnaires, question and assggons, and results from team
meetings, observations, and discussions with tedehders and coaches, to evaluate the

effectiveness of the support systems for new teadbeessed on their needs. After
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administrators have reviewed data and focusedebdsof improvement, then realistic,
attainable goals and strategies can be createt, (Z3Q0). Dufour (2009) explained that
if principals want their schools to be seen asaotiffe, they must show evidence of their
success. Evaluations of certain systems in a sad@oostreamline its resources to focus
on “what works” for program participants and impecwutcomes. Ultimately, this
process would help teachers grow professionally.

Summary of Literature Review

After examining the literature, it can be seert thare are many views on what is
considered effective mentoring, professional dgwalent, and collaboration. Most views
explain that beginning teachers need effective stgystems to help guide them into
becoming high performing teacher. The literature dlao shown that evaluations can
help to identify if support systems are workingaoe in need of improvements.

Beginning teachers are entering schools dailyaaadn need of the proper
supports. By providing quality support systems pedodically evaluating their
practices, school administrators will reach thel gbaaising teacher performance. Based
on research, novice teachers have more confidenbeir classroom when they are well
supported in all areas. Evaluations are importanabse they provide researched data
and provide a vehicle for improvement on the proglavel and the teacher level.

Implications

This study will allow administrators at the schtmbnalyze the results from the

evaluation of their current support systems for neachers. After the results are

analyzed, then the administrators at the schodlbeibble to improve the weaker areas
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of the school’s support systems for beginning teexBy focusing on data, the
administrators of Eastside School will be ableremate modified and improved supports
for beginning teachers focusing on peer mentopngfessional development, and
collaboration. With the evaluation of the schoaligport systems, improvements can be
made, strengths can be recognized and new teaddretsansition into classrooms easier
and the goal of effectively supporting beginningdeers may be reached.

The evaluation may be able to bring awarenessat@thool and supporters of the
school. For example, Eastside School is partnerddanocal college that has a teacher
preparation program/student teaching service. Safrttee findings from the evaluation
may be shared with the college in order to bettepg@re student teachers graduating.
This evaluation project also added to the reseancivaluating new teacher support
systems and may act as a model for other schoadd!i&tion processes in the district or
city.

Summary

Effective support systems are important for theheess, students, and the school.
An effective support system or program may improge teacher performance by
focusing on peer mentoring, professional develogard collaboration. Currently, the
administrators at the school have not conductextradl evaluation of new teacher
supports. By evaluating the effectiveness of exisiupport systems for beginning
teachers at this inner city, high-poverty schaak hoped that the school will be able to

improve the support systems for beginning teachéngsh may improve their
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performance and retain them. The evaluation okth®ol’s teacher supports showed

evidence of the perceptions of new teachers osubpports for its effectiveness.
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Section 2: The Methodology
Introduction

The support systems peer mentoring, professionadldement, and collaboration
for beginning teachers were evaluated at a smiaticdan New York City. The
formative, goals-based program evaluation examihegberspectives from beginning
teachers and experienced teachers, by exposirgffdativeness of key components of
the systems. It focused on achieving the prograatsgaf effectively supporting
beginning teachers and staff, peer mentoring, psid@al development, and
collaboration. The guiding questions that drove thaluation project on the support
systems for beginning teachers at the school ai@laws.

1. To what extent are the support systems fomoggg teachers and staff

being implemented?

2. What are the perceptions of beginning and eepeed teachers regarding
the effectiveness of new teacher support systems?

3. What are the strengths and weaknesses of pipodisystems for
beginning teachers and staff, specifically in acimg goals of effectively
supporting beginning teachers?

This evaluation was a mixed method, using bothitpusle and quantitative
components. The majority of the study was qualieatbut the quantitative component
added value and strength to the study. The findimg®e supported, by using a
triangulating quantitative data from teacher susvand qualitative data from teacher

interviews. All participants who agreed to partat completed an anonymous survey



24
regarding their perspectives of the support systenesngths and weaknesses. Data from
teacher surveys and teacher interviews were cetleanhd analyzed concurrently. The
data were triangulated in order to generate asefiéndings. These findings lead to
recommendations for school leaders to use in dodenprove the support systems for
new teachers at the school.

Evaluation Model

For the purposes of this goal based program evatydirkpatrick’s Four Levels
of Evaluation Model was selected as a guide. kid creating the evaluation survey
and interview questions (Appendices B, C, and Dhwome modifications. Kirkpatrick
(2006) created a four-step approach or four lezpfgoach to evaluations. Level 1 is
Reaction. This level measures how the participhat® reacted to the program they have
participated in. At this level, the participantsrgaeted a survey based on the support
systems given to beginning teachers at the schewkl 2 is Learning, this level
measures what the participants have learned fremrbgram. At this level, the
participants identified what they have learnedhieiiviews. Level 3 is Behavior. This
level focuses on the extent the trainee’s job bemdas changed as a result of the
training. At this level, the participants focusadtbe quality of beginning teachers based
on the support systems during surveys and intesziéevel 4 is Results. The final level
and measures whether the application of trainiragigeving results. Results were
analyzed by reviewing the survey and interview tjoas based on the perceptions of

quality support systems at the school.
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Results

Behavior

Learning

Reaction

Figure 1.Kirkpatrick’s Levels of Evaluatic

Many evaluation authorities agd that mixedmethods are a more accounte
approach than just one approach alone, espeaigtiyogram evaluations (Carace
2006; Creswell, 2007; Green, 2007; Patton, 200Bhoigh there are several functic
of a mixedmethods approach, for the pose of ths evaluation, triangulatic increased
thevalidity and also complement results from quantieaand qualitative datiCreswell
and PlandZlark (2007) explained triangulati.

Triangulation refers to the designed use of mudtipkthods, with osetting or

counteracting biases, in investigations of the saheomenon in order:

strengthen the validity of inquiry results. Thee@remise of triangulation as
design strategy is that all methods have inheriaisels and limitations, so use
only one method to assess a given phenomenon wilitaiey yield biased an
limited results. However, when two or more meththig have offsetting bias:

are used to assess a given phenomenon, and this tddhese methods corrge
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or corroborate one another, then the validity guiny findings is enhanced.
(p.123)

Triangulating data could produce insights thathegiquantitative nor qualitative
approaches could generate on its own (Rao & Wok|c2@03). Rao and Woolcock
(2003) explained that using a quantitative appradche will provide stakeholders with
numerical data on their program, and allows geret@bns to be made about the
program. Using a qualitative approach alone to anmgevaluations will provide
stakeholders with more detailed, personal perceptased experiences of participants
in the program. The evaluation explored the supgpgstems for new teachers to discover
the participants’ perceptions of the systems bgaibioth qualitative data from interviews
and quantitative descriptive survey data.

The program evaluation was based on Kirkpatrickig fevels of evaluation
model (Kirkpatrick, 2001). This formative evaluatiowas based on the effectiveness of
three support systems the school uses to guiddesshers: (a) peer mentoring, (b)
professional development, and (c) collaboratiorseBlzon the data from teacher surveys
and teacher interviews, a concurrent triangulasitoategy used to assess the effectiveness
of the support systems. By using a concurrent claitaction method, | was able to report
the findings to administrators, for planning andggible modifications to the systems.

Setting and Sample

The study took place at a small, urban elementrgda in the northeast. The

school houses 50 faculty members and about 30@stsidT he procedure for gaining

access to the participants was convenient becaarseal member of the school’s faculty.
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The school’s principal or gatekeeper agreed tonallos study to take place at the site
and allowed full access to any faculty members adp@ed to participate in my study. At
the site, | conducted data collection by administea survey and interviews. The
entities of interest for this evaluation were teashwho have participated as mentors or
mentees in the school’s support systems for beggnt@achers, along with other veteran
teachers and faculty.

The school’s current support systems for new teadciie informal and include
mentoring, professional development and collabonaff hese support systems help to
guide beginning teachers through their first fe\argeof teaching. The school presently
has about 13 beginning teachers working in classsomom pre-kindergarten to fifth
grade, out of a population of 50 teachers in ctamsis from pre-kindergarten to fifth
grade. The school has three mentors/professional@egers that help to guide beginning
teachers into their careers at the school. Begintaachers are encouraged to participate
in mentoring with peers and coaches, professiogatidpment and collaboration with
colleagues on the grade. Other participants fosthdy were veteran teachers that also
act as professional developers that participatbarschool’s support systems for new
teachers. Veteran teachers also act as mentofesgianal development leaders and
grade facilitators. | invited all teachers and facto be participants by e-mailing out a
survey, and only those who volunteer to return thelnparticipate. Administrators were
excluded from participating in the evaluation. Aeaearcher, | was also excluded from

participating.
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Although there are many different types of teacheysking at the school, only
teachers who have previously participated or areeatly participating in the support
systems were invited for interviews. Teachers rdngelass grade levels, and years of
teaching. Ten teachers were invited for intervieased upon specified criteria to ensure
at least two participants are signified from eagetof teacher relevant for this
evaluation: veteran/mentor teacher, beginning eaahd transfer teacher. | collected
and analyzed data concurrently by completing theviang timeline: First, | e-mailed an
introductory invitation letter about the anonymaeusvey to beginning and veteran
teachers that participate in any of the suppottiesys for new teachers, to generate
participant perspectives of the strengths and wesdas of the school’s support systems.
Next, | began interviewing veteran teachers whaaanentors and professional
developers as well as beginning teachers that teaohing for 1-3 years. Then |
triangulated data from the collection to formulatelings and recommendations for local
school use. The results of the evaluation weregntes to school leaders.
Quantitative Context and Concurrent Strategy Data @llection

The purpose of this evaluation (see Appendix C) twasxplore the perceptions of
the program by its participants, the effectiverdfshe components of the support
systems, and to determine if the program was ega#ictive. The survey was Internet-
based, which is believed to be to be faster, eaamel more efficient to conduct than
more traditional methods by means of phone or behuse it is done electronically

(Schonlau, Fricker, & Elliott, 2002). Survey Monkenas used for the development of an
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online survey and destination of collected datav&uMonkey, an online survey web
site, provides a Uniform Resource Locator (URL)tfoe survey.

| decided to use an anonymous survey to colleahtipative data. By using an
anonymous survey design, | gained a greater urahelisty of the participant’s
perceptions of systems effectiveness. Anonymityeslithe subjects to give responses
with higher accuracy (Durant et al., 2002). An ayranus survey also allowed the
participants to generate honest answers aboutfipost systems for beginning teachers.
Respondents were assigned a random number betweend fifty to preserve the
anonymity of the participants. The first page & 8urvey Monkey survey provided the
full consent form to participants. Included in thevey was a statement that verified that
the completion of the survey indicates the paréioifs consent.

A survey instrument was modified and designed tecbdata for this evaluation
based on a similar study (Martin, Andrew, & Gilh@®09). Because some of the same
items were used for this survey, permission wastgchfrom the authors. The instrument
was a web, self-administered survey that is crestiemal. Section 1 allowed the
respondent to provide background information, sachumber of teaching years and
grade position. Section 2 required the respondecdmplete a checklist of occurrences
of beginning teacher support systems. SectiontBeofurvey required the respondent to
review the beginning teacher support systems astidw the extent to which they agree
if the supports are effective on a Likert-formadlecfromstrongly agredo strongly
disagree Section 4 allowed the respondents to explainprodide any comments or

experiences they have had with the supports systech$o list up to four support
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systems that show are effective, not effective, amglsuggestions to better beginning
teacher supports.

A pilot study was conducted to ensure contenthitgli Five teachers at a school
located in the same building were asked to piletsiarvey. All pilot participants were
assured that the survey data would be anonymoaspgied after my review, and would
not be included in the final data analysis to prbparticipant rights. The pilot allowed
me to notice any adjustments or modifications Widitneed to be made to the survey
based on content and appropriate readability. Niasgdents or modifications were
made.

Data collection for the quantitative section todkge at the Eastside School, in
the library. After a faculty meeting, | briefly elgined the purpose of the survey. | was
clear in explaining that the individuals could vatarily take the survey once the
introductory letter (Appendix D) was been e-maitledhem. 50 participants received an
introductory letter via e-mail explaining the pusgoof the survey; it provided
participants consent to publish findings, as weltree completion date for the survey via
the web-based survey software, Survey Monkey. Tagram allowed for the tracking of
respondents and for follow-up reminders to thosemspondents. Two weeks following
the initial request for participation, a remindettér to complete the survey was e-mailed
to the faculty population. Each of the 33 partiatsawvas sent a confirmation that
acknowledged their information was received anakkd them for participating in the

study. Two weeks later, survey collection endedrarer to commence analysis.
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Qualitative Context and Concurrent Strategy Data Cdlection

As an interviewer, | explained to each participémat participants would not be
rewarded or punished based on the answers to tsiguos. It was also explained to the
interviewee that confidentiality would be ensurgdch teacher volunteered to participate
in the interviews. Teacher interviews elicited tearcperceptions of the effectiveness of
the school’s beginning teacher and staff suppatesys. The interviews included a total
of ten participants. The participants includedtesvs of mentor teachers, transfer
teachers, as well as beginning teachers that laanght for 1-3 years. Interviews were
conducted with selected teachers and two diffegaestion guides were used
(Appendices B & C).

The data collection for the qualitative sectionki@tace at the Eastside School,
inside my classroom after school. The intervievesdd between 20 to 40 minutes each.
A tape recorder was used as a form of recordingldéit@. The participants were informed
that all of their responses would be confidentigbtit participants at ease while
respecting their privacy (Fitzpatrick et al., 2008he interviews were conducted by
following an interview guide (Appendices B & C). & mterview guide also kept
interviews focused and geared to a successfulatmteof data from all participants. The
10 participants were asked to give information dloeir experiences while participating
in the support systems for beginning teachers taftl $he interview and follow up

guestions were focused on the support systemsteBpenses to questions provided
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insight on the effectiveness of the support systatnengths and weaknesses, and
suggestions for improvements from the interviewee.

