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ABSTRACT
Cross-Race Mentoring within the Induction Year of New Teachers

in an Independent School

Bradley L. Weaver, Dissertation Author and Doctoral Candidate

Dr. Elizabeth Twomey, Dissertation Director

New teachers arrive to our nation’s schools with a range of educational
preparation and professional experience. Schools endeavor to alleviate thesecaisfe
build professional capacity, and guarantee the efficacy of new teadhessriore
quickly improving educational quality for children) most frequently through induction
programs. Researchers identify mentoring as the most common means of ingemting
teachers. The school reform movement and related law have influenced mentoring
frequency, goals, and practices, as have recent advances in understanding Isow adult
learn. With the number of new teachers expected in both public and independent schools
within the current decade, the intense pressure of reform mandates, and public
expectations on teacher quality, the effectiveness of new teacher inductionrdadnge
programs is paramount. Likewise, as the nation increases in its overall diversity, how
mentoring programs address the race and ethnicity of new teachers and mentors,
particularly when the vast majority of veteran mentor teachers for théutesa will be
White, is also critical to program success. This study examined the efteaeofly

implemented induction and mentoring program on a cohort of new teachers during their



first year of service in an independent school. The school had a strategiventbati
diversify its faculty. Consequently, an essential element of the study waestigate

the experience of new teachers of color who were involved in cross-race mentor-new
teacher relationships in contrast to the experience of their White counténgahted in

the same program for the same academic year. An overview of the studgwaatvi
relevant literature, the study’s design, results, and discussion of firahdg$eir

implications are presented.
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CHAPTER ONE
Overview of the Study
Introduction

Hargreaves (2003) alleged “teaching is in crisis” and cites “demographic
turnover,” “disillusionment with large scale reform,” “good teachertsing early,” and
“young teachers’ leaving for something... more emotionally uplifting” asgmyroauses
(p- 160). Ingersoll (2001b) concurred stating, “While it is true that teachemnemts
are increasing, overall turnover accounted for by retirement is relathiatyr when
compared to that resulting from other causes such as teacher job diggatisfpcs).
Ingersoll demonstrated that, while demand for teachers has increasely steedithe
mid-1980s, the average national turnover rate for teaching exceeded that for other
professions and that “hiring difficulties were not primarily due to shortagesvendoy
enrollment and retirement increases” (2001b, p. 14).

The2004-05 Teacher Follow-up Surv@Marvel, Lyter, Peltola, Strizek, Morton,
& Rowland, 2007) revealed how acutely new teachers are impacted. While the total
percentage of teachers who left the teaching profession during the 2004-05 sahool ye
was 8.4% for public schools (Table 1, p. 7) and 13.6% for independent schools (Table 1,
p. 7), 19.6% of novice (first-year) teachers left public schools (Table 2, p. 8) and 22.3%
(Table 3, p. 10) left independent schools. The mobility rate for new public school
teachers was equally startling. The percentage of all public school ®adteemoved
between schools was 8.1% over the same time period (Table 1, p. 7), while the

percentage of new teachers was 17.1% (Table 2, p. 8). Mobility rates for 2004e05 wer



not mirrored in independent schools and were actually lower for first-yeduetsa5.9%
total (Table 1, p. 7) and 4.0% for novices (Table 3, p. 10). When attrition and mobility
are considered together, nearly 2 out of 5 novice public school teachers and 1 out of 4
independent school teachers (Ingersoll, 2001b, Tables 2-3, p. 8-10) left their schools or
the profession entirely during their first year, “disillusion[ed]” or “dissfied]”
(Hargreaves, 2003, p. 160). These statistics make clear the highly publicized U.S.
Department of Education estimates predicting that 2.4 million new publicetsaahd
568,000 independent school teachers are required during the current decade to sustain
pupil/teacher ratios as the teacher force retires, moves to find bétbetssor leaves the
profession entirely (Hussar, 2007).

Despite these obstacles, Hargreaves challenged school communitieprieam
learning” through “inspir[ing] good teaching and... retain[ing] good teatli2e®3, p.
161) and so have our nation’s lawmakers. The No Child Left Behind Act of 2001 for the
first time in U.S. public school history has mandated a required level of training and
guality for every teacher in a public school classroom. Public sentiment loagefibthe
inclusion of teacher quality indicators on annual state reports. Our nation’s sckools a
at a convergence of significant legal, social, and demographic pressurespitictrto
teacher recruitment and retention.

Equally startling factors are impacting the demographics of the nateacker
force. Demographically, 40.7% of the K-12 public school student population were
students of color during the 2003-04 school year, while only 16.9% of the teacher force

were faculty of color (Strizek, et al., 2006). As a public policy goal, schogclaiffihave



aspired to reconcile these figures within their schools’ faculties tetéfile growing
diversity of U.S. society. Independent schools are also striving to divdrsifyjteacher
force (NAIS, 2004; AISNE, 2007).

However, in all settings the trend is toward a widening racial divide between
teachers and pupils (Zumwalt & Criag, 2005). In 2004-05, the total number of public
school teachers who identified as people of color was 15.2% (Marvel, et al., 2007, Table
2, p. 8). Of this cohort, 9.2% moved schools during the school year and 9.6% left the
profession compared to their White colleagues at 7.9% and 8.2% respectively (Table 2)
Teachers of color in independent schools were less stable — 11.2% of the private teach
force in 2004-05 were people of color; of those, 7.6% moved and 18.4% left (Table 3, p.
10).

All teachers, regardless of race or ethnicity, arrive to the schoolhousa witle
range of educational preparation and professional experience. Schools ermleavor t
alleviate these differences, build professional capacity, and guarantfédhey of all
new teachers, aspiring to retain the best for the long-term, most freqtreatigh
induction and mentoring programs (Achinstein & Athanases, 2006; Fideler & Haselkor
1999). In fact, NCLB requires all states to offer such support for teachers ifirteir
year (NCLB 8§ 6613, 2002), as do independent school principles of practice (NAIS,
2006). With the number of new teachers expected in all schools within the next few
years, the efficacy of induction and mentoring programs is crucial.

According to Achinstein and Athanases (2006), schools employ mentoring

programs for many purposes: (a) to ensure an effective transition from bughtthe



first few years of service, (b) to prevent attrition, (c) to optimize neashter efficacy,
and even (d) to forward school reform initiatives. A clear understanding of how
mentoring occurs effectively in cross-race contexts, particularly whemajaity of
veteran mentor teachers for the near future will be White, yet also whiels strive to
diversify their faculties, is critical to the success of new teacheromegirograms.

The dilemma posed by (a) attrition and mobility, (b) the need to diversify faculty,
and (c) public pressure to ensure teacher quality represents a majorgehtdlenhool
leaders endeavoring to build an educational community exemplified by afgead and
viable curriculum” and effective teaching, factors indispensable to studeessucc
according to Marzano (2003, p. 3). Whether the confluence of these pressures will resul
in “The Perfect Storm” (Junger, 1997) or in a renaissance of the Americamiga
profession is unclear.

Statement of the Problem

A suburban independent elementary school in the northeastern US, The Eastern
School, faced a similar dilemma. The school featured an aging core farat
retirement-driven turnover was an annual force in recruitment and hiringbilig,
struggle, and mobility in younger, recently-hired teachers were equatigirhtesource
issues. The school attempted to address these complex issues by designing and
implementing a new teacher induction program with a primary focus on mentoring.
Concurrently, the school also has worked to diversify its faculty with respeciab ra

identity, upon direction of its board of trustees.



The purpose of this qualitative research study was to investigate the expefienc
a diverse cohort of new teachers during their induction year, with a partécaphasis
on new teachers of color participating in mentoring in cross-race contexts.
Research Questions
Using a qualitative research methodology, this research study was designed t
answer three research questions:
1. How did the induction program affect new teachers’ (a) connection tthe
school community, (b) professional satisfaction, and (c) sense of effigac
2. Which mentor characteristics did new teachers perceive as being péll
and supportive?
3. Did new teachers’ perceptions vary for cross-race mentoring
relationships as compared to same-race mentoring relationships?
Theoretical Rationale
This section introduces the primary theoretical frames that compriseditmalat
for this research study. From the research questions emerged four ff@nmesyv
teacher induction, (b) mentoring as a vehicle for induction, (c) mentoring in e@ess-r
contexts, and (d) qualitative research methodology. Two additional public policy frames
connected the primary theoretical frameworks: (a) the school reform neavamd its
influence on the public policy debate surrounding teacher quality and (b) public policy
goals for diversification of the teacher force and the legal context hadreg
preferences. Also, theory related to adult learning was implied acrossrttaeypri

frameworks. Mentoring in cross-race contexts, for which the literatusevias found to



a large extent in business and social work fields, represented a researchtheed i
education field. These frames are elaborated upon in greater detail in Qlvapter
Mentoring and Induction

The Eastern School employed an induction program, of which mentoring was the
primary vehicle, to develop new teachers professionally. The researctieippat
postulated that the induction program had influence on new teachers’ attitudes of
professional satisfaction, sense of efficacy, and connection to the school copnmunit
ultimately contributing to new teacher retention. Mentoring was relied upibe as
primary vehicle for induction. Mentors engaged in particular behaviors and display
particular attributes that new teachers either did or did not find helpful, anesteach
study sought to identify and understand those.

Odell (2006) asserted mentoring is “a professional practice, much as teaching i
practice” (p. 203). As a professional practice, mentoring includes “dispositidns a
beliefs, conceptual and theoretical understandings, as well as skillppfementing the
practice” (p. 203). Achinstein and Athanases (2006) stated mentoring andhresearc
mentoring have historically focused on how teachers survive their firsbf/sahnool
with the aspiration of preventing teachers from leaving schools or the profession. The
school reform and standards movement has caused a paradigm shift. As a result, the
focus now is on (a) how mentoring can increase the rate at which new teachesp devel
their capacity to effectively impact student learning and school culturdoahdy new
teachers can play leadership roles in reforming in the profession (Odell, 28@beFI&

Barrett, 2004; Wang, 2001).



The literature base on mentoring is extensive. For the purposes of this research
study, a helpful classification strategy was to consider those studiesa)tdat( with
factors influencing the mentor, (b) those dealing with the protégé, (c) thasibiey
school level factors, and (e) those examining external factors such e gisgrams
and characteristics.