Role of Researcher

For this evaluation, | interviewed and analyzedcdsised on the surveys and
experiences of the participating teachers in theasks current support systems. | am
currently a classroom teacher and an informal nr@ntaovice teachers at the site.
Suvedi and Morford (2003) suggested that basethi®type of the evaluation and nature
of the evaluation questions to be answered; theiattan can be conducted internally
with existing staff members. | designed this evaumand acted as collector of all data
on site with the help of a field notebook that @améd reflective and descriptive notes to
accompany data that are audio recorded. | alsyzsthkurveys, interviews, and
gathered findings and recommendations for locabskchse.

Because of my role at the school, | was not supadr critical during any parts
of my research. To protect the validity in datdetion and analysis all data were
triangulated and member checked. Because of profedsand personal relationships
with some participants, | used the same intervieestjons with every participant. |
assured my professional role, as the researchealttshared information will strictly
serve for this evaluation. As researcher, | ho&rdsponsibility of remaining impartial
and reporting findings honestly.

Data Analysis and Validation Procedures
All survey and interview data were collected,amiged, and prepared for analysis

(Creswell, 2003). Data from teacher surveys wesdyaed to determine teacher
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perceptions of the effectiveness of beginning teashpport systems. | designed to target
the specific indicators of the evaluation from whfcequency statistics was used to
determine how teachers perceived beginning teathmort system components.
Frequency statistics revealed the number and ptiopasf teacher responses to each
guestion. All survey data were recorded into SuMeykey. | analyzed the open-ended
guestions from the survey by reading the respotasieientify themes. Next, codes were
assigned to each theme. The codes were then tad@atsurvey responses.

Weft QDA software were used to assist in the amalyktextual data such as
interview transcripts. Each line of text from teachterviews was coded via the code
tree. Hatch (2002) explained coding allows, “orgarg and interrogating data in ways
that allow researchers to see patterns, identéyntks, discover relationships, develop
explanations, make interpretations, mount critiqoegenerate theories” (p. 148).
Interview transcripts and other information werdesed chronologically (Bogdan &
Biklin, 1998). Initial coding was conducted by diag category codes and noting
relationships noticed, along with keywords thapoegients used numerously. Focused
coding was conducted to remove and join codinggoates to look for repeating ideas
and larger themes that connect codes. The listeasloped with coding categories,
abbreviations and description. Once coding is cetepthe data were examined for
patterns relative to the project goals as a mehasswering the guiding questions for
the formative evaluation. Once the data were tramsd and coded, surveys and
interview data were then merged to triangulateifigsl.

| merged teacher surveys and interviews to géaémangulated findings.
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During data transformation, each frequency statisds examined and generalized.
Generalizations were labeled as either strengtlasea for improvement. This process
continued for all survey statistics. With the syrdata transformed into qualitative data,
the next step in data analysis was data trianguatising Weft QDA software, single-
code searches will be conducted. | linked codesdremgths, improvements, and
suggestions. Data were copied onto a spreadsheéetrganized to generate patterns for
findings. Comments were added, and the spreadslasebe used to during the finding
stage.

Several steps were taken to ensure the validithetvaluation survey
instrument. University experts reviewed and moditiee survey. Content validity of the
survey questions was based on couple of factors.f@ror was the administrators’ goals
in providing peer mentoring, professional developtmand collaboration to support
beginning teachers. Another factor was that theesuwas modified based on a similar
study (Martin, Andrew, & Gilbert, 2009). Member cheng was used to assure validity
in interview data. Member checking involves confimmthe research findings by seeking
feedback from the research participants so theyesfy accuracy and reliability of the
findings (Creswell & Miller, 2000; Padgett, 2008uring the interviews, | restated or
summarized information and then asked the paritifzadetermine accuracy. After the
completion of interviews participants were askedetgew their own individual
statements to confirm the context of their states)jeand if the statements are not

accurate, each participant had the option to mat#yr response.
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Protection of Participant Rights

To protect the participants’ rights, | sought tippval of the University Review
Board. | also provided the gatekeeper with an dettgr and the participants with a
written and electronic consent form. In the condenh, the participants understood the
purpose of the evaluation and the procedures. dhsemt form stated that information
about participants would be only used for the stddhe participants were informed that
the data collected from the interviews would helfmiprove and monitor for the
effectiveness of the school’s current support systéor new teachers. By informing the
interviewees of this information, they were oped &onest with their answers. | also
informed the interviewees that by masking theinides, | would protect the
confidentiality their responses. Participants wassigned a specific number so that |
could organize responses and the participants cilildhaintain their anonymity. The
participants were aware that they could withdraawfparticipating at any time.
Throughout the evaluation, all interview and suruggterials were available for
individual participants to review their own respessParticipants were aware that there
are no right or wrong answers and that there wbaldo punishments or consequences
given to them based on their answers. They wereadlke to ask any questions that they
had about the process at any time.

Delimitations and Limitations

The program evaluation was delimited by the gedgcapb location or setting of

the project. The program was only designed to emarane particular school at this one

particular time. The program evaluation survey waly given to all teachers, but not to
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administration. The interviews were conducted wittmall sample of participants. The
small sample could affect the generalizabilitylod project for the district and state.

The evaluation was limited because participatios puarely voluntary. The limit
on the number of participants may arise, whichlmaa problem because a small number
of participants may lead to a limited amount ofad&very effort was made to get enough
participants to volunteer. Another possible limdatcould be that participants did not
give the answers that might put them in a diffiqdsition. Although they are protected,
some participants may still find it better to kes#lent or answer untruthfully. In addition,
because | am a teacher and informal mentor atcth@og it is recognized that having a
shared experience with the participants could atfexanalysis of the research findings.
As a result, | hold the responsibility of remainingpartial and reporting findings
honestly.

Findings

Survey and interview data were analyzed after ¥alg the procedures described
in the data collections and analysis sections. Qu@asine surveys were distributed and
results were collected by email in electric forrtmbugh the Survey Monkey website,

www.surveymonkey.corrSurvey Monkey's web-based survey software tracked

analyzed respondent’s results. Frequency statistassgenerated to determine the

perceptions of teachers about beginning teachgrastipystems at the school. Qualitative

interviews were scheduled with volunteer mentoteran and beginning teachers.
Concurrently, interviews were conducted; data veeganized and, transcribed.

Interview data was also coded to identify themesragrinterview results. Then, survey
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and interview results were triangulated to find coom themes to help answer the
guiding questions.

Quantitative Findings

The following section provides a quantitative as&\of the data obtained. The
program evaluation aims at exploring the schoaljgp®rt systems for new teachers by
evaluating the program’s effectiveness and ideimigfynethods for improvement. All the
guantitative survey data were collected and andlyseng the Survey Monkey program.
Quantitative Findings Regarding Teaching Background

The first step in conducting the survey was to iifgackground information of
the participants. The participants gave informatibout their teaching experience in
terms of years and grade levels. It was impor@andéntify the background information
of the participants to establish the rate of chaargkextent of support systems for
beginning and veteran teachers.

According to Table 1, the highest number of resjposltaught for approximately
four to six years. A little over a third of the pemdents have taught nine years or more.
Interestingly, this shows that there are a largalmer of teachers who have just crossed
the threshold from being considered a beginninghteiato becoming a more experienced
teacher and have encountered several support s/ftem the school. It also shows that
there are a large number of teachers who have téoigmany years, are experienced and
are considered veteran teachers. This table atsasstihat less than a third of the teachers

had worked at the school for three years or less.
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Table 1.

Years Taught at Eastside School

Years Taught Response Rate Response
(n=33) Percentage

1 3 9.1%

2 4 12.1%
3 2 6.1%

4-6 11 33.3%
7-8 6 18.2%
9 or more 7 21.2%

The survey results revealed the number of yetgacher taught at Eastside
School and in their teaching careers. Slightly nibea 40% of respondents had taught
for more than three years and had worked at theosdbr their entire career. About 30%
of respondents had taught for over three yearsvbut new to this school due to transfers
from other schools. About 30% of respondents weke to the school and new to
teaching. The majority of the participants were newhe school, the program and its
support systems.

The background of the respondents also includedtade level at which they
taught. Over 60% reported that they taught Gradess3 about 20% reported teaching in
grades one and two and 20% reported teaching stipoel or kindergarten. The majority
of respondents taught the older students and therityaof those respondents were

veteran teachers.
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Mentoring

The participants identified the extent of mentorasga support system at the
school. About one-third of the respondents had oredta new teacher; whereas a little
over two-thirds had never taken part in mentoringeecher. The data show, that most of
the teachers were new and had not been involvpdenmentoring. One-third of the
mentoring teachers worked with more than one naehter and the reasons for this are
unclear.

It was also important to establish whether respatglhad been mentored while
teaching at the school. AlImost 40% of the teachax® had a mentor teacher or had a
mentor in the past while teaching at the schoele IBif the 12 teachers who responded
having a mentor were beginning teachers. Theraiagbeginning teachers currently
working at the school. The data display that tiveeee few beginning teachers who
actual had a mentor. Seventy-five percent of thehters surveyed indicated that they had
not had a mentor at the school. Peer mentoringrseaof the foundations of the school’s
support system, and according to the data not reachers have had experience with
this support, but the majority of the 9 beginniagahers have experienced this support.
The reasons why the other four beginning teachdraat experience mentoring are
unknown.

The survey results also show whether the partitipad or had not personally
experienced certain components of mentoring (se&Ts. More than half of the
respondents claimed that they had not had persxp&irience actively meeting at least

three times in a week with a mentor. Although sathe respondents had mentors,
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many were not able to spend a lot of time withrthentor. The lack of available time
for meeting with their mentors may be contributinghe small percentage of mentors on
the staff.

When a mentor and beginning teachers meet, thegsel to talk about student
work, curriculum, behavior management strategiesa@assroom environmenibout
46% of beginning teachers claimed that they hachadtpersonal experience in this area.
Even though about 46% of the beginning teachenstdipge time with their mentors, it is
likely their collaboration helped them to acquirelledge in many required areas. More
than half of beginning teachers indicated that met®@achers provided useful feedback
to beginning teachers. The data show that althdligie was likely insufficient time
spent with mentors.
Table 2

Participation in Mentoring Activities

Mentor Support Response Teachers New Veteran
Count Experienced  Teacher  Teacher
(n=33) Support (n=9) (n=24)
Participated an orientation 12 38.7% 1 11
Had an assigned mentor 12 38.7% 5 7
Participated as a mentor 10 32.3% 0 10
Met with mentor weekly 11 37.9% 3 8
Mentor related important matters 13 46.4% 2 11
Received feedback from mentor 17 58.6% 5 12

The survey also indicated what teachers thoughteffastive about mentoring as

a support system. Over 60% of all teachers fettrttentor teacher and new teacher
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meetings are effective. About half of the totap@sdents felt that the guidelines and
resources provided to beginning teachers from nméeé&zhers concerning student work,
analysis of school curriculum, behavior managemstiategies, and classroom
environment strategies were effective, which ineloder half of the beginning teachers.
The data show that the majority of the staff thdught new teachers were benefiting
from the mentor resources. About 65% of the taapondents felt that partnerships
between mentor teachers and beginning teachdnsatchool were effective. It appears
that mentoring is somewhat effective support sysaethe school, but could benefit from
some improvements because not all of the begineiachers are experiencing the
support.

Collaboration

Both beginning and veteran teachers identifiedetttent of collaboration as a
support system at the school. In order to iderthiyextent of time available for staff to
interact and plan with other teachers, the surg&g@ how much time teachers were
officially allocated by their schools to plan arallaborate with other teachers, and
provided four options. About 45% (4 of whom wergibaing teachers) reported that
being allocated between 1 and 2 hours per weekit&396 reported that the time was
between 3 and 4 hours, and about 21% reported bet@and 6 hours. Teachers with
more time allocated than 6 hours may be availali@ifofessional development roles as

well.
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Table 3

Time Allocated for Planning

Hours Per Week Response Count Response
(n=33) Percentage
1-2 hours 15 45.45%
3-4 hours 11 33.33%
5-6 hours 7 21.21%

In reviewing the results, 79% of the total respanigéad experienced
collaborating with veteran and beginning teachershiare ideas about analysis of student
work, school curriculum, behavior management sgiate and classroom environment
strategies. Six out of the nine who experiencesl sbpport were beginning teachers. It is
interesting to note that a large number of respotsdgained information and knowledge
from each other while collaborating, which includssbinning teachers and veteran
teachers. 70% of the total respondents claimedihédypersonal experience observing
veteran teachers and being observed by veteranaesa©f the nine beginning teachers
at the school only five reported that they had olesi or had been observed another
teacher. The results indicate a lack of consisté@msypport systems across the staff as a
whole, and specifically among beginning teacheth@school. About 20% of the
respondents claimed that they had beneficial patsperiences with collaborating
about classroom procedures with veteran teache@I\all teachers surveyed indicated
that they had reviewed and discussed publicatindg@sources provided by the school.

The results show that beginning and veteran teadwtiaborated in large and small
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groups to view printed information pertaining ta¢hing more often than they spent in

reviewing personal classroom teaching techniques.