Ingersoll and Smith (2004) observed that research studies of induction programs
measure either “teacher attitudes (e.g., teacher’s job satsiaetiicacy, and
commitment); [or] teacher retention or turnover” (p. 683). This research study
examined the influence of an induction program, of which mentoring was a major
component, on new teachers’ attitudes: (a) professional satisfaction, (b) sefis@oy,
and (c) connection to the school community at the conclusion of their first year. The
Eastern School designed its induction and mentoring program with high structure and
accountability. With respect to the literature base on induction, it was usefubthe
consider (a) effective induction program structure and (b) induction progransedfect
new teacher attitude: satisfaction, efficacy, and connection.
Adult Learning

Both induction and mentoring imply adult learning, and The Eastern School stated
professional learning for new teachers and mentors was a primary gisah@dvly re-
designed program. Different from pre-service and in-service trainingh &nd
Ingersoll (2004) envisioned new teacher induction “as a bridge, enabling the ‘student of
teaching’ to become a ‘teacher of students™ (p. 683). Mentoring, or “pergoitance

provided usually by seasoned veterans,” increasingly has become the dominant form of



induction or most influential aspect of induction programs (Smith & Ingersoll, 2004, p.
683; Fideler & Haselkorn, 1999). This process of adults transitioning other adults from
students of teaching to teachers of students involves adult learning processes.
Cognitive learning theory as it applies to adults is changing the way i whic
mentoring is perceived and conducted and how it applies to standards-based teaching
(Sprinthall & Thies-Sprinthall, 1983; Thies-Sprinthall, 1986; Thies-Sprinthall &
Sprinthall, 1987). Mentoring has evolved to being viewed as “school-based teacher
education” (Zeek & Walker, 2006, p. 280) and a natural extension/continuation of
university pre-service training. Mentoring has meaningful and serioussefiethe
mentor exclusive of the protégé, as the mentor moves from being strictly actiibta
to being a school-based teacher educator. Mentors display specific aistiesthat
new teachers find helpful.
School Reform
The school reform movement, which exists within the context of the law and
ethical codes that have shaped and have been shaped by it, has had a dramata impact
school-based mentoring and induction programs. There has been a major paratigm shif
in the last decade as a result of the school reform movement and the reconegiptualiz
of the role of the federal government in schools. While not a public setting, TieerEas
School was influenced by similar trends in independent schools through principles of

practice and the regional accreditation process.



Mentoring in Cross-Race Contexts

Diversity in the teaching force, both public and independent, is advocated as a
means to “generate increased knowledge and creative ideas”, “enhance student and
teacher learning, and enrich the national discourse on the significance oftyliversi
American public life” (Torres, Santos, Peck, & Cortes, 2004, p. 1-2). Increasingitjive
in the teacher force requires broad partnerships between schools, universitiessusi
and government (Wormer, 1991). The Eastern School was engaged in two reform efforts
concurrently: (a) the re-design and implementation of an induction program for new
teachers and (b) and effort to diversify its faculty. These reform efferts not
necessarily related, but significant overlap occurred during the reséadlghpsriod
when four new teachers of color were hired.

While many educators share a general sense of the importance of teaclséydiver
mirroring pupil diversity, limited research exists on cross-race magtas a means of
supporting the diversification of the teacher force in K-12 school contexts. A thabretic
framework for cross-race mentoring does exist in research on business esutnm
social work and counseling, and university teaching. The latter is almost e&btusi
restricted to self-examinations of single mentor-protégé pairs, and thus/isattienited
in its applicability to school-wide or district-wide K-12 settings. Redean social
work, counseling, and mentoring as a support in the racial integration of businegs setti

has greater utility for K-12 educators.
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Qualitative Research

Qualitative social science research in education is philosophically grounttes i
“view that reality is constructed by individuals interacting with theiraogorlds”

(Merriam, 1998, p. 6). Within anrterpretiveresearch” paradigm “education is
considered to be a process and school is a lived experience” (p. 4). Meaning is
“constructed socially by individuals” (p. 4), and the researcher’s role ighierga
information and generate understanding using an “inductive... mode of inquiry” (p. 4).
Patton (1985) described qualitative research as “an effort to understand situatinans
uniqueness as part of a particular context and the interactions there” (p. 1).

The researcher-participant desired to understand the richness and complexity of
induction and mentoring and cross-race mentoring relationships within a particular
context, The Eastern School. He intended to develop this understanding through the
experiences, interactions, and perceptions of teachers and mentors worithgrtoyg
The Eastern School induction program. Qualitative research methodology, therefore, wa
the most appropriate means to investigate the research questions.

Significance of the Study

This section explores why the study was of consequence, not only to The Eastern
School, but also in a broader sense. At an internal level, this study benefitted {Ene Eas
School’s efforts to attract and retain a diverse faculty. Recommendatiionisef Eastern
School specifically, and for other schools more generally, provided guidance on how to
structure induction and mentoring programs to offer the best support possible to new

teachers of color.



11

On a broader level, the study contributed to research understanding in areas that
have received limited attention to date. While the study built on an extensive yaalitat
research tradition related to the experience of mentors and new teachgedanga
school-based induction programs, it embarked in a relatively unexplored direction for
educational settings with respect to the study of cross-race mentatignships.

Limited research was available that examined the context of cross-eaterimg,
particularly in K-12 settings, either public or private. The primary theotdétazaework
for cross-race mentoring is at the university level, if education-basedf and,in social
work, counseling, and business contexts.

Likewise, Ballou and Podgursky (1998) stated that few comparisons exist
between public and private settings on measures aside from student perforonanes, s
new teacher induction and mentoring. Indeed, independent schools in general are not
well studied, at least relative to public contexts. While the researchditldgt
compare a private to a public setting specifically, it did offer insight hekperiences,
interactions, and perceptions of teachers working together in an independent school.
Independent schools are independent from state and federal education agencies and have
freedom to innovate within the boundaries of principles of good practice and
accreditation guidelines. The research study presented a unique approach tmgnentor
and induction and insight into the possibilities of teachers working together irracess

contexts.
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Research Design

This section introduces the research study design, a topic that willeettailed
treatment in Chapter Three. The researcher was a participant in thelrededy, as
well as an administrator at the school who was responsible for induction and mentoring
and provided leadership for the leadership project team reforming The Easteah Sc
induction program. Throughout the research study, therefore, he is referred to as the
researcher-participant for clarity and consistency.

The research occurred in an independent, suburban, nonsectarian, coeducational
day school serving students in pre-Kindergarten through Grade 9 located in a suburb of a
large northeastern U.S. city. The study examined the impact of induction, and most
specifically cross-race mentoring, within the context of a leadershipgbroj design and
implement a induction and mentoring program. The study focused on a particular
phenomenon, the experience of new teachers in their first year at an independent school
and how their experience was influenced by mentoring and interactions witinin the
formal support network.

The researcher-participant employed qualitative case study methodiology
conduct the research. The study featured rich description, generated froatyaofar
sources, to illuminate the experience of new teachers in their first Yaarstudy was
heuristic with the goal being to understand the multiple factors that influenaed ne
teachers’ feelings of efficacy, professional satisfaction, and connectioa $ahool
community within their first year of teaching. As stated, the reseanc®r participant

in the study, specifically an administrator within the school setting whaoitedrand
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hired all new teacher participants within the study, and directly supetissslof the
participants and their mentors. The researcher-participant mentored the iotlaey pr
administrative participant, who was a new division administrator withinc@os. In
some instances, such as when the researcher —participant was engagedng coachi
techniques and meeting with the three new teachers he directly supervisede#reher
was a participant and an observer.

At the study core was a non-random, purposive sample consisting of eight new
teachers and balanced by race, gender, and assignment. All new teacharsheare
first year of teaching at the school and were all engaged in the samednguogram.

The next level of sampling was also purposive — the formally assigned support network
for each teacher. The mentor network included the administrators, instrutehais,

and mentors formally assigned to support roles during a new teacher’sdirstf ye

service. All participation in the study was voluntary and consensual; partgipard

free to withdraw at any time with no bearing whatsoever on their performastaus at

the school and their identities were camouflaged and anonymous in this ressdych st
report. The sample is discussed in more detail in Chapter Three.

Ethnographic techniques for data collection included participant interviews and
guestionnaires, participant observations, document review, and participantaeflect
journaling. Triangulation of data was employed to improve validity and refiabilhe
researcher maintained field notes and a leadership journal. Each neev taathis or

her mentor network comprised an individual case for analysis. The eight robergeas
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a cohort then became the unit for a cross-case analysis. A more detailechposseht
data gathering and analysis appears in Chapters Three and Four.
Limitations of the Study

This research study had a number of limiting factors that have potential effiects
its generalizability to other settings and had the possibility of imgacgiability and
validity during the research study period. Limitations included (a) atbsloftthe
research study context, (b) elements of the research study design, &edx@ition and
biases of the researcher-participant. This section presents limitatithesresearch
study. Greater detail on these limitations had the potential to affectyailindl
reliability of the research study and specific strategies thanas@articipant employed
to enhance validity and reliability is presented in Chapter Five.

The research study occurred in an independent elementary school, a fact which
limits generalizability of findings to other settings, most notably a psichool.
Teachers at The Eastern School, for example, were not required to hold teaching
credentials, but were expected to hold degrees in their content areas. The induction
program developed by the leadership project team was designed and implemented by
choice rather than in adherence to state or federal mandates. Its desigmbad uni
features, such as distinct professional and social mentor roles, that may resdm jpr
other settings. Merriam (1998) explained external validity as “the exteritith whe
findings of one study can be applied to other situations” (p. 207), and unique attributes of

this research study context influenced its external reliability.
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Merriam defined internal validity as the degree to which “research findinghma
reality” and suggested triangulation, member checks, long-term observation, pee
examination, and clarifying researcher biases as means to increadg (aid201-204).
The researcher-participant designed this research study with thésgietran place.
Merriam (1998) framed reliability as “the extent to which reseanchrigs can be
replicated” (p. 205) and suggested dependability and consistency were betseioter
describe reliability for qualitative research. Again, the reseaqdnticipant used
triangulation as a strategy to enhance dependability and consistency.

The researcher-participant recognized his roles and responsibilitiesreséagch
study context had the potential to affect reliability and dependability. ddeaw
administrator at The Eastern School and a participant in the leadership fwreogform
induction and mentoring, in addition to being the primary vehicle for data gatheéssg
an administrator in the research study context, the research-particieahalhnew
teacher participants and supervised all mentor participants. In some ltgsesythave
influenced participant responses despite measures taken to guaranteetalitfycend
anonymity. The researcher-participant also recognized that simphindrattention to
the importance of induction and mentoring and mentoring in cross-race contexts had the
potential to influence the research study outcomes. At every point, he took steps to

reduce the effects of these limitations, as detailed in Chapters Thregakaive.
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Definition of Terms

Racial Identity

This qualitative research project examined experiences of new teangaged
in an induction and mentoring program. The school under consideration had a strategic
initiative to diversify its teacher force with respect to race. With theifspantent to
identify factors and actions that teachers of color perceived as effsajpports, the
researcher-participant invited new teacher participants to cateduinselves by racial
identity. Through this categorization, the researcher-participant ceutrasiv teacher
participants’ experiences according to race.