Table 4

Experience With Collaboration

Collaboration Support Response Count Teachers that New Veteran
(Collab) (n=33) Experienced Teacher Teacher
Support (n=9) (n=24)

Collab/Co-planning time 21 70.0% 6 15
Collab/ Important matters 23 79.3% 6 17
Collab/Observation 21 70.0% 5 16
Collab/Feedback 21 70.0% 5 16
Collab/Materials 15 50.0% 3 12

The survey responses above provided some indighit &eachers’ views of
collaboration as a means of support. Other data fre survey showed that fewer than
half of the teachers felt that planning time pr@ddor collaborating between
experienced teachers and beginning teachers wgsiaee Over half of the teachers felt
that special publications (handbooks, guides, lesdoandouts, other materials) provided
to collaborating teachers, and beginning teachers wffective. Approximately 40% of
teachers felt that observing fellow collaboratiegdhers execute lessons as professional

development was effective.
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Professional Development

The participants identified the extent of professiacdevelopment as a support
system at the school. The survey also consideeextent and significance of
professional development instruction for the pugposenhancing effectiveness and
proficiency of teachers especially the new one® miajority (85%) of beginning
teachers indicated that they were allocated 1how2s a week. Only two first-year
teachers received between 4 and 6 hours of professievelopment per week. Twelve
participants did not appear in any of the categdoecause some teachers are cluster or
elective teachers and do not receive professiamatldpment. Also, some teachers were
allocated either more than 6 hours or less thaout im a week. Some teachers had less
or more time based on their years of experienad ofimers were unsure of the amount of
time or did not receive time at all. Survey resulticated that the majority of the
respondents had been allocated time for profesisitavelopment, but the majority of
teachers only received between 1 and 2 hours ééssimnal development a week.

Approximately 53% felt that they received professibbdevelopment based on
their needs. Six respondents were beginning teackeven respondents who had taught

for 4-6 years, and eight respondents who had tdogintore than 7 years.
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Table 5

Experience with Professional Development

Professional Development Response Teachers Who New Veteran

Support (PD) Count Experienced Teacher Teacher

(n=33) Support (n=9) (n=24)
Received PD 21 70.0% 6 15
Predetermined PD 13 46.4% 3 10
PD Based on Needs 15 53.6% 3 12
School Based PD 19 65.5% 5 14
Outside PD 20 66.7% 7 13

Nearly two-thirds of the total respondents felttttee professional development
provided for teachers was effective. Approximatehee-quarters of the total
respondents indicated that professional developemmucted by other teachers
employed at the school was effective. About 80%heftotal respondents felt that the
professional development conducted by professianaiside of the school was effective.
Overall Rating of Support Systems and Strengths anélVeaknesses

The quality of the support that beginning teacla&s staff were receiving at
school was evaluated, by looking at the overaihgaadnd the strengths and weaknesses
of the teacher support systems. The survey provateapportunity for the respondents to
rate the systems and to identify the strengthswaraknesses of the specific supports.
The survey asked respondents to rate the strategieslicating if the support systems

werevery weakweak adequateand very strong.
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Teacher Overall Rating of Support Systems
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Rating Response Teachers Who New Teacher Veteran

Count Experienced Support (n=9) Teacher

(n=33) (n=24)
Very weak 0 0.0% 0 0
Weak 11 36.67% 4 7
Adequate 18 60.00% 4 14
Very strong 2 6.67% 1 1

Even though 60% of the respondents indicated teat fielt the supports were

adequate, there was sufficient evidence to suggest for improvement. The results

also show a discrepancy in the perceptions ofédepandents. The majority of veteran

teachers felt the supports were adequate whilerfeess teachers perceived the supports

as adequate. This phenomenon is also discussegih oh the qualitative section.

Strengths and Weaknesses

The respondents completed an open-ended sectitme stirvey. Thirty-three

respondents completed the survey and identifieshgths and weaknesses about the

support systems for teachers at the school. Tablisplays what the respondents noted as

the most commonly identified weaknesses. For exantpé most significant findings of

weaknesses were lack of consistency of supportsaaikdf time. Table 8 displays what

the respondents noted as the most commonly idedttirengths. The most significant

findings of strengths were helpful school commuuaityl positive collaboration.



Table 7

Most Commonly Identified Weaknesses

Identified Weakness

Number of Teachers
(n=33)

Lack of Time

Lack of Consistency

Beginning Teacher Necessities
Mentoring

Engaging Professional Development
Administration Communication
Insufficient Resources

None Listed

Meaningful Collaboration

Knowledge of Curriculum

N W b~ U0 1 O OO O NN

Table 8

Most Commonly Identified Strength

Identified Strength

Number of Teachers

(n=33)
Helpful School Community 15
Positive Collaboration 13
Sharing of Materials 11

Support from other Teachers
None listed

Effective Mentoring
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Respondents’ Suggestions

Survey respondents had the opportunity to list estigns to improve the teacher
support systems at the school. The suggestiordisgessed in the qualitative section
along with the suggestions from the interview ggpants.
Qualitative Findings

The following section provides a qualitative anays the data obtained through
the interviews of 10 teachers. The interviews idellithe perceptions of three veteran
teachers who acted as mentors/professional devs|dper beginning teachers who had
taught for 1-3 years. The interviews also inclutteglperceptions of two transfer/veteran
who had been teaching for more than three yeatsyéne new to Eastside School, and
one veteran teacher who had taught for more thae tyears and had only taught at the
Eastside School.

There were six areas that emerged from the datgsasarhere were themes that

derived from each area (Table 9)
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Table 9
Themes
Frame of Analysis Categories Theme
Extent of Support Types of support Mentoring the Life Savoir
systems received Useful Informal Collaboration
Irrelevant Professional Development
Increase Supports for Everyone
Effectiveness of Quality of Teaching Planning to be Effective Teachers
Supports Effective Classroom Management
Evaluations Uninformative Observations
Reaching Student Goals
Support Strengths School Culture A Comforting School Community
Support weaknesses  Roles Multiple Roles for Teachers
Minimal support Inconsistent Support

New Supports for Teachers

Types of Support Systems Received

Types of support systems emerged from the datalaoed that teachers
expressed the amount and what types of suppodragsteceived. The implementation of
support systems for beginning teachers and staffpgeceived as limited across the three
different teacher types that were interviewed. Retu references to the different kinds
of supports by the participant’s mentors showeddse mentoring as a life savior; useful
informal collaboration; irrelevant professional éeapment; and limited supports.

Mentoring the Life Savior. The participants, both beginning and veteran
teachers, made similar statements about receivargors. Mentoring was indicated by
most of the respondents, but the amount and freyusare not consistent. The majority

of the interviewees explained that they receivedtors, but most of the mentors were
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also teachers and held several other positiortgeis¢hool building. They discussed that
some of their needs were not being met. All ofuéteran teachers confirmed mentoring
was not executed properly because all of the memtiso held other positions and
mentored several teachers. This presented probatimsime availability and
inconsistent mentoring efforts. Participant A, megng teacher stated:

“I had a great mentor teacher, and she helped me lot, but | felt that she
couldn’t provide me with much time, because sheawnany hats at school.
When | had questions sometimes, | had to ask ¢¢laehers on my grade or just
Google it.”
Participant B, another beginning teacher explaifiegceived a mentor in the beginning
of the year, and then we began to meet less asdPesticipant C, the third beginning
teacher briefly said, “I did get a mentor, but gles also a mentor to a few teachers. It
was very hard to get a hold of her. Sometimes Ithamail her my questions when | got
home.”
Some teachers were not officially placed with a toehut were asked to refer
any questions they had to other teachers on thadeg
Participant F, transfer veteran teacher stated:
Although | have taught a few years, | would havprapiated being partnered
with a veteran teacher at this school to show reedpes. | was placed on a grade
with two other teachers that were new to the schmmlIt was hard for them to

answer any of my questions; we were all in the sbhoa.
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All three veteran teachers agreed that they medtoew teachers. Their
perceptions did match those of the new teacheratdi¢eachers expressed that although
they met with all of their beginning teachers tplei routines, management of
classrooms, and expectations of the school, theyyrhad a great amount of time to do
so. Participant I, a mentor teacher, staff develogred classroom teacher said, “Our
school is small and the same people are asked $ewdral things. | met with my new
teacher when | had the time, but | know | couldéhdone better.” Veteran teachers who
were involved with mentoring others complained dboantor teachers not being
compensated for their positions. Veteran teacHsoss@mmented on not being as
prepared, as they would have like to have beenenton training.

Useful Informal Collaboration. Both beginning and veteran teachers expressed
positive statements towards collaboration with pteachers in the building. They
discussed how it was beneficial for them to gaiowdedge from other members of the
school faculty. Collaboration allowed support tezrsh cluster teachers, beginning and
veteran teachers to have a chance to learn fromaher about how to improve lesson
plans and lesson execution. It also gave the teaehehance to talk how to manage
students, how to adjust to the school culture,reowl to overcome the challenges of
teaching.

Participant C, beginning teacher stated:

I would say 90% of the people in the building aeeywcollaborative and want to

work with others easily. | felt free to ask theatheachers on my grade about

things | didn’t understand. | also planned unitthwhe science teacher and the



52

ESL teacher. The science teacher even visited mm @nd demonstrated a few

lessons.
Participant A, beginning teacher explained:

Working with the other teachers on my grade wassawe, they were so helpful,

and we meet after school, during planning periadsd, | was able to call on

teachers at home when | had questions. | learnieavioiy management

techniques, and how to properly plan my lessonsala@ vented.

Participant G, one transfer veteran teacher coefirthat collaboration among
teachers at the school was the best way for hgaitosupport from the school.

My grade team is awesome, we work really well tbggtand |

learned a lot from them, they also listen to meuglbioings that |

have done that have worked for students in the past

Participant E, was the only transfer veteran teatat expressed negative
feelings towards collaboration as a support sysfime. stated, “ | think that | would have
worked better with the pre-k team teachers, mygtadm and | just didn’t get along”.
All of the mentor teachers agreed with the othetigpants by expressing that
collaboration among the teachers and staff in thea was a support system that helps
everyone involved.

Collaboration is a support system in which moatlkers participated at the
school. Although it is generally not seen as a supgystem, the faculties at the school
are required to collaborate with each other. Coltabon sheets were filled out each time

that faculty members meet to support each othes.fétms ensure that the support is
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systematic, and each faculty member is held resiplenf®r their collaboration efforts.
Teachers were able to build relationships with ezbler that fostered enrichment,
encouragement, and knowledge. New and veterandesadbscribed learning from each
other and supporting each other in their daily seesleducators.

Irrelevant Professional DevelopmentThe participants, both beginning and
veteran teachers, explained that professional dpugnt at the school was provided, but
the extent to which it was provided was insufficigMost of the participants were critical
of their professional development experiences, Wwimcluded three out of the four
participating beginning teachers. Participants egjtbat the professional development
was the same for every teacher. “Most of the schtiehds the same professional
development workshops each month and they take plafaculty meeting sometimes.
We all sit there learning the same thing”. expldiRarticipant A. Participants also
mentioned the workshop’s usefulness varied amaaghtss.

The majority of both beginning and veteran teagagticipants agreed
that the professional development was prevaletiiteaschool, but was not meaningful for
individual teachers or groups of teachers. Paditip, veteran mentor teacher noted,
“We receive PD [Professional Development] on mdmggs, but the mentors and staff
developers don’t receive PD on how to be a mentstadf developer. Participant C,
beginning teacher added, “I went to the same waksWice, | learned the same
information twice. | don’t even know if the admitvators realized that.”
They also pointed out the teachers received prioiggisdevelopment at school, taught by

other teachers and outside educators. Teachelg riaeeled to offsite professional
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development workshops. Some mentor veteran teaekplained that outside workshops
were more frequent in past years, but had decreadbd past two years.

Increase Supports for EveryoneParticipants, both beginning and veteran
teachers, explained that they all felt as if theyld have received more support. They
described having to resort to individual practitiegain the knowledge that they needed
to be able to meet the high demanding expectatbteaching. Many of the individuals
shared that they asked other colleagues at otheokfor resources and asked them
guestions about information that they needed.

All four beginning teachers felt that the extentlwéir support was limited, and
both veteran and transfer teachers felt as thgthhd received some appropriate
supports, but could use more. Stated Participanef2ran transfer teacher:

When | first got to this school, we had a literaoach

And a math coach, which was great but it only lkh$te one

year, after that | relied on the staff develogdrthe school.

“It is hard being a staff developer, mentor anathes” shared by Participant J,
veteran teacher. According to Participant H, vetéeacher, “Every year we receive
support systems for new teachers and staff, bytdhange from year to year. It never
stays the same.” The participants all mentionedatle of consistency in the system of
support.

The participants also expressed that they had kratlaer schools that have
provided new teachers with official mentors thatéheegularly set meeting times. Some

participants mentioned that they had also, knoveroschools to personalize
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professional development, set meetings for sugporps to discuss challenges and even
plan social events for new teachers to vent andogatow each other.

Quiality of Teaching

Quality of teaching appeared as the next indidat@merge from the findings.
Overall the participants spoke with concern abawt kffective the support systems they
have received had prepared them to become effdeiabers. The most frequent
references to faculty needs were in the areasnplgrio be effective teachers
and effective classroom management

Planning to be Effective TeachersAll teachers surveyed expressed a need for
more training and support for planning and delivgrtlassroom lessons. New teachers
also thought the training experienced teachersweden the past was more effective in
preparing them for the reading and math curridhNkw teachers expressed frustration
when planning these curricula due to their ine>g@ere and lack of training in these
fields. Participant A, beginning teacher expreds&dviews on planning and the need for
more training in this area:

Everyone plans differently, but being new, | woliké to see an experienced

teacher’s plan. | would like to have them review pigns, and my charts before |

deliver a lesson to my students. | mean, evereifgw teachers had a group that

met once in a while just to plan together | thin&ttwould help us a lot.

Some respondents said that they often did themmptgy in conjunction with their

co-teachers when there are two or more teachesemreSome also complained about the
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lack of support for teachers who work in classrooevith two or more teachers.
Participant B, beginning teacher stated “There khba more workshops on how to plan
and who will teach what, when there are two teachea room. | asked a few times and
| was told to use “Google” and “YouTube. ”

All respondents referred to the existence of otegirated co-teaching classroom
for each grade and expressed a desire to haveprafessional development on how to
improve the quality of those classrooms. Partididawveteran teacher mentioned,
“Sometimes | feel uneasy about it because | ansu if we are doing this correctly,
especially with them coming to look at how you pled for differentiation and
guestioning.” All participants expressed a neediiore support in the area of planning.