However necessary it was to the research project, the researci@pauartully
acknowledges that racial categorization is problematic and terminologgdolserace
is imperfect. As Tatum (1997) asserted, “the original creation of racesj@ats was in
the service of oppression” (p. 17). An open discussion of terms, therefore, used by the
researcher-participant to categorize participants by racial idamityrow these terms
were employed in the research project is clearly imperative. Tatuphysamd
eloquently explains: “We have to be able to talk about it [race] in order to change it
[racism]” (p. 17).

Tatum differentiated between race and ethnicity, stating that althoughidhe t
terms “are often used synonymously... a distinction can be made between the two” (p.
16). Both classifications are “socially constructed” (p. 16). Race, for Tasuarsocial

construction used to define people by physical criteria such as “skin color &ld fac
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features” (p. 16). Ethnicity is also a social construction, although one baseduval cult
criteria such as “language, customs, and shared history” (p. 16).

A problem of a socially-constructed identifier is that it represents arthe
simplification and reduction of an individual’'s identity to a category. It does naireapt
the richness and depth of a human being. For example, for the purpose of the research
project, one participant self-identified as Latino. However, she explained éatash
Latin American by birth, adopted by White parents, and raised American. To okters, s
physically appeared Latino (her race), yet her ethnic identity wasdee complex:
upper middle class, suburban, American, adopted, White (new teacher preliminary
interview). In another case, a study participant also self-identifiedtas. Her mother
was American, and her father was Cuban. Although she had a Latino surname and
treasured the Cuban dimensions of her ethnic identity, she grew up in the Rockies and
identified most with ethnic traditions that were American, western, middis,dad
rural (new teacher preliminary interview).

This reductive experience was not isolated to people of color in the research
project. One White participant shared that she was a middle-age single,rhathe
worked in a trade before teaching, and had been raised poor in an urban area (new teache
preliminary interview). This was markedly different from another Whitégyeant who
described herself as wealthy, a recent college graduate, and hawvingised in an
affluent suburban neighborhood (new teacher preliminary interview). The secoted Whi
participant and the first participant of color discussed here shared a nnigiodsHip,

across racial identity differences, more with each other on the basis ofgieir a
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economic background, and suburban upbringing than did the two White participants
mentioned here (new teacher interview). Race is an identifier that, aniamng ot
oppressive consequences, reduces the richness and complexity of being human. Race
attempts to tell a life story in one word. However, to repeat for emphasisy Tat
counseled “We have to be able to talk about it in order to change it” (p. 17).

Tatum clarified terms used to nhame a person’s racial identity, and her terms a
used throughout the research projaathiterefers to “Americans of European descent”
(p. 15). People of colofrefer to those groups in America that are and have been
historically targeted by racism” (p. 15Rlackrefers to “people of acknowledged African
descent” (p. 15). Tatum interchandeatino andHispanic(pp. 15-16); for the purposes
of this research projedtatinowas used exclusively. “PeopleAdian[emphasis added]
descent includ@acific Islanderdemphasis in original]” (p. 16). Tatum stated, “When
qguoting others | use whichever terms they use” (p. 16) and the researchepgo#rtici
applied the same standard in the research project. For example, one participdedies
herself aMixed— her father was Black and her mother was Latino, so that term was used
to describe her racial identity.

Tatum capitalized racial identitiesWhite Black Asian Latino— but does not
capitalize the termgeople of coloor person of colarand the researcher-participant
utilized the same conventions in the research profeetson of colomwas the
predominant term used. The sample size was appropriate for a qualitagerenes
project, but was not large enough to afford comparisons between various raciakslentiti

Therefore, an individual's specific racial identity was less ctitltan was the fact that
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the individual self-identified as a person of color. Given this research project
investigated educational phenomena and considered the experiences of teadieens, the
teacher of coloiis used to identify a person of color who was a teacher. Likewise, the
termWhite teacheclarifies that the particular teacher being discussed was White.
Other Defined Terms

For the purposes of this research study, the following definitions for important
and commonly used terms were assumed.

Cross-race mentoring relationshipnentor-new teacher relationship in which

individuals self-identified as being of different racial identities.

Same-race mentoring relationshipnentor-new teacher relationship in which

individuals self-identified as being of the same racial identity.

Professional/social menternew employees (faculty and staff) at The Eastern

School were assigned two mentors in their first year of service whose funggonss
the titles imply — these roles are defined more fully in Chapter Three.

New teacher in the literature base on new teacher induction and mentoring, new
teachers are referred to as beginning teachers, novice teachers, ners teaehtees,
and protégés. The terms beginning and novice ignore the fact that many nessteach
especially in independent settings, have taught or assisted in another school peior to t
first year of service. New teacher for the purpose of this research stadgd to
simply, teachers who were new to the school. Mentees and protégés imply a apdcific
traditional approach to mentoring. In the research study context, The Eastern School

intended to take a collaborative approach to mentoring in which benefits wezedeali
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for both the mentor and the new teacher. Therefore, the term new teacher alsd include
the context of a mentor relationship.

Leadership project teama team comprised of administrators and instructional

leaders that redesigned and implemented the induction and mentoring program.

Division administrator equates to a principal and responsible for the
recruitment, supervision, and evaluation of teachers within her division.

Instructional leader teacher in charge of a specific grade or content-area team

and responsible for the supervision of curriculum and instructional strategies tivéhi
area.
Overview of the Study

Chapter One presents an overview of the research study including sestadém
the problem, research questions, theoretical rationale, significance of theresadrch
design, limitations of the study, and definition of terms.

Chapter Two reviews the significant social science research and public polic
literature that framed the research study. Studies most applicable aahtrébethis
research study are identified. Broadly, Chapter Two presents literdateglr®: (a)
induction, (b) mentoring, (c) adult learning, (d) cross-race mentoring, (el abicy
debates surrounding teacher quality and teacher force diversification, andi(&tigaa
research methodology.

Chapter Three explains the design of the study in greater detail. Incleded ar

presentations of (a) the research questions, (b) qualitative research methcalodo@y
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the research study sample. The Chapter also reviews procedures for (akiigt (b)
data gathering, (c) data analysis, (d) reporting of data, and (e) dmgctissfindings.
Chapter Four reports data and introduces findings that emerged from data
analysis. Chapter Four is organized according to the research study questitns D
analyzed and presented using qualitative techniques: narrative, tables, agsdispl
Chapter Five summarizes findings introduced in Chapter Four. The chapter
features a discussion of the major findings and implications for practice,,policy
leadership, and further research that emerged from findings. Limitatioms kgfsearch

study are also presented, and the chapter ends with a conclusion for the resdgrch st
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CHAPTER TWO
Review of Related Literature
Introduction

The purpose of Chapter Two is to frame this research study within a thaloretic
context by reviewing related public policy literature and social seieegearch. This
research study employed qualitative methodology to examine experiéneashers
new to a school with an induction and mentoring program. A particular focus was an
investigation of the respective experiences and perceptions of new seaicbelor in
contrast to those of White new teachers participating in the same ordaaotl mentoring
program during the same academic year. From these lines of inquiry enwnged f
primary theoretical themes: (a) new teacher induction, (b) mentorag@sary vehicle
for induction, (c) mentoring in cross-race contexts, and (d) qualitativarobse
methodology. Two broader themes encompassed primary themes a-c. Fsgl nati
education reform mandates and related ethics codes and law have generatgublpeiplic
dimensions to (a) induction and mentoring and (b) diversification of the teacher force.
Thus, there is attention in this chapter to pertinent policy literature. Sendndtion
and mentoring of new teachers is predicated on adult learning, therefores there
examination of adult learning theory relevant to this research study.

Of particular interest were literature and research that spelifackdressed the
research study questions:

1. How did the induction program affect new teachers’ (a) connection tthe

school community, (b) professional satisfaction, and (c) sense of effigac
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2. Which mentor characteristics did new teachers perceive as beinglpaul

and supportive?

3. Did new teachers’ perceptions vary for cross-race mentoring

relationships as compared to same-race mentoring relationships?

Boote and Beile (2005) state a literature review “allows the author not only to
summarize the existing literature but also to synthesize it in a wagdhatts a new
perspective” (p. 4). Strike and Posner (1983) assert that a literature idendifies
problems within a field and uses existing research to frame problems in new way
Following each section, therefore, the researcher-participant sunesigremes and
presents theoretical frameworks he used to inform the research projepterGhee
connects these theoretical frameworks to findings of this research studyng the
study within social science research traditions related to induction, mentmohgross-
race mentoring relationships and public policy debate around teacher quality and
diversity in the teacher force.

Influence of Public Policy on Induction, Mentoring, and Teacher Force Diversity

Two public policy debates are germane to this research study: teachr ajuli
diversity in the teacher force. This section explores public policy literatuiterelates to
induction, mentoring, and race as a consideration in recruitment and mentoring of ne
teachers, in public and independent settings. The researcher-participantewhere

possible, examined primary sources to explore these topics.



24

Teacher Quality

Qualitative educational research does not occur in a vacuum — philosophically, it
is grounded in the “view that reality is constructed by individuals inteigetith their
social worlds” (Merriam, 1998, p. 6). Educators’ social world has changed radicat
the last two decades. The educational reform movement has impelled a majignpara
shift with respect to accountability to the public and reconceptualized the role of
government in public schools. New teacher induction and mentoring as practices
intended to guarantee efficacy, or teacher quality, are now a matter of paitdic
Although the target of these policy forces has been public schools specificailgy si
trends are mirrored in independent schools, as viewed through their ethical codes and
accreditation practices.

For the first time in American educational history, the No Child Left BeRAict
(2002) has specified federal requirements for public school teacher qualihg Htat
first purpose of the statute is to “ensure that high-quality... teacher prepaaat
training... [is] aligned with challenging State academic standards” (§ B3ONCLB
brings accountability to the primary stakeholders in schools — parents and children — to
the forefront of public policy. Drawing on social science research thatatesstudent
learning with teacher quality (Gladwell, 2008), lawmakers have for¢g@dlalic schools
to account for the quality of their teachers, including that of new teachers. iSfmecif
induction and mentoring, the law stipulates teachers new to the profession receive
“mentoring, team teaching, reduced class schedules, and intensive professional

development” according to “scientifically based research” (NCLB, § 6613, 2.A)
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NCLB (2002) holds schools accountable by raising public awareness, and thus the
stakes, on teacher quality and by requiring public systems to publish standhet tea
guality measures on annual report cards (8 6311). The U.S. Department of Education
(2006) defines “highly qualified teachers” as those who hold a bachelor’'s demyee, h
full state certification, and possess “competency in the core acadebpects they
teach” (p. 1). Through induction and mentoring requirements for new teachers and
evaluation requirements for continuing teachers, NCLB (2002) considers teachers’
pedagogical quality as well as content-based qualification — how childrésugte is as
important as what they are taught. Relevant to this research study wast tiatf The
Eastern School was an independent school and not beholden to these federal mandates.
As discussed later in this and subsequent chapters, The Eastern School weldbliga
other external agencies and to defining quality and qualification within its aggnam.

Ethics codes and principles are potential sources of public policy guidance to
educators with respect to new teacher quality. The ethics codes for pablt sc
educators, however, offer limited direction. The NEA Code of Ethics (1975) dtates t
public school educators “shall not assist any entry into the profession of a person known
to be unqualified in respect to character, education, or other relevant att(#gjteihd
“shall not assist a non-educator in the unauthorized practice of teaching” (#5).Efhe N
Code of Ethics also offers advice on confidentiality to mentor teachers:shal fiot
disclose information about colleagues obtained in the course of professiona servic

unless disclosure serves as compelling professional purpose or is requaed @6).
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The AASA Statement of Ethics (1981) advises public school administrators on
mentoring and faculty diversity only by inference. AASA Statement 1 negjui
administrators to “make the well-being of students the fundamental value ofialbde
making and actions”. Certainly, an overarching purpose of induction and mentoring
programs is to safeguard students’ well-being by enhancing new tedatearyethereby
improving quality of instruction for students. AASA Statement 2 stipulates
administrators “fulfill professional responsibilities with honesty and int¢gr1981),
and a professional responsibility of administrators is to ensure induction of acverts
according to NCLB 8§ 6613 (2002). Statement 5 states administrators will “inpi¢nee
governing board of education’s policies and administrative rules and regulatitmsy’” w
in many states now include the mentoring and induction of new teachers. Program
implementation to support new teachers should be well-researched consistent with
Statement 9: “Maintains the standards and seeks to improve the effectiveiess of t
profession through research and continuing professional development.”

The school considered in this research study was an independent school located in
the northeastern U.S. An investigation of ethical guidelines and governing m&nitipt
pertain to independent schools is important to situating the reader in the retgych s
context. Independent schools educators look to the National Association of Independent
Schools (NAISPrinciples of good practicéor ethical and practical guidance. Written
mostly in the 1990s and revised since the millenniumPtireciplesreflect the tone and
tenor of the standards movemeiieachers and supervisors of teach@r@90) directs

the teacher to “participate in the establishment and maintenance ofadiggport and
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adherence to professional standards” (NAl&chers#8). The administrator should
work to “ensure that faculty members new to the school receive orientation and support
sufficient for them to work effectively and with confidence that they argiogrout the
educational mission, policies, and procedures of the school” (NA&hers#3).
Likewise, the administrator has a duty “to improve the quality of teaching” by
“‘inform[ing]” teachers “of both praise and criticism of their work” and malamgilable
“useful support and assistance” (#4). Heads of school specifically are direttde
responsibility for the retention of “qualified faculty and staffle@ds 2003, #4).
Diversity in the Teacher Force

The racial gap between children and their teachers is widening (Zumwalig Cra
2005). School officials in both public and independent settings aspire to reduce this
divide by diversifying the racial composition of teachers in their schools — a potiby
goal. Another public policy goal is to enhance the educational experiencedoidiién
through cultivating a more diverse school climate. Race-based hiringgoegerand
programs intended to diversify the teacher force have public policy and ethical
implications, therefore. Constitutional law and ethics codes offer a paicyetvork for
school officials devising legal diversification strategies. A speffias of this research
study was mentoring in cross-race contexts, and this subsection deals with the
constitutional framework related to race as a factor in new teacheitment and
mentoring. The context of the research study was an independent school; thus a

comparison of public and independent settings is relevant.
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Racial diversity in the teacher and mentor force is an issue with public poticy a
ethical dimensions. While evidence regarding the correlation between student
performance and instruction by same-race educators is inconclusive (K#r@raig,
2005), there is strong sentiment that the teacher force should mirror gdeareitethnic
diversity of the greater U.S. population (Torres, Santos, Peck, & Cortes, 2004). NCLB
(2002) is quiet on this topic, as are public school ethical codes (NEA Code of Ethics,
1975; AASA Statement of Ethics, 1981). With respect to recruiting, hiring, developing,
and retaining a racially and ethnically diverse faculty, administratongly must
“protect the civil and human rights of all individuals” (AASA, 1981, #3) and “obey local,
state, and national laws” (#4).

In independent schools, thNAIS Principlesare explicit with respect to the policy
goal of diversifying the independent school teacher force. NPl iplesinstruct
schools to develop mission statements, strategic plans, policies, curriculumggedag
assessment, admissions, and hiring practices that demonstrate “a contriatatpiity
and justice” Equity and justice2004, #1). Moreover, tHerinciplesdirect
administrators to “value racial, cultural, and gender diversitgathers1990, #2) and
heads to “ensure that every element of school life reflects the prinofpeslity, justice,
and the dignity of each individualHgads 2003, #7). The board of trustees, both as a
group and as individual members, supports the head of school in this effort by
“exhibit[ing] best practices relevant to equity and justiéddrd 2003, #11jndividual
trustees 2003, #2). Heads are directed to “seek a diversity of cultural, national, and

ethnic backgrounds in the recruitment of teachers and administréEdscgting for a
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global citizenship2006, #7:;The hiring proces2006, #1). Th®rinciplesadvise

schools to support these endeavors by “the ongoing education of the board, parents,
students, and all school personnel as part of the process of creating and sustaining an
equitable and just communityEQuity and justice2004, #4) and complying “with local,
state, and federal laws and regulations that promote diversity” (#8)Prirfeeples

expect all school personnel “to model respect for all people and cultures and ssaddre
constructively instances of bias or disdain for nationalities, cultures, gioreioutside
their own” (#4).

Independent schools are held accountable for good practice through the regional
accreditation process. In the northeast, independent K-9 schools are atdrethie
Association of Independent Schools in New England (AISNE) and secondary schools and
K-12 schools are accredited by the New England Association of Schools andke€olleg
(NEASC). There is limited correlation between the AISBiBndards for accreditation
and the NAISPrinciples of good practicevith respect to recruiting, inducting, and
mentoring a diverse teacher force. AISNE membership criteria #4 sietplyes a
member school to be “non-discriminatory in all its policies as required by(0@7).

The AISNECore valueg2006) are more specific, but are non-binding, stating “AISNE
values the diversity of its member schoolsy(ity and inclusiony 1). AISNE states it
will help and support member schools in their efforts to recruit, enhance, and detain al
teachers, especially teachers of color, and “establish communitiesaieafuatable and

just” (Goal 6).
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The New England Association of Schools and Colleges Commission on
Independent Schools is even less directive on diversification of faculty and megrabri
new faculty. Its primary objective is to verify that member schools pesctre aligned
with what is stated in their respective missions (2007). Thus, if a school hasga stron
orientation toward diversity, then it is held to that standard. But, if a school has no
commitment to diversity, equity, and justice, then it is in theory allowed to Iseld io
that low standard. There is also no mention of mentoring or induction within the NEASC
Standards (2007).

In the absence of similar guidance from public school ethics codes, primary
sources of law related to discrimination or classification on the basis of agdepr
direction to public school administrators. The core policy question is under what
circumstances is state or official action, namely to take affirmattien, justifiable to
remedy past racial inequity and the current racial imbalance betwebertgand their
pupils. School officials must craft goals for teaching force diversity vaitd to avoid
violating an individual’s rights as guaranteed by the U.S. Constitution. Sovsale
specific to public settings, others include private, and so all administragairslliess of
employment setting should take direction from primary sources of law.

The Fourteenth, or Civil Rights, Amendment delineates individual privileges,
immunities, due process, and equal protection rights stating: “No state shalbmake
enforce any law which shall abridge the privileges... of citizens of the UniteekSta
nor deny to any person within its jurisdiction the equal protection of the lawsiq®ect

1). The official use of a raced-based classification - intentionallgatasg a finalist
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hiring pool or mentor program to candidates of a specific race - triggetssstutiny
under the Fourteenth Amendment. Government action is allowable only if it is narrowl
tailored to achieve a compelling state interest. Title VI of the Civil Riglst (1964)
states “no person in the United States shall, on the ground of race, color, or national
origin, be excluded from participation in, be denied the benefits of, or be subjected to
discrimination under any program or activity receiving Federal financistasse”
(82000d). Title VII (1964) further bars discrimination in employment on the basis or
race, color, or national origin. As a general welfare statute, Titlepglies to public
and independent schools. Thus, a major requirement of NAIS membership for
independent schools is a board-approved non-discrimination statement (NAIS, 2008). 42
U.S.C.A. 8 1983 provides public school employees or job candidates with declaratory,
injunctive, and compensatory recourse if their rights are violated throughctate a

Two landmark cases provide a framework for public school officials attentpting
establish a compelling and narrowly tailored rationale for race-based bdirmentor
selection preferences. Independent school administrators should model theitydiversi
programs on the same framework to ensure compliance with Title VII. In Grutter
Bollinger (2003) and Gratz v. Bollinger (2003) the court ruled specifically on aidmsss
policy and practice, but the same lessons apply to hiring and selection. The precedenc
established in Grutter and Gratz is that affirmative action prograersied to enhance
the quality of a school environment must be narrowly tailored to achieve a tiagpel
state interest, such as diversification for the purpose of enhancing eddcationa

experiences for the whole student body. In Gratz the court found the school’'s use of race



32

(weighted point system) was not narrowly tailored enough “to achieve [sisijtad
compelling interest in diversity” (2003, p. 7). In Grutter, the court found the use of race
as “one factor among many” was clearly “an effort to assemble a studenthlabdsy/

diverse in ways broader than race” (2003, p. 10) and thus did not trigger a constitutional
violation. In developing a program modeled on Grutter, a school must consider race-
neutral alternatives, establish periodic review, and set a time lirhé.pfiogram cannot
cause undue harm to third parties — namely, reverse race discrimination is @dohibit
Applicants’ files must be reviewed holistically, with race being only onbefttributes
considered in determining contribution to a diverse school climate.