Effective Classroom ManagementAll four of the beginning teachers reported
that they had received support from mentors andradachers on the topic of student
management in the classroom. Three of the foumpary teachers explained that
mentors have given them handouts on techniquesteasiggies about how to modify
behavior in their classrooms. “Administrations vidbk at how well your students are
engaged while you are teaching,” stated Participargteran teacher.

Because of the location of the school, a low-inca®eion of an inner city
community in the Bronx, the students tend to halieh rate of behavior problems.
Many beginning teachers have mentioned that theydidke to have more professional
development on how to deal with troublesome stiglgnthe classroom so that they can
become quality teachers that have the attenti@verfyone in the class. Participant B,

third year beginning teacher said:
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| think that | could reach so many more studentkifew some ways to relate to

them. I try, but the techniques that | have areiwtking. | get embarrassed and

frustrated when | see that some of the other teadtm®w how to handle their
kids. Maybe a workshop or teacher share meetingtatodent management
would help.

The majority of the veteran teachers includingrttentors all agreed that more
support on behavior management would be benefiddem. Participant H, veteran
expressed: “There is a need for something extréedrhers that struggle with behavior
and many teachers have asked for it, but we've mdgived one workshop in the last
year”.

Evaluations

The findings revealed themes related to teachduatians and observations and
the lack of training or supports provided on thgi¢e. Most of the participants had
negative perceptions about the supports systerhathgrovided regarding teacher
evaluations and observations. Participants expiabse they were anxious about how
they would be evaluated based on informal and fbalbservations from administration.
Respondents indicated a lack of enough suppotefmhers in the areas: Uninformative
Observations and Student Achievement.

Uninformative Observations. The majority of beginning and veteran teachers
described that during observations, administratevgew all aspects of a teacher’s lesson,

and many explained that they did not feel adeqwaike they were being observed.
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Observations take place throughout the year foryn@achers. It was indicated that
beginning teachers are observed several timesrawgle veteran teachers are observed
less. Teachers reported that there was a needdi@ tmraining in certain areas pertaining
to teacher observations and evaluations.

Teachers reported that Eastside School uses thelBamframework as a form
for observing teachers. All teachers know that nkae®ns will be more systematic, and
they will be possibly judged in areas that theyrasestrong in and may not have
received proper training. Participant A, beginniegcher disclosed, “... because | don’t
know that much about Danielson, | feel inadequd®articipant I, mentor teacher added,
“We should be getting more professional developroerthings like that, and it is
essential, so that you're prepared.” It was suggktitat teachers and administrators have
more conversations about observations and evahstMost of the interviewees agreed
that the topic of evaluations and observations wersewhat secretive and mysterious.

Reaching Student GoalsAll respondents agreed that student achievement was
directly impacted by teacher support systems pexvat the school. Most agreed that it
showed how effective the supports are. “The wheéson we are here is for the students;
we want to become effective teachers so we can éféeetive students”. stated
Participant G, transfer teacher. It was mentiohed more focus is being placed on the
analysis of student work and data. Participantdhdfer teacher said:

Recently there has been a shift in analyzing studerk and data to raise the

level of student achievement, we need to keep tip the times and gain the

proper training to keep up with the new standavds.will get a little PD here and
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there, and we end up knowing a little bit aboutrgtieng, but not enough to

make us feel like we are experts on one topicokkthat | need more help with

dissecting student work to raise the level of askathievement.
Participant J, mentor teacher also explained:

| have spoken to my mentees about reviewing studerk because that is how

we a judged as educators at this school. Duringwwomplanning | spent 45

minutes on how to improve student scores on assggsrand schoolwork.

Participant D, transfer teacher added, “We arecswerned with the state test and
the student scores, | am sure that we can raisgctires if we analyzed their work more.”
All of the individuals reported that they woulddiknore assistance in the area of
correcting, monitoring, and analyzing student work.

School Culture

Most of the interviewees agreed that the schoolmanity was a contributor to
teacher support strength. Almost all the beginring veteran teachers had positive
views towards the school’s culture. The most frequeferences cited the helpful school
community as a valued support system.

A Comforting School Community. Interaction among the teaching staff made it
easy for new teachers to glean information froneh“The teachers here work well
together, and we can ask each other questions. pdogile have an open door policy”.
stated Participant A, beginning teacher in her sdgear. Both veteran and beginning
teachers reported that they gained a substantiaianof knowledge and support just by

talking to other teachers. The majority of the bagig teacher participants explained
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that even if they were not trained or did not haveentor, they felt very comfortable
getting information from other teachers from theeaeaching grade or from others in
the school. All three mentor teachers agreed, Isecthe school had such a helpful
community, they felt some of their stress was velée “I felt a little guilty at times,
because | knew they could ask the teachers ondlezile and the grade teachers would
be willing to help!” explained Participant H. Alf the beginning teachers also agreed
that the support from the faculty as a whole cboted to clarifying many area of
teaching for them. Participant G, transfer teaet®v confirmed that the helpful
community of the school made her transition eaShke stated:

| didn’t get a mentor. | believe that administratielt that only new teachers are

in need of mentors. Now being my second year,atiéw person to the school, |

see there’s a professional part and then there’péinsonal part that you have
with your colleagues. | think that | adjusted welthe school because | had
positive experiences in both parts.

Not every participant found that the school possgsshelpful community.
According to Participant E, transfer teacher, themunity was unhelpful and she
referred to it as a weakness. She explained:

| took a break from teaching for a few years teeany son. Then | ended up

transferring here. It was hard and it still is hdrgkel like the other teachers

around me know so much and they are not willinghtare what they know...
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With only 1 out of 10 interviewees seeing the camity of the school as a
weakness, the great majority of the individuals ekt learning from each other in the
school’s helpful community was an important suppggstem asset.

Roles

Participants described several weaknesses relatbeé support systems at
Eastside School. Data collected during the intevsieevealed that the support systems
would better serve beginning and veteran teachersibimizing the roles and
responsibilities of teachers holding multiple piosis and by increasing the consistency
of certain types of teacher support systems.

Multiple Roles for Teachers.Beginning and veteran participants felt because of
the small size of the school, there were not enqegiple to hold all of the needed
positions at the school. It was reported that sewarthe support team members, like
staff developers, mentors, and grade leaders Hlideveral positions. Participant |,
veteran mentor teacher said:

It is hard to give the appropriate amount of tim@nything that | do, | have to

plan for my students, prepare model lessons fomagtees, meet with them,

prepare for curriculum mapping meetings, prepateach in professional
development workshops, and | am on the schoolystdatm. Sometimes there is
not enough time in the day to do the things | idtemdo. Sometimes there isn’t
enough time in the week to do any extra unlesag scheduled.

Beginning teachers did express empathy for mdatmhers because of the heavy

demands placed on them, but none had a wealthaviledge about how extremely hard
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it was to balance all of the roles, because norieeobeginning teachers could serve as
mentors. Mentor teachers are asked to serve a®meanthout compensation and hardly
any extra time provided to be effective mentorg.v&teran mentors expressed their
frustration with trying to maintain multiple roles school leaders, teachers that work
with students daily, and mentors for other teacheasticipant H, mentor teacher
explained why some supports systems were not ssfates

We are not compensated, but it is an extra jobh@e to log in the hours that

we spend mentoring, we are supposed to providdoéexddo the mentees, but |

don’t always get to execute those things, becaase $0 busy. But, | do think

that what we do would be more beneficial if likeaid previously, we were a

provided support to beginning teachers without @wer responsibilities.
Participant J, mentor teacher expressed why haeugral roles led to a lack of time:

It is hard not being available. You might not alwdoe available especially if |

wear a lot of hats like | do. The most beneficiattpf being a mentor is being

available to the teachers whenever they need yofartunately, at our school,
it's a program not a full-time position.

All three beginning teachers agreed that the atlon of several roles and
responsibilities to certain staff members was akmess in the support systems.
Participant A, beginning teacher suggested, “My tmedid the best that she physically
could, but if being a mentor was a position aldri@ow all of us would have gained a
lot more.” Participant F, beginning teacher expdin‘lt would have helped if our

mentors and staff/ professional developers weralsotclassroom teachers, AlS
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teachers, and other things.” Beginning and vetegachers both felt that some of the
other support systems were affected because aketieral roles that mentors had, which
had an impact on the amount of time they spent be&tlinning teachers.

Inconsistent Supports.Both beginning and veteran participants reported
consistency to be a major weakness related toujygost systems provided by the
school. According to Participant C:

| think that | would benefit more by meeting withymmentor more. At the

beginning of the year our meetings were scheduled, they‘re not. | feel like

meetings are not consistent. Sometimes, | just teardflect on the day or a

particular lesson. Sometimes | need ideas for nsgMation lessons.

The perception of inconsistency throughout sev&rpport systems was noted
several times. Time and yearly changes seem tom@ected to the lack of consistency
throughout the support systems for all teachetiseaschool. Participant B, beginning
teacher reported:

Sometimes | feel like | meet with my mentor reglyyand sometimes | feel like |

don't, but | do think it is a problem if | ask myemtor something and she waits a

week to follow up on it.

Because mentors held several roles and respatisgdt the school, mentors
might not be able to provide a comprehensive setaamew teachers. Participant D,

transfer teacher explained:
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We have professional development at the most aleaipimes a month, and all

day twice a year, but it would be nice if PD wakextuled and based on your

needs or a groups of teachers’ needs. | have loéattier schools doing that.

Participant H, mentor teacher also stated, “IkHirat our school does provide
support systems and we all work hard for each ptiewever we and myself especially
must improve on being consistent in everything Wiraido.” All participants felt that
consistency of support systems would make the $cupport systems more structured,
and everyone would know what would be expected feach support effort.

Participant E, transfer teacher expressed:

At the beginning of the year, we had faculty coafees; then all of a sudden, we

stopped having them for like.... three months. Thess no explanation, nothing.

We finally got our faculty conferences back. | ddmiow if it is official or not,

but I know that when | get to meet with the whatb®l and the principals, it is

always beneficial.

The majority of all participants agreed that theklaf consistency was a concern
for the whole staff. Based on the survey and inéev\data, mentor meetings, faculty
meetings, curriculum selection, scheduled profesdidevelopment, follow-ups,
feedback, meetings, and even observations froncipafs were sporadic and were not
consistent. The reasons for such inconsistencyddmeidue to the lack of time for faculty
who have many responsibilities, yearly changesi@as and plans or because the
program had not been previously evaluated to pmihthe weaknesses and areas for

improvement. All participants reported that theywblike to see more consistency with
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curriculum selection, time management, faculty amgetadministrator conferences,
mentor relationships, professional developmentd,faadback from mentor and
administrators.

Minimal Support

The final area that was revealed was the lack wfessupports or minimal
supports at Eastside School. One major theme echénga the interviews, and that was
the need for other types of support such as beggne@acher group meetings, new
teacher guides and vertical planning. Beginningraawl teachers expressed they would
like to see new and different types of supporteystimplemented at the school.

New Supports for TeachersThe majority of beginning teacher participants
shared that there was a need for additional suppotie implemented at the school.
Beginning teachers compared themselves to newdeseah other schools in the borough
and city and felt like they were missing some alisupport systems at their school.
New teachers made suggestions about support sytatthey wished were provided at
Eastside School.

They requested a more involved orientation medtiagwould explain more
about the school, its mission statement, ideologyriculum goals, and other vital
information for beginning teachers. Some resporgifavored a more involved working
relationship with mentoring teachers. Other suggestincluded fewer obligations for
mentoring teachers and additional pay for the amtht work and social outings where
teachers can share ideas in an informal setting.

Participant F, beginning teacher stated:
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| have friends that explained to me that their stipoovided them with a new
teacher orientation a few days before the schoal lpegan. They had the
opportunity to tour the entire school, learn alibetschool environment, sit with
an assistant print principal for a question ansa@ieession, and have a head start

to set up their rooms. When | got here, | didnt tipat.... | was told there was a

new teacher meeting that | needed to attend and Whet there, | only need to

provide the payroll secretary with personal infeéd up my direct deposit.

One mentor teacher explained that there had bee&tassion about new teacher
orientations at the beginning of the year, butaswever implemented and only talked
about during a grade facilitator meeting.

Participant B suggested:

Mentor teachers should hold one or two positionayldd have mentoring
hours in the morning and hold another positiorhmafternoons because,
| loved when my mentor sat with me after my primtipbservation and
explained all the things | did right, then she ¢éallabout all the things |
needed to work on. But she was only able to dowvtthisn she had the
time.

All four beginning teachers mentioned that thegwrof other schools where
mentors were mentors/classroom support teachepmsittoned as coaches/ mentors.

Participant B, beginning teacher said:

Maybe buddy a first-year teacher with a secondhiodtyear teacher. | think that

partnership would foster relatable conversatiomsn&imes a new teacher may
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not always feel comfortable speaking with a seasdeacher about certain things
because they may look at you in a weird way.

Veteran teachers concurred with beginning teachisosit adding a few new
support systems to the school. Participant H, mdather explained, “I believe that we
should incorporate a formal official mentor progrdralso think that the mentors should
be compensated for their work.” All of the mentea¢hers agreed that they should be
trained properly in mentoring new teachers. Thep suggested that mentoring should
be a separate position. A mentor teacher suggdstéethe school should incorporate
scheduled outings so that all teachers can gathare and vent to each other.
Participant J, another mentor said:

| really feel that the administrators should bense®re. They need to be used as

a support system also. All of them were teacheomhatpoint. They have a lot to

offer. Maybe out of the three administrators, tdeyde the staff and have

conferences for questions and feedback.

The school may give new teachers and veterandeatie extra guidance they
need to meet the demands of being successful gytedithers, by adding new support
systems to the existing successful support systems.