A review of policy literature reveals that school officials, regasiesether in a
public or an independent setting, may not discriminate on the basis of race in the
recruitment and hiring of teachers, nor in the assignment of mentors. Adminssinatyr
take affirmative action to diversify their teacher force when it seaveompelling
interest such as enhancing the educational climate of the school or reducengahe
divide between students and their teachers. Race-neutral hiring criteomaifatment to
culturally responsive teaching practices, for example), periodic resi@va time limit
are required elements of affirmative action programs. NZXlBciples of good practice
clarify the compelling interest, a commitment to equity and justice, di¢eac
diversification in independent schools. Public school ethics codes do not reveal similar
clarity, although individual systems vary widely in their commitment to ggunt

justice.
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The contemporary educational reform movement has brought public scrutiny to
teacher quality. State educational reform laws and NCLB at a nativebb&t
expectations and accountability measures for public schools. TheMN®iSples of
good practiceand regional accreditation agencies set standards for independent schools.
Ethics codes provide an additional set of guidelines. While NCLB requires public school
systems to offer induction to new teachers, public reporting mandates rdxaterg
attention to teacher qualification at time of hire than teacher quatithependent school
policies indicate the opposite; greater focus is placed on school officepeinsbility to
develop high quality teachers.

Adult Learning

Different from pre-service and in-service training, Smith and Ingef2004)
envision new teacher induction “as a bridge, enabling the ‘student of teaching’ to become
a ‘teacher of students™ (p. 683). Mentoring, or “personal guidance provided usually by
seasoned veterans,” increasingly has become the dominant form of induction or most
influential aspect of induction programs (Smith & Ingersoll, 2004, p. 683; Fideler &
Haselkorn, 1999). This process of adults transitioning other adults from students of
teaching to teachers of students implies adult learning.

Cognitive learning theory as it applies to adults has changed the way im whic
mentoring is perceived and conducted and how it applies to standards-based teaching
(Sprinthall & Thies-Sprinthall, 1983; Thies-Sprinthall, 1986; Thies-Sprinthall &
Sprinthall, 1987). Mentoring has evolved to being viewed as “school-based teacher

education” (Zeek & Walker, 2006, p. 280) and a natural extension/continuation of
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university pre-service training. The authors contend that mentoring has meaandayful
serious affects on the mentor exclusive of the new teacher, as the mentor moves from
being strictly a child educator to being a school-based teacher educator.

Mentor efficacy is enhanced with training in adult learning. Mentorings'caé
emerge naturally from being a good teacher”; in many ways expelneisacan be
novices when it comes to responding to issues presented by mentees (Orldnd-Bara
2001, p. 75; Orland- Barak & Yinon, 2005; Reiman & Thies-Sprinthall, 1993). Little and

Nelson (1990) stated:

A teacher is selected as a mentor principally on the basis of accomplishritents w
children; the teacher is subsequently accepted as a mentor on the basis of

accomplishments with fellow teachers and administrators. (p. 307)

Likewise, being “reform-minded” as a teacher does not “necessarilygeara
effective mentoring to support teacher learning and teaching reforarig\\2001, p. 51;
Yendol-Hoppey, 2007). Smithey and Evertson (1995) showed that mentors need support
in understanding that new teacher growth is not a “linear process” (p. ZBungrin
adult cognitive development can help mentors coach novices to successfully grow
through reflecting and reaching their own understandings (Strong & Baron, 2004;
Veenman, Denessen, Gerrits, & Kenter, 2001; Wang & Paine, 2001).

In business settings, Lave and Wenger (1991) emphasized the significance of

learning by doing in new employees’ development and the influence of mentoring
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interactions between veteran employees and new employees in guidingéhigoeent.
New employees learn by watching veteran employees and through dialayesand
Wenger’'s model of legitimate peripheral participation described how new geeglo
practice and learn without assuming full responsibility for outcomes -appbéed to
education as the rationale for student teacher experiences prior to hire.

In educational settings, Harrison, Dymoke, and Pell (2006) studied how new
teachers learned best and how mentors could facilitate this learning feosvely. The
researchers observed a learning cycle of (a) experience, (b)ioefl€c) learning, and
(d) further experimentation. Mentors play key roles at each stage of thenycle
especially offering challenge and support for risk-taking in a safecerment. Schools
that are effective places of learning for adults have certain chastcse according to
the authors. Such schools a) actively cultivate a culture where new teachaiimgent
and induction is valued, b) promote new teachers feeling safe to innovate and learn from
their mistakes, and c) expect professional development of everyone.

From the review of literature related to adult learning theory, it is diear t
induction and mentoring, such as the program present at The Eastern School, are
premised upon the ability of adults to learn. For the new teacher, induction-based
learning shifts the individual from a student of teaching to a teacher of stuiamts &
Ingersoll, 2004). For the mentor, learning shifts the individual from a teacher of student
to a teacher of teachers (Little & Nelson, 1990; Reiman & Thies-Sprinthall). 1#38h
of these transitions involves learning. The primary vehicles for adult hepane (a)

induction activities such as orientations, workshops, and seminars and (b) intefpersona
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interactions between a mentor and a new teacher (Smith & Ingersoll, 2004r Eidele
Haselkorn, 1999). Contemporary approaches to mentoring involve a learning cycle
drawn from cognitive learning theory (Harrison, Dymoke, & Pell, 2006).

New employees learn by observing and emulating veteran employeesamghth
purposeful dialogue intended to generate meaning from their new experieaces(id
Wenger, 1991). The learning cycle involves a new teacher engaged in: (a) egyerien
(b) reflection, (c) learning, and (d) further experimentation (Harrison,dkem& Pell,
2006). Mentors play key roles at each stage of the cycle and especiallypfferi
challenge and support for risk-taking in a safe environment. This is the model The
Eastern School developed. New teachers were observed by mentors, and they met to
discuss the observations. New teachers also observed their mentors and met to make
meaning from those experiences. New teachers and mentors each met wih divisi
administrators to reflect and make meaning from their experiences.

Mentor training, which includes adult cognitive development theory, can help
mentors coach novices to successfully grow through reflecting and reaohiingvn
understandings (Strong & Baron, 2004; Veenman, Denessen, Gerrits, & Kenter, 2001,
Wang & Paine, 2001). The Eastern School model involved training for mentors.

New Teacher Induction

Ingersoll and Smith (2004) observed that research studies of induction programs
measure either “teacher attitudes (e.g., teacher’s job satsiaetiicacy, and
commitment); [or] teacher retention or turnover” (p. 683). This research study

examined the influence of an induction program, of which mentoring was a major
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component, on new teachers’ attitudes: (a) professional satisfaction, (bptefigmcy,
and (c) connection to the school community at the conclusion of their first year. The
researcher-participant hypothesized these attitudes contributed to neer tedehtion.
While retention of research study participants was not a research quegtiotipratvas
given to retention post-study and will be discussed in Chapter Five.

There is general consensus that induction does have a positive impact on new
teachers’ transition into the classroom (Ingersoll and Smith, 2004) and improves the
experience of students placed in new teachers’ classrooms (Algozzine, Graten,
and Cowan-Hathcock, 2007). Algozzine, Gretes, Queen, and Cowan-Hathcock asserted
“high-quality induction programs support qualified teachers for every child.'theor
authors, “ensuring a qualified teacher in every classroom is a centraf fregtiatest
agenda to strengthen public education and maximize student achievement” (p. 137).

Conversely, when unmitigated by effective guidance and support, the transition
into teaching can be difficult for new teachers. For example, participaatstudy
conducted by Flores (2006), whose schools did not offer an induction program, described
their experiences as “being in the dark and lost” (p. 2032). Flores concluded, “New
teachers felt overwhelmed by the amount and variety of duties that they \weoteeikto
perform at school, which, along with a lack of support and guidance, forced them into
‘learning by doing™ (p. 2047). Schlichte, Yssel, and Merbler (2005) found lack of
mentoring relationships and support by colleagues and administrators, presesttineeff

induction programs, contributed to new teacher attrition. Cooke and Pang (1991)
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compared first-year experiences of trained and untrained teachers, whiettaddi
clearly the need for pre-service training and induction for all new teachers.

This section reviews literature related to induction programs and their impact on
new teachers. For the purposes of the literature review, the researciogogudr
included peer-reviewed social science research focused on traditional inductjcams
since these practices best matched those of the school and program thaecotmgris
subject of this research study. Alternative certification programs and uty\gresluate-
level training partnerships, as two examples, were not included.

Induction Program Structure

Researchers have examined the effects of induction program structure on new
teachers’ professional success and their retention by schools. Struatseadie
specific practices employed by a school to carry out new teacher indulrtgersoll and
Smith (2004) identify common induction practices to include “classes, workshops,
orientations, seminars, and especially mentoring” (p. 29). This researglegandined
how specific induction practices affected new teachers’ (a) professitisédcizon, (b)
sense of efficacy, and (c) connection to the school community and, within the study
sample, whether new teachers’ perceptions varied according to thaindaatity. A
review of social science research that has investigated induction prognatarstand
new teacher effects is pertinent.

Feiman-Nemser (2001a) devised a continuum of “central tasks of learning to
teach,” arguing that “learning continues for thoughtful teachers as long azthay in

teaching” (p. 1039). She divided the continuum into tasks inherent to pre-service,
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induction, and continuing professional development and considered induction to
encompass the first three years of service. According to the author, durindubigon
period an effective new teacher needs to instill five broad areas of professional
knowledge and skill: (a) knowledge of students, curriculum, and school community, (b)
ability to develop a responsive instructional program, (c) ability to credéssroom
learning community, (d) understanding of a beginning repertoire, and (eppeeit of

a professional identity (Feiman-Nemser, 2001a).

Ingersoll and Smith (2004) conducted one of the first large-scale survey studies of
new teacher induction and its effects on retention. The researchers recommgied spec
induction practices as influential in retaining new teachers (p. 38). A catoliod
effective practices, namely working with a grade/subject-alike mentbeagaging in
collaborative planning with colleagues, was most influential. Less infllentia
retention were assistive practices such as reduced schedules, redapadatmns,” or
“extra-classroom assistance” (p. 38). Kelley (2004) tracked ten cohar¢svaeachers
through their fifth year of teaching and examined induction program chaséictethat
contributed to retention. Mentor quality ranked first among principals and nelveteac
participants alike. New teachers’ attitudes and approaches toward on-gdegsjonal
learning were also important: “When new teachers research ways to ieflstexdent
learning and assess the effectiveness of new techniques, their perceptidirstiddaey
are enhanced” (p. 446).