Quantitative and Qualitative Suggestion

Generally, the majority of the of all survey antenview participants suggested
allocating more consistent time for planning witghly effective mentors, and other
teachers on the staff, hiring a literacy or mataatg providing more time for engaging

workshops and professional development. The mgjofiparticipants making



68
suggestions were beginning teachers. Both begiramdgveteran participants also
suggested that beginning teachers have an oppiyrtoniiew the school in the summer
during orientation and attend professional develepnand workshops before the
beginning of the school year.

Both beginning and veteran teachers suggesteaittaginning teachers should
be placed with an official school mentor. The migyoof participants also suggested that
new teachers, mentors, and administration showdtiate the mentor program regularly.
Beginning and veteran teachers also explainedibat workshops on students with
special needs students and English language |saara more meetings with
administrators were needed.

Listed below are the suggestions given by the @pénts from the interviews and
surveys. The following suggestions were generatad fore than one respondent.

e A better orientation program that outlines whagxpected of teachers,
explains what administrators will provide for suppstates what the
school mission and curriculum are about and whasthdents are like.

e Have better incentives for mentoring teachers amef ancillary
responsibilities to free up their time for mentaorin

e A closer working relationship and more time spestileen mentoring
teachers and their co-teachers.

e More school-sponsored social outings for teachehetp them get better

acquainted and informally share ideas with admiatists.
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e A periodic review and upgrade of the school’s mentpprogram,
including feedback from participants.

Referring back to constructive developmental thergdministration decides to
implement some of the suggestions listed abovégpsrthey will provide teachers with
different developmental orientations in differeotrhs. Thus, providing maximum
growth opportunities for new and veteran teachierago-Severson, 2011). Also,
teachers at the school would be able to pass thrbugyfus and Dreyfus’ (1986) five
stages of professional development, which passé@seteachers to becoming experts
with the appropriate support systems.

Conclusion

The purpose of this program evaluation was to cbtlata that would explore
perspectives from beginning teachers and experieteaehers, by exposing the
effectiveness of key components of the teacher@uggstems for beginning teachers
including achieving goals of effectively supportibpgginning teachers, focusing on peer
mentoring, professional development, and collalbamat

By using this mixed method design, | explored aostk support systems for new
teachers and staff by evaluating the current systeffectiveness and providing means
to improve the program. By using both quantitawel qualitative methods for this
evaluation, | was able to obtain in-deptformation. The outcomes of the study

documented progress and identified areas for ingmant.
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The findings from both the survey and interviewggasted that most of the
beginning teachers and staff did receive peer miagtocollaboration and professional
development as support systems at the school.

Responses associated with the first guiding questiomut implementation of
support systems have shown that the extent ofuppasts is what seems to be irregular
and inconsistent in relation to routines and praces based on teacher input. Not all of
the beginning teachers receive the same necesgagpgrss when connected to types and
length. The majority of the veteran teachers ats#aad a lack of consistency with the
teacher supports that they received. The partitspadicated the need for consistent
support systems related routines, specifically mgstwith mentors and procedures for
all teachers at the school. For example, teachiersa receiving consistent feedback
from other teachers, mentors, and administration.

Responses associated with the second guiding questout perceived
effectiveness of the systems have shown that theostisystems at the school are in
need of improvement. The system should be forroatjme and consistent for all
teachers involved. The findings also suggest a fmenore engaging professional
development that is based on the needs of botmbiagi and veteran teachers. Results
indicate a need for more time allocated for pratess development/training on special
needs students, English language learners, curnicahd planning.

Responses associated with the third guiding questiout strengths and
weaknesses of the systems have shown that altheaghers felt that the supports at the

school overall were adequate, the support systeens aeed of several improvements
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based on the strengths and weaknesses of the ssippoewed in the evaluation study.
The findings indicated that the school environmeultture and staff willingness to share
and help other was seen as a strength and arugdtab a teacher support system. The
findings also indicated that administration comneatiopn towards staff, necessities for
beginning teachers, consistency of supports, megtaand time were all seen as
weaknesses in relation to the support systems gedvirom the Eastside School. This
information may offer recommendations for the sdfambministration to consider. The
next section describes the evaluation report asskediination of the project as a model to

evaluate the teacher support systems at EastsidmSc
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Section 3: The Project
Introduction

A program evaluation was designed to provide a sammeport that would show
if the program were achieving goals of effectivelypporting beginning teachers and
staff, by focusing on peer mentoring, professialealelopment, and collaboration. It was
needed to communicate information from the evaluaohe administration Eastside
School to facilitate growth and improvement thegoeon. The evaluation summary
report was created as a written document that dbestthe evaluation project, the
program’s strengths and weaknesses, and how tlgegonooperated with the school’s
program goals. It also included recommendationsdas conclusions drawn from the
results. Administrators at other similar local salsamay use the report as a guide to
improving their support systems program.

Description and Goals

The program evaluation addressed the school’s @noblf not having a formal
assessment and evaluation of the beginning teacipport systems at the school. The
evaluation report (see Appendix A) provides infotisrathat may raise awareness to the
administration and guide them in making improveraehtprovides a platform for
dissemination and use of evaluation information.

The report was broken into six sections: IntroductiMentoring, Collaboration,
Professional Development, Overall, and RecommeositiThe report provided
resources that were used during the process.litdad charts and tables as visuals for

clarity. It was written with simplicity for cleamderstanding of results, conclusions, and
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recommendations. It may have the potential to adtd research on evaluating teacher
support systems and may serve as a model for ei@lymrocesses at other schools
evaluation processes in the district or city.

Rationale

An evaluation and evaluation summary report wekecsed for this project
because could help the stakeholders recognizeufipos system strengths and measure
the need for improvement. The summary report wpubdide the stakeholders with
feedback based on the data collected and answeguitieg questions.

Search Strategy

This section reviews the literature that suppdrésuse of an evaluation as a
design, along with an evaluation summary reporttice project. The sources for the
review of literature were found in databases aWtadden University Library and include
both peer-reviewed journals and professional jdsr@ther sources were found using
Google Scholar, which provides access to professionrnals, articles and texts. Key
words and/or phrases used during the search ingwdgram evaluations, school
program evaluations, teacher program evaluationgl@ations process, evaluation
report, evaluation summary, assessment report,@dgirogram improvement, and
teacher program improvemernitexts that addressed evaluations were also uséeé in
review.

This review is an exploration of the evaluation midtiat was used for the

evaluation and lead to the evaluation summary tepalso delved into literature that
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supports how evaluators can most effectively reftartresults and guide administrators
to institutional change through evaluation reports.

Evaluation Model

There are many different types of evaluation modalgvaluator can choose
from, depending on the purpose and program beialyated (Fitzpatrick et al., 2004).
Alkin (1985) explained that evaluation models hakiewn what evaluators have done or
show futures evaluators what they should do whewlecting evaluations. The
appropriate model is based on what the stakeholderseeking (McNamara, 2000).
Philips (1991) explained that goals-based and systeased approaches are two model
approaches that are primarily used in the evalnaitfdraining programs. Kirkpatrick’'s
model that was developed in 1959 is the most prentiframework used in the
evaluation of training programs (Dixon, 1996; Selfeam, 2000). This approach is a
goals-based approach that determines the extevttiah the program has effectively met
pre-set goals (Kirkpatrick, 1998).

Another widely used evaluation model in traininggmams is system-based
approach. Stufflebeam's CIPP model (1987), Cadlret Cohen's IPO model (1990), and
Fitz-Enz's TVS model (1994) are all systems-bagguiaaches that are used to evaluate
the overall situation. System-based approacheotprimarily focus on the evaluation
of training of a program based on patrticipants (f#de2002). The primary focus of this
evaluation explored the effectiveness of the suppmtems for beginning teachers and
staff at the school based on the participants’tgptions and experiences. As a result, a

systems-based approach was not as appropriate tswsconceptual framework as a
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goals-based approach. Worthen and Sanders (20Qdluded that an evaluator could
determine the best model based on the stakeholadepests.

Evaluation models provide evaluators with a blugpor a set of guidelines and
rules to follow. Kirkpatrick’s four levels of evadtion model were a useful tool for
evaluation and were selected as a guide for tlogegt. It aided in creating the evaluation
survey, interview questions, and evaluation summgpgrt (Appendices A, B, C, and D)
with some modifications (ASTD, 2009; KirkpatrickQ39a; Kirkpatrick, 1959b;
Kirkpatrick, 1960a; Kirkpatrick, 1960b; Kirkpatrich998; Kirkpatrick & Kirkpatrick,
2006.). This model has been one of the most utilmedels whether used fully or
adapted (ASTD, 2009; Kirkpatrick, 1959a; Kirkpakrid 959b; Kirkpatrick, 1960a;
Kirkpatrick, 1960b; Kirkpatrick, 1998; Kirkpatric& Kirkpatrick, 2006.) This model has
been used for a long time because it is effectndesample. The strength of this model is
found in its simplicity (Alliger & Janak, 1989). €model has had controversy. Some
critics see the model has not gone far enough §3a@04; Riotto, 2004). Even with
opposition towards the model, evaluators contiouestKirkpatrick’s model as a form of
evaluation. Boyle and Crosby (1997) explained thatKirkpatrick Model is important
because it measure satisfaction, proficiency, aredladl program effectiveness. The
following are researchers who found Kirkpatrick’sael useful.

Lin (2007) conducted a study using qualitative godntitative methods to
examine the effect of the mentoring program. ThHgestis consisted of four teachers
from an elementary school that met to investigatkective experiences with mentoring.

Lin used Kirkpatrick's (2006) Four Levels of Evaioas as a guide to evaluate the
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impact of the program. It was also used to crdaegte and post survey given to the
participants. The data revealed how each partitiggacted to each level. The data
gathered from the surveys, interviews, and obsemsishow positive responses to the
mentoring program. Dougherty (2000) conducted a sasdy using qualitative methods
to explore the effects of a cognitive coachingtéachers in an elementary school. The
subjects consisted of 31 participants. The stuayl iSrkpatrick's Four Levels of
Evaluations (1998) to create the survey that evatlthe impact of the program.

Kirkpatrick’s (2006) evaluation model provides fdavels of measurement:
reaction, learning, behavior, and results. Theti@adevel measures how the participants
have reacted to the program they were a part a&.|@drning level measures what the
participants have learned and absorbed from thgrano. The behavior level focuses on
the extent the participant’s job behavior has cledras a result of the training. The
results level measures whether the applicationadriing is achieving results. The results
should be related to the goals set out for theraragand show if they were successful or
effective. All of the levels were carried out bylleoting data from surveys and
interviews from the participants from Eastside Sthdhe results lead to conclusions
that were gathered by the results, which lead¢omemendations (Patton, 2008). Those
recommendations were placed into the evaluatiomsany report.

School Program Evaluations

School program evaluations are crucial in eviddmased decision-making of

programs in the educational field. The U.S. Departhof Education (2008) has

supported the use of program evaluation standardschdemic programs. School
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stakeholders can explore their programs on marsideand find out the quality of the
program, by using program evaluations and evalnagports (Suchman, 1967; Tyler,
1942). Bruch and Reynolds (2012) described thagnara evaluations and summary
reports help the evaluator and program stakeholeergnize the program’s strengths
and measure the program’s need for improvememdulcational organizations, program
evaluations are important because the evaluatsesesa programs that are intended to
provide services or to improve a component of terall function of a service
(Fitzpatrick et al., 2004, Hawkes, 2000). It alseasures the impact that the program has
on its participants. With the country’s movementaod accountability in schools, it is
essential that administrators use data-based assetssto evaluate the effectiveness of
school programs.

Evaluation Reports

Patton (2008) suggested that presenting the fekdbatakeholders is just as
important as the actual data collected. Darwin 2@kplained that the feedback from an
evaluation helps stakeholders to modify the progbased on the findings. This project
evaluation summary report helped to sum up the arssto the guiding questions in
Section 1. The questions were asked to assesffelcéveness of the support systems
provided for beginning teachers and staff at thest Rossett (2010) explained that
more educational teacher training programs argiuig evaluations to improve or
enhance existing supports and strategies for tesichiee administrators decided to allow
the evaluation to be conducted at the schoolthies, also asked for simple and clear

report with feedback on the results, in order t&kenthe necessary improvements to the
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program. Since the school was founded in 2002, nxeaghers have been guided at the
school through several supports, but the effectgsrof those supports was unknown
until this evaluation was conducted.

According to the Educators’ Guide to Service-LeagriProgram Evaluation
(2010), the evaluator should sift through the aétde creating an evaluation summary
report and only include the most important condnsiand recommendations. The most
important conclusions in this project were basedherfindings in Section 2. Overall, the
support systems at the school were seen as addnuasll needed a few improvements.
According to the W. K. Kellogg Foundation (1998kwmmary report should be readable
and written in short paragraphs covering each ideatritten evaluation summary report
was designed and presented in six sections. Aenrigport will be shared with the
stakeholders. Guba and Lincoln (1981) suggestddif@sion makers receive reports or
feedback from the evaluation that addresses thmseeens. Once it is reviewed,
stakeholders will be able to make the improvements.

Feedback given to stakeholders is seen as ciritiftaination for decision-making
that could lead to needed change (Attewell & Dom2t8; Fraser, 2008; Weber, 2011,
Worthen, 1997 .For this project, the goals of thegpam were viewed, data about the
program were collected and analyzed, and a sumrepoyt of conclusions and

recommendations will be shared with the administeatrom the school.
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Implementation
Potential Resources and Existing Supports

The evaluation summary report contained informati@t determined which
components of the support systems were successfidh elements are effective, and
which components are in need of modification. Tiveeee several resources and
supports needed to implement the create prograinaia summary report. One
existing support was obtaining the goals of thetaxy informal program, which
included providing three main effective supportstegns for teachers at the school acted
as a resource. The school administrators, statldpers, and published literature
provided these goals. By obtaining the goals, | al@e to have a starting point that
helped to create guiding questions, which was amro#source.

An additional resource was time allotment for dagtection. Administration
encouraged teachers to participant in the intersiaitthe school and complete surveys.
The participants acted as resources and suppownslashe participants provided
feedback and their perspectives on the prograrthatot could be analyzed to create the
evaluation summary report.