Nielsen, Barry, and Addison (2007) asserted that to promote teacher

effectiveness, induction programs must have the following features: (a) highirsty o)
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mentoring, (c) a focus on adult learning, and (d) an emphasis on collaboration. In a
longitudinal study of a particular induction program, the researchers disdomexe
teachers valued most their interactions with their mentors, their collalgovatrk with
colleagues, and individualized professional development that addressed theic specifi
needs. Klug and Salzman (1991) contrasted induction programs with high and low
structure. Results related to teaching skill development and changes in resv teac
perceptions indicated greater success from high structure programs. Kyaaiods
Reichenberg (2006) examined the structure of an Israeli induction and mentoring
program and its effectiveness, as perceived by new teacher participantesédrehers
found the induction program in its entirety was perceived by new teachers as more
effective than its discrete parts. Mentoring, in particular, was considemelbteachers
as critical to developing teacher professionalism, pedagogical knowledgkidls, and
connection to the school community (“ecological dimension,” p. 60). The researchers
concluded that, given the substantive influence of the mentor, induction programs should
“include mandatory training for all mentor teachers... and standardization of mgntor
procedures” eventually leading to “professionalizing mentoring” (p. 67). Y, \Rawers,
and Nakai (2006) likewise found these induction program practices developed new
teacher confidence, and they added “opportunities for reflection” (p. 27) as amampor
feature. Gibson’s study (1995) found (a) clarity of the roles and responsilofities
everyone involved in new teacher induction and (b) “regular, supportive, structured

feedback” (p. 255) to be vital induction program elements. Napper-Owen and Phillips
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(1995) also discovered regular constructive feedback was critical to thepleesit of
new physical education teachers.

Other studies have indicated that new teachers selecting the kinds of support
offered through an induction program to be influential in new teacher development
(Wilkinson, 1994). New teachers perceived the freedom to self-select mentats; us
subject/grade-alike, based on their respective needs for practical informason w
valuable (Christensen & Conway, 1990-91). Cho and Kwon (2004) found induction
programs that (a) focused on specific areas of need such as strategieshingtea
students with special needs and with learning differences and (b) continued over a two
year period were more effective in enhancing teaching quality.

Algozzine, Gretes, Queen, and Cowan-Hathcock (2007) separated induction
practices into three categories — (a) activities, (b) assistance;)aupport — and
examined new teachers’ perceptions of their respective influences ofirthgiear of
service. New teachers rated “individual, focused, and specific opportunities... more
favorably than ... diffuse, collective, and diverse” ones (p. 139). New teachers preferred
induction practices that were tailored to fit their particular circantsts and needs.
Examples of effective activities were (a) observations and feedbaadnipistrators and
mentors and (b) a “school-specific orientation” (p. 141). New teachers responded
negatively to (a) planning cooperatively with colleagues; (b) “releagetbrobserve a
mentor’s classroom;” and (c) having “fewer preparations,” a “reduw=ad] 1 or “no
extracurricular activities” (p. 141). New teachers indicated practssatance was

valuable: (a) “locating materials, supplies, equipment, or books;” (b) “understanding
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school policies and rules;” (c) “planning for instruction;” and (d) “effectise of
different teaching methods” (p. 141). They responded negatively to (a) coopegrative
“assessing student work,” (b) “determining the learning levels and stiy¢gsdents,”
and (c) “time management” advice (p. 141). Support to which new teachers responded
positively centered on colleagues welcoming them to the community anchgffieeir
support in managing stress choosing and teaching content (p. 141). Mentors were valued
who (a) treated new teachers as “respected colleagues;” (b) wdablayapen, and
proactive; and (c) provided “constructive” feedback on teaching (p. 141). Mentors who
had the same teaching style or had a grade/subject-alike assignmenbvtv@nesidered
by new teachers as useful in this study.

Andrews, Gilbert, and Martin (2007) compared perceptions of induction practices
held by new teachers in contrast to those held by school administrators. biutigjr
new teachers indicated “opportunities to collaborate” (p. 9) to be of most valud.as wel
Working with a mentor was also important, as was receiving non-evaluativabkedb
Discrepancies between new teacher and administrator feedback remeatédn and
implementation were not always aligned with respect to these practicesnistdabors
perceived that opportunities to observe and collaborate had occurred whereas new
teachers did not. For example, an administrator might have seen a planning meeting as
collaborative work while the new teacher viewed it “to be more about business” (p. 10).
Differences between expected and actual outcomes also emerged in a studieddnduc
Biott and Spindler (2000). The researchers found that despite high program structure

focused on “performance management,” new teachers and mentors centergdriheir
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on “belonging” and “new teachers’ contributions to the development of their schools” (p.
275). McKerrow (1996) also found “fundamental differences between what new
teachers need and what administrators who supervise them actually do” (p. 330).

Attentive and thoughtful leadership at the building level is critical to induction
programs and new teacher success (Wood, 2005). Wood asserted the principal has
important roles in (a) recruiting, advocating for, and retaining new teachers, (b)
supervising mentor teachers, (c) serving as school instructional leader, antiiydjing
a school culture that supports new teachers. Brock and Grady (1998) discovered that
principals often failed to perceive the significance of their role in seftdesew teacher
induction and overlooked the need for induction to continue throughout new teachers’
first year of service at a minimum. Quinn and Andrews (2004) also studied the role of
principals and found that their leadership and example were significant factors i
establishing a school climate oriented toward the support of new teachers.(28adar
compared new teachers to immigrants arriving to a new country and found principals
leadership and example to be critical factors in shaping veteran téattierdes toward
the newcomers. Eldar, Nabel, Schechter, Talmor, and Mazin (2003) realized aaignifi
function for principals is to align and integrate support for new teachers.
Developing Efficacy

This research study considered factors that influenced new teacheegtpmars
of their efficacy as it related to teaching at the conclusion of their/gest of service.
Researchers have suggested attention to developing new teachers’ petlagpgitise

contributes to their sense of efficacy. Stallion and Zimpher (1991) examined a
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classroom management training program for new teachers that ocattinedbeginning

of their first year. They found that, with or without mentor support, the training pnogra
increased new teacher confidence and efficacy with respect to mamagérne
researchers suggested that administrator knowledge of and participation imthg tra
program increased its effectiveness.

Lee, Brown, Luft, and Roehrig (2007) divided pedagogical knowledge into (a)
“knowledge of student learning” and (b) “knowledge of instructional stragéfpe 52).

The authors suggested that pedagogical knowledge, especially knowledge mif stude
learning, “was built through experience and had the potential to develop overgime” (

57). Examining the experience of science teachers, a group in which content knowledge
is highly valued, the researchers found that strong content knowledge did noteorrela
with strong pedagogical knowledge. Induction, for the authors, had a clear role ito play
fostering new teachers’ understanding of pedagogy.

McCormack, Gore, and Thomas (2006) held that “becoming a teacher requires
not only the development of a professional identity but the construction of professional
knowledge and practice through continued professional learning” (p. 95). The
researchers used Feiman-Nemser’'s Central Tasks in Learning to(26ada) as an
analysis framework. Fostering a “professional identity” and “a begimeipgrtoire”
were among the most challenging tasks for the teacher participants isttioki
(McCormack, Gore, & Thomas, pp. 109-110). While formal mentoring and induction
activities aided new teachers, “informal unplanned conversations and sharing @ndeas

concerns” with peers were found to be significant in fostering new teacheesssoyfal
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identity (p. 110). Assignment of difficult classes, classes outside neveteaalea of
training, or significant additional duties were found to hinder new teachers’ dewigpm
as was lack of “positive feedback, recognition, or praise” (p. 109). The resesarch
concluded that many new teachers in their study ended their first yesstitqung their
position in the school and their success as a teacher,” (p. 110). Thus, “feedback and
confirmation as to their value within the school” were critical beyond theygest (p.
110). Without this, the authors believed new teachers were less likely to engage in the
ongoing professional learning critical to their development as a new teacher.

Likewise, San (1999) found that new teachers perceived the experience they
gained through actual practice to be more influential than pre-servicegirepar
induction activities. In this study, the researcher discovered firstgaehers’
perceptions and attitudes were more positive than teachers in the second @atisird y

These findings underscore (a) the importance of the mentor role in workhng wit
the new teacher to generate meaning from experience and (b) the need fomgnémtori
continue beyond the first year of teaching, as is common practice currently.
Connection to School Community

Few research studies have dealt with new teachers’ feelings ofctionrte the
school community. This researcher-participant postulated that strong connadtion a
self-identification as a member of the school community would positively nmdkiaew
teachers perceptions of success at the conclusion of their first yeawylpdstiwhere the
research study context was an independent school. Independent schools, in general, have

a strong focus on community and culture (NAIS, 2006).
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Harrison (2001) examined the experiences of new teachers in isolated rui@l publ
schools. Teachers who were successful in this context shared a commitmegit to r
communities and/or had lived in small communities previously. Retention was promoted
by “professional development, supportive colleagues, and stable employment cohditions
(p. 23). Thompson and Hawk (1996) evaluated a video-conferencing program designed
to support new teachers working in isolated rural communities. Employimgaiegy,
the induction program connected new teachers and site mentors with an off-site
university professor. Participants found this program to have limited effectsene

Oplatka and Eizenberg (2007) investigated factors that influenced new
kindergarten teachers’ “task accomplishment, success, and well-bei3&9(p. The
researchers identified three sources of influence: (a) assistantaigpeleere the
assistant had more experience, (b) supervisor, and (c) their students’.patentggh
informal feedback and collaborative experiences, these sources servedngeontes
and helped new kindergarten teachers “discover” whether “their new professon w
compatible with their self’ (p. 339). Yandell and Turvey (2007) found new teachers
derived significant meaning from their students and their students’ academiasomnigpe
growth. The researchers stated: “The development of professional knowledlyed,
for them, the reworking of subject knowledge in a dialectical relationsttpsecial
interactions of the classroom” (p. 548).

In the relative absence of studies specifically attending to new teacher
connection to the school community, the reasearcher-participant found it helpful to

examine studies dealing with school culture and new teachers. The resparthgrant
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postulated that school culture played a role in new teachers’ feelings of tonnec
Williams, Prestage, and Bedward (2001) found that school cultures centered oh mutua
collaboration and learning as opposed to isolation and individualism fostered new
teachers’ success.