To facilitate future evaluations, the future evatuaould use the resources
provided with this project or make modificationsthem. For example, the consent
forms, interview guides, and survey are all prodided found in the Appendix section.
Potential Barriers

There was one significant potential barrier reldtedreating the evaluation

summary report: the school is a small school wisimall faculty. Knowing this
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information, there was a limited amount of partaips for the survey and interviews.
There were 33 volunteer survey respondents anddienteer interviewees. Using a
small sample population is problematic since thetéd amount of data makes it difficult
to reach generalized conclusions and possible nemdations to add to the evaluation
summary report. Every effort was made to get enqagticipants to volunteer. It is
possible that participants held back on providingveers they felt might incriminate
them. Many may have been reluctant to express ém@inosity for fear of recriminations
and they may have answered untruthfully.

Another significant potential barrier related teating the evaluation summary
report was my responsibility of being impartial ehcreating the report. Being a teacher
and an informal mentor at the school makes it segim! would alter results to steer the
report in a particular direction. It was my resgbily to report results honestly,
regardless of my role at the school.

Proposal for Implementation and Timetable

The implementation and timeline for this progranalaation and evaluation
summary report took place in four phases. Thosegbhases were:

Phase 1 Obtained goals of the program and researcheatlitex on the criteria
for what constitutes those goals as effective. €deaurvey, created interview guide, and
set up Survey Monkey database. (Fall 2010)

Phase 2Emailed participants link to the online surveyQurvey Monkey.
Collected data concurrently, through online surveeys in-person interviews (20-40

minutes) with participants at the site. (Spring 201
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Phase 3:/Analyzed data by coding and triangulating. Evaddatesults and
noticed conclusions. (Summer 2012)

Phase 4Developed Evaluation Summary Report based on thétsefrom data.
Dissemination of the report may be presented fdyntalschool administrators and
possibly the district superintendent. Disseminatbthe report may also be shared
during a workshop with the faculty of the schooldiatrict wide principles workshop
may take place where the evaluation and reportb&ilbresented. Future opportunities
may be offered to present the evaluation and rdpokiroader distribution. Based on the
decisions of the administrators, other evaluatioay take place in the future (Spring
2015).

Roles and Responsibilities of Student and Others

For this evaluation, | acted as the researcheesaatliator. This role included
designing the evaluation, collecting data by inming and analyzing data based on the
surveys and experiences of the participating teadhehe school’s current support
systems, and designed the evaluation summary refmthe evaluator, my responsibility
was to record all interviews with the help of ddieotebook that contained reflective and
descriptive notes to accompany data that are aedmrded. After survey data were
analyzed, conclusions were drawn, and the evaluationmary report was created. |
designed the evaluation summary report by follovarsimple structure to ensure a clear
understanding of the results, conclusions and reoemaations. While holding the role as

researcher and evaluator, | was also a classroachdée and an informal mentor to
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novice teachers at the site. Because of my positidhe school, | was not supportive or
critical during any parts of my research.

Administrators were involved in the program evalwaby providing pertinent
information to the evaluator prior to the analy3ikeir future responsibility will be to
receive the evaluation summary report and contioygovide the supports that were
perceived as effective. They may make changesosethupports that were not perceived
as effective to improve the program. The partictpatso played an important role in this
program evaluation. Their responsibility was totjggrate openly and honestly about
their knowledge and experience by providing feelllggataining to the program, which
lead to the creation of the evaluation summary nteqoad dissemination of information

Implications Including Social Change
Local Community

This program evaluation is significant for the schon a local level. It allows
administrators at the school to analyze the re$ults the evaluation of their current
support systems for new teachers that were spaityficreated for that school. The
evaluation can be used annually or can be modaretlused to continue to evaluate the
program. After the results are reviewed by stakadrsl (administrators) decisions can be
made to improve the weaker areas of the schogbp@ti systems for beginning teachers
and continue to provide support systems that weeengd effective. The administration
may make decisions that may lead to improvementsydusing on results and
recommendations from the evaluation of the schalfgport systems. Perhaps new

teachers can transition into classrooms easiertrengoal of effectively supporting
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beginning teachers may be reached. While admitimtratrives to support beginning
teachers, students may have the potential of regeimproved lessons, advisement, and
support by teachers. This project’s data-driverraggh may help improve education in
the community.

Far-Reaching

This evaluation may be able to bring awareneska®thool and supporters of
the school. It may be able to reach other simgaosls in the district or state levels. This
program evaluation may act as a guide or frameviarkther evaluators to follow
whether it evaluates a similar program or anotyyge of program in the academic realm.
The project has the potential to offer input fazdbcolleges to help prepare graduating
student teachers for the classroom. It may be attdddveloping research on the types
and effectiveness of teacher support systems ihguethools.

Conclusion

The evaluation summary report was designed toematreness the
effectiveness of the beginning teacher and staipstt systems at the school. It was
needed to relay information from the evaluatohi® administration at the school to
facilitate growth and improvement the program. €kaluation summary report was
created as a written document that described takiaon project, the program’s
strengths and weaknesses, and how the programtegeveah the school’s program
goals. This section was a review of how the evadnaummary report was created,

implemented, and how it may be applied in the fifor local and general use.
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The next section is a description of the projesttengths and conclusions, and an
exploration of the reflections of the researchet discuss instructions for future

researchers.
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Section 4: Reflections and Conclusions
Introduction
The purpose of this program evaluation was to egpdmd interpret the

experiences of teachers participating in begint@agher support systems to determine
the effectiveness of mentoring, collaboration, prafessional development. It describes
the types of help the teachers received undenuppast systems. It determines which
components are considered effective and succemsfiNvhich components are in need of
improvement. The teachers gave their perceptiongatalbhat components existed, the
extent of the components, if they were successfuf,they needed improvement. An
evaluation summary report was designed to presestakeholders that included
conclusions and recommendations based on the §admSection 2.

In recent years, the teaching profession has $leiimg towards holding
teachers more accountable in several aspects.ldweybeen called upon to become
highly effective teachers that produce highly etfecstudents (New York City Board Of
Education, 2011). Pressure can lead to large nisntbeew teachers leaving the
profession due to the new demands (Ronfeldt, L&alvyckoff, 2013). The rates of
teacher attrition are more excessive in low-incam@munities (Thompson, 2012). If
schools have a strong and effective beginning trgatogram that provides them with
appropriate support systems perhaps, the attriéites may lower.

Project Strengths
This project study has several strengths. Oneginaa that the study was created

based specifically on a need to assess the eféaetss of support systems provided for



86
beginning teachers and staff at Eastside Schoobhgucting a formal evaluation. The
evaluation also provide stakeholders with an etedossummary report. According to
Scriven (1967), the purpose or goal of a prograaiuation is to determine the worth of
whatever is evaluated. Austin (1982) believed gragram evaluations are created to
find simply out how the program is working. The schhas been guiding teachers
without a formal evaluation for several years.

Another strength is that the project was desigrasgt the importance of sharing
feedback to stakeholders. Evaluators must presedbfick from evaluations so that
appropriate changes may be made (Darwin, 20113eF(2008) indicated program
evaluation reports provide stakeholder with evidealoout the effects of the program on
based on the participants’ knowledge or perceptions

The final strength is that the data collectiontfor evaluation included
triangulation of both qualitative and quantitatdeta. Data were triangulated to create
conclusions and recommendations relative to thgrpro effectiveness. | was allowed to
design an evaluation summary report that produegthdwithin the research (Lally,
2002). The supports were closely measured fromdata sources: faculty surveys and
veteran/mentor interviews and beginning teachanstier interviews.

Recommendations for Remediation of Limitations

Although the program evaluation was successfut@tiging stakeholders with a
formal evaluation of the program at the school asdimmary report, the project could
have been improved. The first limitation establ&speoved to be voluntary participation.

There was a limit of the number of participantsjaliHed to a limited amount of data
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collected. The findings may not reveal the peraapiof those faculty members that
decided not to participate. The problem could Haaen addressed by giving potential
participants more time to participate. An alterattould be to block out a set time in the
day, possibly before a faculty meeting to partitgga an online survey. A possible
recommendation could be to provide some incentv@ase potential participants to
gain more volunteers. For example, a possible tneeoould be to give each volunteer
participant an extra planning period coupon toingee future.

A second limitation in the program evaluation wastigipant truthfulness.
Some of the participants may have not been asftfihd honest as expected to be.
Participants may have not answered difficult questiin the survey or interview
honestly in fear of the researcher sharing speaiigwers from specific participants to
administrators. | was the researcher conductingptbgram evaluation alone, a teacher
and informal mentor at the school. Although eadhigpant was aware of the protection
rights and anonymity, a few still may have altetiegir responses. Although the
participants were provided with an emailed copyheir rights inside of the consent
letter, this problem could have been addressedamyng the participant rights on the
Survey Monkey website for constant review from plaeticipants. The alternative would
have been to place a copy of participant rights @gch faculty member’s mailbox. A
copy of the participant rights could have been dapato the interviewee’s desk in the
interview room, for constant review from the pdapant. One recommendation would be
to train a team of several teacher evaluatorseasthool to conduct future evaluations of

the program. Perhaps participants may feel mordadable with a group of teachers
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sharing responsibilities to perform certain paftgterviews rather than just one single
teacher. Another recommendation could be to hireutside evaluation team to conduct
future evaluations of the program.

Scholarship

Over the progression of this program evaluatidrgue developed an appreciation
of peer-reviewed scholarly literature. Having ascesspecific types of educational
work, allowed me to explore various points of vigmm several researchers and authors.
| was able to use certain works as a guide andioestorks as a model for
recommendations for this program evaluation andnsam report (Alkin 1985;
Kirkpatrick, 2006; Worthen & Sanders 1987). Whigwiewing the literature for Sections
1 and 3, it was realized that scholarly work isicai for the maintenance of continually
learning and critical thinking for the professiooéleducation. Historical educators have
worked in isolation to push their students to thgtrievel. Through close research and
examination of literature on the topics of guidamgd supporting beginning teachers,
actually all teachers, | have found that, educataust help each other to grow and push
their students collectively (Chakraborty & Fergu2®10). It is instrumental that
teachers, mentor one another, collaborate with ettedr, and teach each other on higher
levels.

| appreciate that a novice researcher, like mybkal had the opportunity to
review the literature from the past and presenisigig online databases to help refine
my search for specific knowledge. While in seammhsipecific information for the

program evaluation and summary report, | found ifiysarning as an educator every
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time | closely examined a journal, article, or gi@pfrom a book. This close analysis of
other scholarly work allowed me to realize thathéag is constant no matter what stage
that a person is in a profession or their educatibnexperience with this program
evaluation, as a doctoral student, has been anrtenga@ontribution to my growth as an
educator and researcher.

Project Development and Evaluation

| learned a great deal about project developmetheaaluation. As a novice
researcher, | thought that | initially had develdplee entire project out mentally. Very
quickly, | realized that the development of a pesgrevaluation of this magnitude could
not be created without close research and expborati other evaluations and peer-
reviewed literature on the topic.

Throughout the development of the program evalnand summary report, |
reviewed many peer-reviewed journals and articteprogram evaluations. | examined
many different types and models of evaluationsaliymI selected a model that was used
as a guide, which was Kirkpatrick’s four levelseafaluation (Kirkpatrick, 2006). After
studying the research-based planning and develapi@oved on to identifying
stakeholders, collecting data, analyzing data,akwve findings, disseminating and
providing recommendations in a written summary refmwstakeholders.

| learned that while, developing each part of@gpam evaluation is challenging,
and the most challenging part in my experience emeating the survey instrument. It
took more research and close examination of maay-e¥iewed articles and journals on

survey instruments. Each step in creating the memtigurvey was meticulous. The
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guestions had to match the programs goals of stipgdeachers through mentoring,
collaboration and professional development, aloitg the overall guiding questions.
With the help of my doctoral committee, | learneavtto create language that was clear
and understandable for the faculty taking the suri2eveloping the program evaluation
and summary report was a complete learning process.

Leadership and Change

While in the process of conducting the program eatidn, | noticed that teachers
change many aspects of the school environmentghrdiiferent levels of leadership.
From this project, | learned that leadership da#sonly come from administrators in a
school building, but from the whole staff. By rewiag peer-reviewed literature and
analyzing data, | learned that veteran teacherstaificould be educational leaders for
new beginning teachers and staff. Their leadenséips to change and mold new coming
teachers by guiding them with knowledge and expettiat they wouldn’t have received
without support. Brownlee (1979) suggested thatiatnators should seek out
outstanding teachers and use them as school le&etke other hand, | also learned
that new teachers could be leaders also. Whendesashare ideas it leads to
effectiveness and productivity in the professiorh@atley, 2000). Their leadership can
help to change veteran teachers and staff jushagrgy new and innovative methods for
teaching.

The success of a school is no longer on the shautdedministrators alone, the
whole school as a community can show leadershigammote positive change by

participating in professional learning communitiegntoring, professional development,
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and collaboration. According Carotta (1999), teasheého are given leadership roles in
schools, are more likely to stay longer at a sclaool feel more a part of the school
community. All of these components are needed fwawve the academic achievement of
the schools of the school.

Analysis of Self as Scholar

As | reflect on my educational growth as a schdlagn honestly recognize that |
have shifted from a novice researcher to an expest researcher. Going through the
process of completing this dissertation, | havegaiskills that | never obtained before.
Although it was a trying journey, my perseverance the help of my Walden doctoral
committee got me through trying times. While | gooe to reflect, | realize that | can
push myself to think critically about scholarly pts of views and come to my
conclusions about education topics. | am also gegrat how | have developed the skill
to navigate through online databases to refinenfoemation needed. | am pleased with
the growth made during this process. My growth walhtinue professionally. | am now
more curious to learn more and continue reseatohoiier subjects and topics
concerning education in my local area.