The review of social science research related to induction programs indicates tha
program structure is significant to its effectiveness. Common induction program
structure features a combination of “classes, workshops, orientations, Ise@nha
especially mentoring” (Ingersoll & Smith, 2004, p. 29). Induction programs offer
activities, assistance, and support to new teachers (Algozzine, Gretes), & Cowan-
Hathcock, 2007). Feiman-Nemser (2001a) identified central tasks of leasnewrh.

The leadership project team at The Eastern School likewise developed gdals for i
induction program and designed high structure, high accountability program eléonents
achieve these goals.

Successful induction programs are characterized by high structursgiNiel
Barry, & Addison, 2007; Klug & Salzman, 1991) and accountability (Gibson, 1995).
Other important elements include: (a) mentor quality (Kelley, 2004); (b) empbas
collaboration (Andrews, Gilbert, & Martin, 2007), adult learning (NielsenryB&r
Addison, 2007), and new teachers’ specific needs (Cho & Kwon, 2004); (c) opportunities
for reflection (Turley, Powers, & Nakai, 2006); and (d) regular constructecbtek
(Gibson, 1995; Napper-Owen & Phillips, 1995).

The role of the principal is critical to induction program and new teacher succes

(Wood, 2005; Brock & Grady, 1998). Primary leadership functions of principals are (a)
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to instill an ethic of support for new teachers (Quinn & Andrews, 2004), (b) to cultivate
broad investment in new teachers’ success (Sabar, 2004), and (c) to align aatkinteg
support for new teachers (Eldar, Nabel, Schechter, Talmor, & Mazin, 2003).

An induction program’s focus on developing new teachers’ pedagogical expertise
contributes to their sense of efficacy (Stallion & Zimpher, 1991). Pedagegpeartise
includes both knowledge of how students learn and knowledge of teaching strategies, and
new teachers can develop such expertise over time (Lee, Brown, Luft, & R@ET
through experience (San, 1999). Growth of pedagogical expertise influences new
teachers’ sense of efficacy (McCormack, Gore, & Thomas, 2006). Positwenaif
unplanned interactions with peers are a major influence in new teachergyeffica
development, as is frequent and authentic affirmation of new teachers’ value and
contribution to the professional community of the school (McCormack, Gore, & Thomas,
2006).

There is evidence that teachers working in a unique community, an independent
school for example, are more successful when they are committed to thatimdyron
have prior experience living in a similar community (Harrison, 2001). Parents and
students can influence new teachers’ sense of connection and well being (Oplatka &
Eizenberg, 2007; Yandell & Turvey, 2007). School cultures that center on collaboration
and learning as opposed to isolation and individualism cultivate new teachergj$esli

connection (Williams, Prestage, & Bedward, 2001).
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Mentoring as Professional Practice

The school under consideration in this research study developed an induction
program wherein the primary vehicle for induction was the mentoring relagonshi
between a new teacher and a professional mentor. Social science redatedho
mentoring as a professional practice is germane to this research stuslgediton
reviews literature related to mentoring as a professional praciiceanentor
characteristics that new teachers perceive as effective.

New teacher mentoring as a practice has been well researched antd séiles
in its orientation. Little and Nelson (1990) explored mentoring as “help-givaagiihg
to a form of “teacher socialization” (pp. 324-331). Mullen (2005) described an evolution
from traditional mentoring, in which the venerable mentor passed on knowledge and
skills to the novice protégé, to contemporary mentoring in which mentoring is a
collaborative mutual learning relationship. Odell (2006) asserted mentoriag is “
professional practice, much as teaching is a practice” (p. 203). As a pro&$sactice,
mentoring includes “dispositions and beliefs, conceptual and theoretical undeigsandin
as well as skills for implementing the practice” (p. 203). Odell outlined the evoloifti
mentoring practice in education with respect to its orientation — humanistic, @dasat
companion, and standards-based mentoring.

Employing Odell’s historical categories and Mullen’s evolution for ioeng as
practice, it is clear that research on mentoring reflects a similarterol Early studies
dating from the 1980s generally reflected the humanist/traditional orientattorthes

focus on veteran teachers helping and guiding novice teachers to survivst tyesat of
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teaching. The late 1980s and early 1990s revealed a move toward an educator as
companion orientation — mentor teachers helping to induct new teachers into the
profession. The mid 1990s and later featured studies that began to examine how mentors
and new teachers can collaboratively improve their schools and the educationgmofessi
more broadly.

Achinstein and Athanases (2006) examined the same paradigm shift, stating
mentoring and research on mentoring have historically focused on how teachiees sur
their first year of school with the aspiration of preventing teachers fravmig schools
or the profession. The school reform and standards movement has caused a paradigm
shift, according to the authors. As a result, the focus now is on how mentoring can
increase the rate at which new teachers develop their capacity toveffeienpact
student learning and school culture and how new teachers can play leadership roles
reforming in the profession (Odell, 2006; Fletcher & Barrett, 2004; Wang, 2001).

Another classification strategy is to consider the focal point of reseajch: (a
mentor teacher factors, (b) new teacher factors, (c) school level (ihfextars, and (d)
district-wide (external) factors. The following section will discussad@cience research
classified according to each of research areas.

Mentor factors

Feiman-Nemser & Parker (1992) referred to mentor roles as “localsjuide
“educational companions”, and “agents of cultural change” (pp. 1-3). Ballantyne and
Hansford (1995) and Jones (2001) demonstrated that mentors need to be expert enough to

adapt to the role needed by new teachers. Ballantyne & Hansford delideétaeent
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roles: “personal support; task-related assistance and advice; prahdet assistance
and advice; critical reflection and feedback on practice” (1995, p. 297). Teachglys sim
new to a school have different needs in comparison to those also new to the profession
and should receive a different mentoring approach as compared to novices, according to
Trenta, Santos, Peck, and Cortes (2002). Mentors whose conceptual, ego, and moral
judgments are more complex are better able to match role with new teadests, are
more likely to collaborate, and are more apt to view new teachers agueligdohnson
& Reiman, 2006).

Ganser (1999a) asserted veteran teachers play critical roles inimgntor
Mentoring has been found to have a significant positive impact on mentors’ professiona
development as teachers (Giles & Wilson, 2004; Hawk, 1986-87; Stanulis, 1995) and
sense of collegiality and efficacy (Kline & Salzman, 2006). McCorkel, Ariad fAaiav
(1998) found this to be particularly true when mentoring is accompanied by “tramihg
opportunities for ongoing support” (p. 91) and opportunities for reflection. Journaling as
a reflection tool helps mentor “role reconceptualization” (teacher of chiltirftimg to
teacher of adults) and mentee efficacy (Silva, 2000, p. 2; Tillman, 2003). Vonk (1993)
and Zeek, Foote, and Walker (2001) held reflection caused mentors and new teachers to
make meaning from their experiences. Whitehead and Fitzgerald (2006) found v&deo wa
an effective reflection tool.

Mentors who display specific attributes or engage in certain behaveors ar
considered more effective. Being more directive at the start is helpfuhavices,

according to Vonk (1996). Bullough and Draper (2004) argued that mentors often
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assumed a detached professional demeanor. The researchers found that when mentors
provided new teachers with greater honesty and insight into the challengaeshafide

and mentoring, benefits to the new teacher increased. Kanan and Baker (2002) studied
the “professional, academic, and personal attributes” (p. 38) new teachezd deair

mentor. New teachers expressed mentors should teach in the same subjecharea, be
expert (advanced degree), and be more experienced. In the researchergaleitgw
teachers preferred to have a male mentor while gender match was not intpdeardle

new teachers. New teachers agreed a mentor should be older and “genuine, giving, and
show an interest in the professional growth of the protégé” (p. 40). Sense of humor,
patience, tact, and good communication skills were also preferred.

Mentor programs, like induction programs, benefit from high structure and
accountability. When mentor roles are not well framed and mentors are htaimed,
mentoring can become “an obstacle to reflection rather than an enhancemenalihgcco
to Sundli (2007, p. 201), particularly in cross-race mentoring contexts (Tillman, 2001).
Carver and Katz (2004) discovered mentors regularly did not seize opportunities to
address deficiencies in new teachers’ practice. The authors recommeratimgeg
mentoring as guidance with standards-based assessment in order tddfa@liv teacher
development.

New Teacher Factors

Mentoring (a) impacts new teachers’ perceptions of students (Achinstein &

Barrett, 2004), (b) focuses new teachers on “individual student learning amth’gro

(Athanases & Achinstein, 2003, p. 1486), and (c) increases “development of professional
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knowledge” (Gustafson, Guilbert, & MacDonald, 2002, p. 281; Huffman & Leak, 1986).
Certo (2005a) argued that challenge in addition to support contribute to new teachers
growth. “Reflective practice” is a well supported means to develop new tedtibacy
(Saka & Saka, 2006, p. 168).

Bandura (2000, 1993) has studied the effects of self-efficacy on the development
of new teachers and the critical role mentoring plays. Tied closely ttiregfeéself-
efficacy is the new teacher’s development of a teacher identity (Mc&dohannessen,
2004; McCormack, Gore & Thomas, 2006). Odell and Ferraro (1992) found emotional
support is a key element to development of identity and long-term retention of new
teachers.

New teachers benefit when the mentoring relationship is reciprocal naimut
(Certo, 2005b, Johnson & Reiman, 2006) and when the relationship is based on trust
(Stanulis & Russell, 2000). When novice teachers are given a leadership role, such as
serving as one of two mentors in their second year (a mentor-triad), sedicgfis
increased (Hayes, 2006). New teachers will go outside of the formal mettorito
obtain help (Ballantyne & Hansford, 1995; Hertzog, 2002; Marso & Pigge, 1990), self-
selecting faculty whom they perceive as “friendly” or “caring’ll@z 1992, p. 214).

School Factors

School climate is an important factor in novice teacher success. Angelle, (2002)
found that the overall effectiveness of a school correlated to the effessvehtne
mentoring experiences within that school. A collaborative school culture akptere

distributed leadership “most strongly relate[s] to higher morale, straogemitment to
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teaching, and intentions to remain in teaching” (Weiss, 1999, p. 861; Williams, Prestage,
& Bedward, 2001). Students, parents, colleagues, and school context all impact novice
teacher induction and retention (Wildman, Niles, Magliaro, & McLaughlin, 1989).