Analysis of Self as Practitioner

Based on my experience in this program, | havenkthna great deal as a
practitioner. | learned that | could not accompkstything of this magnitude without
hard work, dedication, and focus. There were mastyattions throughout my
educational journey at Walden, but | remained fedusn my goals. Also, this process

would not have been accomplished if it were notlierrelationships that | felt were
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needed to build with the administrators and paréints that were related to the project. |
found myself becoming a professional scholar wheaking or educating anyone about
my program evaluation.

Honestly, | did become overwhelmed while tryingctonplete different sections
of the project, but | really enjoyed collected diztan the participants, especially the
interviewing process. Deep connections were feth wiost of the interviewees; | loved
feeling their passion for about their thoughts amtoring, collaboration and professional
development at the school. | have come to thez&#adin that | would love to continue
working on future projects. | would feel even masesomplished if | were able to share
my scholarly work with others, possibly on a coleqy university level.

Analysis of Self as Project Developer

As a project developer, | have gained knowledgb@m to develop a program
evaluation from the implementation stage to thalfsiage. At the beginning of the
program, | identified my topic and was proud thatuck with the same topic throughout
the whole process. | felt a true passion towarddbe& and wanted contribute to change
at the school. As mentioned before, | found thatrttost challenging part of the process
was creating the survey because of the attentidetail. As | reflect a more about being
a project developer, | realized that coding dateréate themes posed a challenge for me
also. This element is something that | will conBrto improve upon in future research.

The Project’s Potential Impact on Social Change
This program evaluation addressed the effectiveoktsge support systems

provided for beginning teachers and staff spedlfict Eastside School; however their
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project will have an impact on social change beeanists publication. The project will
provide increased knowledge on what constitutesffastive support systems in the areas
of mentoring, collaboration, and professional depaient. Many schools have support
systems for beginning teacher and staff, althotgir tomponents may be different, and
several parts of the project could be modifiedttedch school’'s set of needs.
Stakeholders on a local, state and even natiowel teview the perceptions of beginning
and veteran teachers to reveal what they see astiamp or meaningful in support and
guidance. Through this process administratorsakes$iolders could redesign the project
to evaluate their support systems for beginninghees and staff and possibly create
highly effective teachers, that overall impact &méire school environment.

Implications, Applications, and Directions for Future Research

This program evaluation and report summary areifsignt because it will
provide an opportunity for stakeholders/administrato analyze the results from the
evaluation that assessed the effectiveness olLihy@ost systems for beginning teachers
and staff at the school. The administrators wilbbé to address the areas that need
improvement and continue the components of therpmghat are effective and
successful. Throughout this program evaluatiowai$ learned that more emphasis
should be placed in the areas of mentoring ancepsadnal development. The program
evaluation was created so that it can be used@snaof assessment of the support
systems in the future at the school.

This evaluation could have application for thedief education because other

researchers could use this as a guide to creasobaol specific evaluation. It could
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even reach high levels of in the educational fl#dause Eastside School is partnered
with a local college that has a teacher preparatrogram/student teaching service.
Some of the findings from the evaluation may beethavith the college in order to
better prepare the student teachers that may ble@iag.

There are several suggestions for future rese®vbiie there are is a large
amount of researchers that have focused on theofefectiveness of support for first
year teachers, additional research on the topmeoodd bring a greater awareness to the
significance of the subject. Because | only focuse@ne school in one geographic area,
the results acquired can only be relatable forgbjsulation. For future research, it is
recommended to broaden the project to several £t similar support systems to
widen the population and to increase the genetaizsaof the results. It is also
recommended to create more studies about the gapdreteacher preparation programs
and real world job expectations of first-year teash This research would possibly help
to close the gap between teachers preparationgragand real world job expectations
and would decrease the significance of effectiyipsut systems for new teachers in
schools.

Conclusion

Beginning teachers come into the teaching profassith several challenges.
They must meet the demands of meeting all of Stenlents’ needs, maintain
professionalism at all times, acquire and maintelations with parents, students and
colleagues, all while meeting the new demands obimeng a high effective teacher in

the City of New York. The new demands could be aweiming for a first year,
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beginning teacher. Several teachers find it sowlreiming that often many of the do not
return to the profession the following year. Bugmy schools have adopted support
systems that can provide guidance and solace tpnhieg teachers. Although supports
systems are implemented, many of them lack in iceat@as. This program evaluation
assessed the program support systems for begiteacgers and staff in the areas of
mentoring, coloration, and professional developmintas revealed in the evaluation
summary report that beginning teachers and staffeatipat the program does have strong
components in the areas of collaboration, but ne@aprove in the areas of mentorship
and professional development. Improvements to icectamponents of the program
could greatly affect the effectiveness of the suppgstems in the future and possibly

reduce attrition rates beginning teachers at thedc
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Appendix A: Evaluation Summary Report of Findingsl &ecommendations

The overall purpose of this project was to evaltlagesupport systems provided
for new teachers and staff at Eastside School eggkpt the administration with an
evaluation summary report. The evaluation was basagbals established by state and
local precedents for guiding beginning teachersiognmto the teaching profession with
several challenges.

Teachers must meet the demands of meeting allshalents’ needs, maintain
professionalism at all times, acquire and maintalations with parents, students and
colleagues, all while meeting the new demands obimeng a highly effective teacher in
the City of New York. The new demands could be sweiming for a first year,
beginning teacher. It can be overwhelming for ostaff members as well. Several
teachers find it so intense that often many oftkheot return to the profession the
following year. Many schools have adopted suppystesns that can provide guidance
and solace for beginning teachers and staff. Alghcgupports systems are implemented,
many of them lack in certain areas. This prograaiuation assessed the program
support systems for beginning teachers and stdlffarareas of mentoring, collaboration,
and professional development. It was revealederetfaluation summary report that
beginning teachers and staff agree that the prog@es have strong components in the
areas of collaboration, but need to improve indteas of mentorship and professional
development. Improvements to certain componentiseoprogram could greatly affect
the effectiveness of the support systems in thedéuand possibly reduce attrition rates

beginning teachers at the school.
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The evaluation summary report revealed insighthenprogram, based on the
given goals of determining which parts of the pevgrwere effective and which parts are
in need of improvement. A survey was emailed taea@hers in classrooms from Pre-
kindergarten to fifth grade. Participation was vdary. Ten teachers were asked to
participant in interviews based upon predetermswddction criteria to ensure at least
two participants were represented from each cayagtevant for this evaluation: veteran
teacher, beginning teacher, transfer teacher aachémentor. The results of the data
were separated by the goals of the program (meggocollaboration, and professional
development), after analyzing data from 33 sunamgten interviews. The guiding
guestions that drove this evaluation project onstifgport systems for beginning teachers
at the school are as follows.
1. To what extent are the support systems for begint@achers and staff
being implemented?
2. What are the perceptions of beginning and expegiteachers
regarding the effectiveness of new teacher sugystems?
3. What are the strengths and weaknesses of the sigystems for
beginning teachers and staff, specifically in acimg goals of

effectively supporting beginning teachers?
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Mentoring

The first component of the program that was anayzas mentoring. Mentoring
is mandated by New York State and is one of thenfaguses at the school. Data
analysis revealed the extent of mentoring at theaic It is evident that mentoring takes
place at the school and the majority of beginnearhers have experienced this support.
More than half of beginning teachers indicated thantor teachers provided useful
feedback and also informed them of important maitiewring meetings. Although most
of the respondents had mentors, many indicatedwleeg not able to spend a lot of time
with their mentor. According to most individualsenmors were assigned but meetings
were not consistent, because all of the mentocshadid other positions and mentored
several teachers at one time. A few teachers engalahat they had not received a
mentor and were instructed to seek help from adearhers at the same grade level.

Exactly 79% of all teachers surveyed felt thatrttentor and new teacher
meetings were effective, which includes 5 of tHee§inning teachers. The majority of

staff thought that new teachers were benefitinghfroentor resources.
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Results of Effective Mentor Meetings

13% 8%

i

\
' 1 i Strongly Agree
u Agree

Disagree

i Strongly Disagree

Figure Al. Results of the Effectiveness of Menteetiigs

Respondents felt that a more structured and fopmagjram for preparing
mentoring teachers that included state and natiopat standards and more face-to-face
time between co-teachers. Teachers need to bspelidfically what to do, when to do it
and what approaches to use to address new teamteeros. They also feel like they
need more time for proper mentoring with targetelicges and objective goals. It
appears that mentoring is a somewhat effective@tiggstem at the school, but could
benefit from some improvements because not att@bieginning teachers are
experiencing the support and not all teachersea@ving meeting time with mentors.

In addition, data revealed strengths and weaksesfsmentoring at the school.
Data indicated that only 3 out of 33 respondemented mentoring as a strong support
item. This information does coincide with qualit&idata, simply because most teachers

felt mentoring at the school could be improvedeanesal ways. It was seen as a weakness
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from 20 out of 33 faculty participants. Specificakkaeesses related to mentoring were the
lack of time and consistency.

Collaboration

Collaboration involves working with other teachersthe same grade level or
other teachers at the school. Collaboration inwmeeting with and discussing specific
classroom strategies and procedures as well asidaming each other with new policies
and programs the school may implement. Collabanasidargely informal, but the
school authorizes time for teacher collaborationliké mentoring, teachers cooperate at
all levels of experience and grade teaching assgsn The goal is to disseminate
information and experiences to benefit all involwvath teaching.

Based on the survey data, both beginning and veteexhers identified the
extent of collaboration as a support system astheol on many levels. About 21% of
teachers surveyed reported that they were officalbcated between 5 to 6 hours per
week to collaborate with other faculty members. Qlieee-fourths of the total
respondents explained they had experienced codihgrwith veteran and beginning
teachers, by sharing ideas about analysis of stwdenk, school curriculum, behavior
management strategies, and classroom environnratgges. Six out of the nine that
experienced the support were beginning teachemnsostd 100% of teachers indicated that
they had viewed and discussed educational mateoatsng from the school.
Collaborating teachers also indicated that theydizskrved five of the nine beginning

teachers to assess performance and offer input.
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Although collaboration exists at the school, basedhe study results, it is not
consistent in the areas of observation and timg hiael been officially allocated by the
school to plan and collaborate with other teach@rdy 45% (4 were beginning teachers)
said that they were officially allocated betweeantl 2 hours per week.
Table Al

Time Allocated for Planning

Hours Per Week Response Count Response
(n=33) Percentage
1-2 hours 15 45.45%
3-4 hours 11 33.33%
5-6 hours 7 21.21%

The survey showed what teachers thought was eféegbout collaboration as a
support system. Less than half the total teacledrghfat planning time provided for
collaborating teachers and beginning teachers deguate. Over half of the teachers felt
that special publications (handbooks, guides, lesdoandouts, other materials) provided
them to are effective. Approximately 40% of teashfelt that observing fellow
collaborating teachers execute lessons as profedsievelopment was effective.

Collaboration is an activity in which most teachbave participated at the school
and was seen as a strength by 31 of 33 respondeaatshers are able to build
relationships with each other that foster enrichinencouragement, and knowledge.
New and veteran teachers were learning from edwdr and supporting each other in

their daily needs as educators.
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Professional Development

The evaluation also sought to determine the exteptofessional development as
a support system at the school. The amount of éilo&ted for professional development
varied among participants. The results indicated finst-year teachers received more
professional development per week than other tea@ral staff. This indication may be
due to the differentiation of teacher and theirdsed eachers may be allocated time for
collaboration based on their years of experience,raany are unsure of the amount of
time they are supposed to be allowed or they hatéeen told of any time at all.

Based on the Danielson Evaluation Framework (Dsoimg 2009), the school
should provide professional development that ietas the teacher’ needs.
Approximately 53% of respondents felt that theyeree professional development based
on their needs, with six of the favorable respomsiéeing beginning teachers. About
43% of the respondents received predetermined gsieal development.

Professional development was seen as an effeimgort provided by the school
to beginning teacher and staff. Nearly two-thirfithe total respondents felt that the
professional development was effective, this inetlidix out of the nine beginning
teachers. The majority of respondents indicatetittreaprofessional development
measures provided by members of the school anileut§the school were effective.
Although professional development was seen asteféeaveaknesses associated with
time allocations were reported by all teachersal2aialysis also revealed that most

teachers felt they “receive a one size fits alfpssional development approach. Some
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teachers saw poor communication with administragi®@an impairment toward
expressing their needs regarding professional dpusnt.

Another indicated weakness involved mentoringhieeas and the amount of
professional development material they receiverdigg mentoring new teachers. Most
felt additional training in this area would benefit teaching staff.

Overall

Over 60% of the participants perceived the supgpgstems provided were
adequate based on the survey. Only 6.7% saw thetnoeg and 36.7% perceived them
as weak. The numbers show that the majority ofdbelty felt that the support systems
are sufficient, but are not very strong. The numalaso show that a significant amount
of the faculty felt that some of the support sysere weak. The majority of the survey
and interview participants suggested allocatingenumnsistent time for planning with
highly effective mentors, and other teachers orsth#, hiring a literacy or math coach,
providing more time for engaging workshops and ggefonal development. The
majority of participants making suggestions wergitn@ing teachers. Both beginning and
veteran participants also suggested that begirteexcthers have the opportunity to view
the school in the summer during orientation aneiattprofessional development and
workshops before the beginning of the school year.

Both beginning and veteran teachers suggesteaitiaginning teachers should
be placed with an official school mentor. The mijoof participants also suggested that
new teachers, mentors, and administration showdtiate the mentor program regularly.

Beginning and veteran teachers also explainedhtihahg more workshops on special
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needs students and English language learners, arelmeetings with administrators are
needed. Teachers also identified what they perdeagestrengths and weaknesses in the

support systems (Table A2 and Table A3).

Table A2

Most Commonly Identified Weaknesses

Identified Weakness Number of Teachers
(n=33)

Lack of Time

Lack of Consistency

Beginning Teacher Necessities
Mentoring

Engaging Professional Development
Administration Communication
Insufficient Resources

None Listed

Meaningful Collaboration

N W b U0 1O OO OO NN

Knowledge of Curriculum




Table A3

Most Commonly Identified Strength
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Identified Strength

Number of Teachers

(n=33)
Helpful School Community 15
Positive Collaboration 13
Sharing of Materials 11

Support from other Teachers
None listed

Effective Mentoring

Recommendations Based on Findings

The following recommendations are based on theedignation of the findings

and conclusions of the evaluation. Data was condpiaréhe goals of the program, along

with the three guiding questions to produce themaunendations.

1. Provide all beginning teachers with a peer mentr po the start of the

school year. Continue this for three years and ghamnentors each year.

Allow each mentor to be paired with only one begigrteacher.

2. Enlist staff members to become mentors by providimge compensation in

overtime pay or compensatory hours. Incentives atsy alleviate the

responsibilities from the small selected few memgachers that hold several

other positions at the school. Each beginning telaahil be assured to have a
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mentor and no beginning teacher will be withoueargmentor to guide him
or her for the school year.

Provide mentors and mentees with an online schéduiethat could be filled
out show all times that the pair met. An administrar a selected faculty
member could monitor the forms weekly or bi-weeHlgis improvement will
ensure consistency of peer mentoring meetingsimpeovement will also
allow the school to align with New York City beging teacher mentoring
hours. It will offer some security to beginning¢bars to know they can
expect support from their mentoring teacher.

Provide mentor teachers with professional devekrmaterials designed
for mentoring beginning teachers. There are prajaatdevelopment
opportunities available to all New York City menteachers. In order to
make this support more effective, allow mentor beas to attend monthly or
bi-monthly professional development workshops omtmeng during school
hours. Some mentors may be asked to return to bahddoring important
information back to fellow mentor teachers. As vigdined mentors, veteran
teachers will feel confident about properly guidbeginning teachers.
Provide equal time periods for all teachers fofatmration on a mandated
weekly schedule. A good standard would be the mairtime some
respondents reported for collaboration of 5 hoarsweek, or one hour per
school day. This improvement will provide teachaith time to support each

other on a consistent basis. In order for collatimnao be more effective, it



123
can take place through grade level meetings, aiéssvisitations, and
teacher/ teacher observations, planning acrosegraad planning with
cluster teachers on a weekly schedule. This tihoeaion could take place
during designated morning, prep, or after schossis@s. The program could
require detailed notes describing the collaboratigenda and when it took
place.

6. Provide engaging professional development thaaset on the needs of both
beginning and veteran teachers. Improvements cinde:

e According to Danielson Evaluation Framework (Dasiel, 2009)
teachers should receive professional developmesgicban their
needs, not a set of pre-determined workshops.

e This improvement could take place after an adnriaist has
evaluated a teacher and identified the teacheedse

e Based on those needs, some teachers can be dusige¢her to
receive the same types of professional developmbkité other
teachers may need a more singular approach.

e Teachers could be provided with a checklist ofrthedfessional
development needs, along with 2-3 slots for prodesd development
wants, so that teachers can attend professional@@went /training.
The required checklist provides teachers and adtnators a log of all
professional development.

7. Open the lines of communication between adminisinaand staff.
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In order to improve all aspects of the supportesyst provided by the school,
beginning and veteran teachers must feel free itteveeeds, wants and
opinions without being penalized. Staff membersloaiter communicate with
administrators who also serve on the committeesebwuiting new and
veteran teachers to engage in school committeasgWseekly memos,
newsletters or social outings to communicate.

8. Continue to evaluate. On a yearly basis, tippaeus systems should be
evaluated to continue to track the effectivenegh®fupport systems
provided for beginning teacher and staff at thedethAn appointed

committee could be selected to complete this task.
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Appendix B: Beginning Teacher Interview Guide

. Describe how it is being a new teacher at this gcho

a. What were some obstacles?

b. What helped you get through those obstacles?

c. What do you think would have helped you get throthgise obstacles?

. What kinds of support did you receive as a newtegt
a. Describe the supports that you received.

. Describe how your mentor supports you.

a. In what ways is your mentor’s support helpful?

b. In what ways is your mentor’s support less helpful?

c. Describe how often and how long do you meet withryoentor

d. Explain how the support from your mentor has impyour teaching.

e. How could the school’s administrators encourageenediective mentoring of
new teachers?

. Describe your experience with collaboration at gukool.

a. Explain how planning with other teachers has helpeaas not helped you as
a new teacher?

b. Do you have any suggestions for improvements?

. Describe your experience with professional develeminas a new teacher.

a. How often have you been presented with prajessidevelopment in the past?
3 months?

b. What effect has professional development hagooin teaching?

c. What kinds of professional development do yibera outside of the school?

d. Do you have any suggestions for improvements?

. What other types of supports would you like to se® teachers receive at this
school?
a. Why would it help?

Do you think the support systems at thigos| were effective in helping you
improve your teaching performance? If so, how do §onk the beginning
teacher supports at this school have changed yotormance as a teacher?

Do you have any suggestions about hawimdtrators could improve overall
support and guidance for new teachers the school?
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Appendix C: Mentor/Veteran Teacher Interview Guide

. Tell me what it is like being a veteran teachemgupng a new teacher.

a. How exactly do you support them?

b. What were some obstacles?

c. What helped you get through thdsstacles?

d. What do you think would have helyed get through those obstacles?

. What kind of training and support did you receigeaamentoto support new
teachers?

b. Describe how you are compensated.

c. How were you trained to support a new teacher?

d. How are new teacher supports centered on new tesgche

. Describe your experience with mentoanthis school.
a. Why is mentoring effective or not effective fw teachers?
b. Do you have any suggestions for improvements?

Describe your experience with collaboratd this school.
a. In what ways is this process maipfiul?

b. In what ways is this process lespflul?

c. Do you have any suggestions foroupments?

. Describe you experience with profesdiodieaelopment at this school.
a. In what ways is this process helpful?
b. In what ways is this process less helpful?
c. How could the school's administrators encouragee effective professional
development for new teachers.

. What other types of supports would you like to see teachers receive at this
school?
a. Why would it help?

. Do you think the support systems at this schaok effective in helping

beginning teachers to improve their teaching pertorce? If so, how do you
think the beginning teacher supports at this schawe changed the performance
of beginning teachers?

Do you have any suggestions about how admamigs could improve overall
support and guidance of new teachers the school?
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Appendix D: Faculty Survey
Thank you for taking the time to participate instsurvey. Responses to this confidential

survey will help to assess support systems forryegg teachers that are being evaluated
for effectiveness at this school. Thank you agaimybu assistance.

Background Information . Please provide the following background informatio
(No attempt will be made to identify individualssahools in the analysis, which wilj
focus on groups).

1. How many years have you been taught in this@@ho year(s)

2. What grade level do you teach?
1 P-K [11-2 [13-5 [ Other (describe)

3 .Have you mentored a teacher in the past fivespedes/No
4. Have been mentored in the past five years. Yaes/N
5. Have you taught more than three years, buteneta the school. Yes/No

6. How much planning time does your school offigialllocate to you? hours
per week

7. How much time is allocated for professional depment instruction? hours per
week

Support Checklist. This section asks about the occurrence of the stgpftat
beginning teachers are receiving at this schooly®s read each support, please
indicate if you have participated by receiving avigg any of the following supports
by marking (x) in the box. If you are unable towwesany question because you are
an experienced/veteran teacher please skip toekequestion.

I have I have not
Support Systems personally personally
experienced experienced
this. this.
8. A special orientation session held for 0 0

beginning teachers before the school year
began.



10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

Have had a mentor assigned to you.
Have participated as a mentor for a
beginning teacher.

Mentor teachers and beginning teachers
actively meet at least three times a week.

Mentor teachers inform beginning teacher:
about analysis of student work, school
curriculum, behavior management strategi
and classroom environment strategies.

Mentor teachers provide useful feedback
about classroom practices to beginning
teachers.

Collaborating teachers and beginning
teachers are provided with co-planning tim

Collaborating teachers and beginning teac
share ideas about analysis of student wort
school curriculum, behavior management
strategies, and classroom environment
strategies.

Beginning teachers have the opportunity tc
observe other teachers.

Collaborating teachers provide useful
feedback about classroom practices to
beginning teachers.

Collaborating teachers and beginning
teachers are provided with special
publications (handbooks, guides, lessons,
helpful handouts, other materials).
Beginning teachers are provided with
professional development.

Beginning teachers are provided with
predetermined professional development.
Beginning teachers are provided with
suggested professional development base
their needs.

Beginning teachers attend professional
development conducted by other teachers
employed at the school.

Beginning teachers attend professional
development conducted by other outside
professionals.
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Supporting Teachers This section asks about the quality of the supibatt
beginning teachers are receiving at this schoolyés read each support, please
indicate how effective you think the strategy itha school. Please rate all
strategies, whether or not you have actually pgriced in them.

To what extent do you agree that each support is effective

at this school ? (Please circle one only.) Strongly Agree, SA°A D SD NA

Agree, Disagree, Strongly Disagree or Not Applicable

24. The special orientation session for beginningteexh SA A D SD NA
before the school year began was effective.

25. The meetings mentor teachers and beginningteach SA A D SD NA
have are effective.

The guidelines and resources provided to beginninc SA A D SD NA
26. teachers from mentor teachers concerning student

work, analysis of school curriculum, behavior

management strategies, and classroom environmer

strategies are effective.

27. Partnerships between mentor teachers and beginni SA A D SD NA
teachers at this school are effective.

28. The planning time provided for collaborating teashe SA A D SD NA
and beginning teachers is adequate.

The special publications (handbooks, guides, lessor

29. handouts, other SA A D SD NA
materials) provided to collaborating teachers and
beginning teachers are effective.

30. Allowing beginning teachers to observe fellow SA A D SD NA
collaborating teachers execute lessons as profedsio
development is effective.

31. The professional development provided for beginnir SA A D SD NA
teachers is effective.

32. The professional development conducted by other SA A D SD NA
teachers employed at the school is effective.

33. The professional development conducted by SA A D SD NA
professionals outside of the school is effective.
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Your Comments. Please take a few minutes to answer the followunestions.

34.Overall, how would you rate the support beginning ¢achers receive at this
school?

1 very weak Tl weak [l adequate [ very strong

35. List up to 4weaknesses in the support systems for beginning tdeers at this
school.

36. List up to 4 strengths in the support systems for beginning tehers at this
school.

37.List up to 4 suggestions for improving the support systems fordginning
teachers at this school.

Thank you for your participation.
Used with permission of Richard Braley, Ellice Mayand Alysia Roehrig.
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Appendix E: Introductory Consent Letter/Survey
Dear Faculty Member:

My name is Dracaena Mosley and | am a faculty merabglEXT
REDACTED]. I am also a doctoral candidate at Waldaiversity in Minneapolis, MN.
As a part of my doctoral research, | am studying beginning teachers are supported at
our school. Currently, | am evaluating the facsliyerceptions of the current support
systems for beginning teachers.

As a faculty member who is a beginning teacher,torera beginning teacher or
collaborates with a beginning teacher, your parétion in a short, online survey would
assist my research greatly. The survey, admintdm®ugh a program called Survey
Monkey, consists of 37 questions and should takelgss than ten minutes to complete.
Your decision to participate will have no effectyur relationship with the institution
and is voluntary. Furthermore, your input will kealy anonymous throughout both the
data collection and reporting processes of my stBtbase be advised that by completing
the survey questions, you are consenting to haxog confidential responses published.
Please keep a copy of this letter for your records.

Instructions for participation:

1. Click on the Survey Monkey icon found at

2. Follow the instructions of the program, takiragecto answer each question.
3. Click "Done" at the end of the survey when yoaifanished.

Questions and concerns

If you have questions or concerns about this stadif,you would like to receive a copy
of the research when it is completed, please contaat dracaena.mosley@walden.edu.
If you have questions or concerns about your rigkta research participant in this study,
please contact the director of the research candfalden University, Dr. Leilani
Endicott, at 1-800-925-3368, extension 1210.

Thank you for your participation in this study, whiis integral to the completion of my
research and beneficial to exploring the needeeftthool. | very much appreciate the
gift of your time and feedback in this endeavor.

Sincerely,

Dracaena Mosley
Richard W. Riley College of Education and Leadggshi
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Appendix F: Introductory Consent Letter/Interview
Dear Faculty Member:

My name is Dracaena Mosley and | am a faculty merfilieXT REDACTED].
| am also a doctoral candidate at Walden Univeisitlinneapolis, MN. As a part of my
doctoral research, | am studying how beginningtteecare supported at our school.
Currently, | am evaluating the faculty's percepsioh the current support systems for
beginning teachers.

As a faculty member who is a beginning teacher,torera beginning teacher or
collaborates with a beginning teacher, your pgréittion in an interview would assist my
research greatly. | will administer the intervieWhe interview should take about 20-40
minutes of your time and will be audio taped. Ydacision to participate will have no
effect on your relationship with the institutiondais voluntary. Furthermore, your input
will be strictly confidential throughout both thatd collection and reporting processes of
my study. Please be advised that by signing belmhparticipating in the interview, you
are consenting to having your confidential respsiqaélished. Please keep a copy of
this letter for your records.

Instructions for participation:
1. Provide your signature below

Signature

Questions and concerns

If you have questions or concerns about this stadif,you would like to receive a copy
of the research when it is completed, please contaat dracaena.mosley@walden.edu.
If you have questions or concerns about your rigkta research participant in this study,
please contact the director of the research candfalden University, Dr. Leilani
Endicott, at 1-800-925-3368, extension 1210.

Thank you for your participation in this study, whiis integral to the completion of my
research and beneficial to exploring the needeeftthool. | very much appreciate the
gift of your time and feedback in this endeavor.

Sincerely,

Dracaena Mosley
Richard W. Riley College of Education and Leadggshi
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