Climate must allow for and even encourage risk-taking and a perception thafét iers
novices to make and learn from mistakes (Yendol-Hoppey & Dana, 2006). Novices need
to believe the climate is safe to make mistakes and seek help; they can taatréduc

impose on veteran teachers (Osgood, 2001). Kardos, Johnson, Peske, Kauffman and Liu
(2001) found that schools with an integrated orientation that balances the professional
needs of veterans with those of novices are most conducive to new teacher success. The
principal plays a large role in fostering such a climate. Overall schodteliatso is a

major factor in the retention of faculty of color (Thomas, et al., 1995).

The principal plays a critical role in the cultivation of a climate that stuppew
teachers by providing the context, purpose, and support for mentors and new teachers to
meet. Left on their own, mentor pairs met less than they intended and tended to focus on
“policy and procedures” and “support and encouragement” (Ganser, 1999b, p. 2), as
opposed to student learning (Youngs, 2007). Principals must hold mentors accountable
for following through on their responsibilities (Lindgren, 2005, Youngs, 2007).

Principals can help with appropriately “matching” school-based mentor(Gamy &
Gray, 1985, p. 37; Osgood, 2001). Mentor self-perception as a subject specialist can
override the need for mentor to be more generalist when mentoring (Halai, 2006) — a

trend the principal can help mitigate.
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External factors

Wide variation exists in mentor quality and follow-thru even within a school
(Arnold, 2006; Flores, 2006; Young, Bullough, Draper, Smith, & Erickson, 2005) and
certainly within a district or among districts (Feiman-Nemser &&ar1992; Hughes,
2006). Mentors must be held accountable for following through on district and state
expectations; Anctil (1991) found that many do not. Training and development of mentor
expertise directly increases new teacher effectiveness (&ve&tSmithey, 2000; Grove,
Strudler, & Odell, 2004). Without such guidance mentoring may not produce desired
growth or “focus on standards-based teaching” (Wang, Odell, & Strong, 2006, p. 126).
How mentors define their purpose and what they are imparting to a new tdamlidr s
be guided by school/district — otherwise it is likely to be idiosyncratier(&eiNemser,
2001b; Prestine & Nelson, 2005). Evaluation is critical to determining mentor program
outcomes (Kilburg & Hancock, 2006; Trenta, Santos, Peck, & Cortes, 2002)

Arends and Regazio-DiGilio (2000, p. 1-2) established that “clarity of purpose,”
“sufficient time,” and constituent commitment all critical to distietel success.
Programs should be aligned with beginning teachers’ needs (Basile, 2006). Tss succ
of first-year mentoring can impact teachers decisions to move or steyexd of the
year (Elfers, Plecki, & Knapp, 2006) and influence longer-term retention (Ing&rsoll
Kralik, 2004; Mills, Moore & Keane, 2001; White & Mason, 2006), particularly when
employed in combination with other coordinated and well-planned induction activities

(Smith & Ingersoll, 2004; Wang & Odell, 2002). Taking advantage of new technologies
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is increasing. On-line mentoring groups can positively impact new teabbeisys of
isolation, capacity for reflection, and efficacy (DeWert, Babinski, & Jones, 2003)

A review of social science research related to mentoring as a pooiggsiactice
demonstrates several paradigm shifts in the purpose and practice of mentorieg,(Mul
2005; Odell, 2006). The school reform and standards movement has focused
contemporary mentoring practice on increasing the rate at which newitzdelvelop
their capacity to impact student learning and how new teachers can plesstep roles
in reforming in the profession (Odell, 2006; Fletcher & Barrett, 2004; Wang, 2001).
Mentoring as a professional practice has positive effects on the mentbeamsiv
teacher and is influenced by school level and external factors.

Mentors need to fulfill a variety of roles based on new teachers’ needs ahd mus
be expert enough to adapt to meet those needs (Ballantyne & Hansford, 1995; Jones,
2001). Mentors whose conceptual, ego, and moral judgments are more complex are
better able to match role with new teacher need and are more likely to behegmity
toward the new teacher (Johnson & Reiman, 2006). Mentors need opportunities to reflect
and learn according to the learning cycle discussed previously (McCorlal, &

Ariav, 1998; Silva, 2000; Tillman, 2003). Routine reflection and support for mentors
allow them to make meaning and learn from their experiences (Vonk, 1993; Zeek, Foote,
& Walker, 2001). Mentors need support and training to be able to seize teachable
moments to address deficiencies in new teachers’ practice (Carver @n@6Gd).

Specific attributes or behaviors are considered more effective: (agtrabit

the challenges of teaching (Bullough & Draper, 2004), (b) teach in the saraetsubp,
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(c) more expert (advanced degree), (d) more experienced, (e) older, (f) géguine
giving, (h) show an interest in the new teacher’s professional growth, (6 sEhamor,
() patience, (k) tact, (I) good communication skills (b-l, Kanan & Baker, 2002),nand (
emotional support (Odell & Ferraro, 1992).

In addition to developing professional expertise, mentoring has positive effects on
feelings of self-efficacy of new teachers (Bandura; 2000, 1993) and on newrgach
development of a teacher identity (McCann & Johannessen, 2004; McCormack, Gore &
Thomas, 2006). Benefits to new teachers increase when the mentoring relat®nship i
collaborative, reciprocal, or mutual (Certo, 2005b, Johnson & Reiman, 2006) and when
the relationship is based on trust (Stanulis & Russell, 2000). New teachers will g
outside of the formal mentor network to obtain help (Ballantyne & Hansford, 1995;
Hertzog, 2002; Marso & Pigge, 1990), self-selecting faculty colleagues wieym t
perceive to be helpful (Tellez, 1992).

Students, parents, colleagues, and school context all impact novice teacher
induction and retention (Wildman, Niles, Magliaro, & McLaughlin, 1989). The
effectiveness of the school correlates to the effectiveness of the memrbperences
within the school (Angelle, 2002). A collaborative school culture contributes to new
teacher retention (Weiss, 1999; Williams, Prestage, & Bedward, 2001), as daesea cul
that balances the needs of veterans and novices (Kardos, Johnson, Peske, Kauffman &
Liu, 2001). School climate must allow for new teachers making and learning from

mistakes (Yendol-Hoppey & Dana, 2006; Osgood, 2001). The principal plays a large
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role in fostering such a climate (Ganser, 1999b; Youngs, 2007; Lindgren, 2005; Gray &
Gray, 1985; Osgood, 2001).

Wide variation exists in mentor quality and follow-thru within schools (Arnold,
2006; Flores, 2006; Young, Bullough, Draper, Smith, & Erickson, 2005) and within a
district or among districts (Feiman-Nemser & Parker, 1992; Hughes, 2006). Mentors
must be held accountable for following through on district and state expectatians,
1991). Without training for mentors, mentoring may not produce desired new teacher o
student growth (Wang, Odell, & Strong, 2006). Critical to realizing mentor program
outcomes are (a) program evaluation (Kilburg & Hancock, 2006; Trenta, Samtés &P
Cortes, 2002), (b) clear purpose, (c) time, (d) commitment (b-d, Arends & Regazio
DiGilio, 2000), and (e) alignment with new teachers’ needs (Basile, 2006).

Cross-Race Mentoring

Diversity in the teaching force, both public and independent, is advocated as a
means to “generate increased knowledge and creative ideas”, “enhance student and
teacher learning, and enrich the national discourse on the significance oftyliversi
American public life (Torres, Santos, Peck, & Cortes, 2004, p. 1-2). Increasingtdivers
in the teacher force requires broad partnerships between schools and uniaaisdy te
training programs, businesses, and state and federal governments (Wormer B4 )
many educators share a general sense of the importance of teachdydniensiing
pupil diversity, limited research exists on cross-race mentoring asrs kesupporting
the diversification of the teacher force in K-12 school contexts. A theoretoa¢work

for cross-race mentoring does exist in research on business environmentsy@écia
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and counseling, and university teaching. The latter is almost exclusivielgtessto
self-examinations of single mentor-new teacher pairs (Tillman, 2001), and thuststme
limited in its applicability to school-wide or district-wide K-12 settindg®&esearch on

social work, counseling, and mentoring as a support in the racial integration of dusines
settings has greater utility for K-12 educators. In these literdtases, the term protégé

is used extensively, so that term is also used here when summarizing studies.

Cross-race mentoring “requires extra sensitivity”, familiantsh diversity work,
“reflection on the meaning(s) of white privilege [lower case in originadnd “is built on
a relationship”, a sense of responsibility, the ability to take perspecteip]ifig] others
achieve their goals”, and being an ally (Stanley & Lincoln, 2005, pp. 40-42). Thigy‘abil
of entry-level employees is increased by mentoring”, particwanin the workforce is
diverse (Athey, Avery, & Zemsky, 2000, p. 765; Salomon & Schork, 2003; Wanguri,
1996). Protégés express greater satisfaction when they perceivergaegbsimilarities
with their mentors (Ensher & Murphy, 1997). Ensher, Grant-Vallone, and Marelich
(2002) found that “perceived attitudinal similarity was a better predictpropégés’
satisfaction with and support received from their mentors than was demographic
similarity” (p. 1407).

Mentoring for an employee of a specific racial or ethnic type ines2aken there
are more management-level employees of similar race or ethnicitygie@sMurphy,
1997). Promotions follow a similar pattern (Athey, Avery, & Zemsky, 2000). édrey
and Cox (1996) found that MBA graduates of color and female graduates weileelgss |

than their White counterparts to form mentor relationships with White men antehat t
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establishment of such a relationship had a “compensation advantage of $16, 840" (p.
297). Mentoring among social workers, which often is cross-race in nature, dextesns
a “strong bias... toward ‘like mentoring like,” or same-race relationshipsllifs,

Kamya, & Tourse, 1997, p. 145).

When considering a variety of mentor/supervisor factors, such as diversity
training, ethnic self-identity, and personal experiences that lead to ident#tippment,
White mentors/supervisors were found to be more effective working with peogiéoof
when they had a clearer sense of their own ethnic identity (Chrobot-Masona2d04)
fostered a broad (organization-wide) sense of responsibility for divéikatgv, Dobbin,

& Kelly, 2006). Responsibility also enhanced the effectiveness of diversityngand
mentoring. Trust and acknowledgment of White privilege is critical to s"otessss-
race mentoring (Johnson-Bailey, Cervero, & Baugh, 2004). “Ethnic-specific” support
and affinity-group network opportunities increase teacher of color recntigne
retention (Case, Shive, Ingebrestson, & Spiegel, 1988, p. 54) as well as retention in
business settings (Thomas, 1990) due to opportunities for “enhanced mentoring”
(Friedman, Kane, & Cornfield, 1998, p. 1155). Individual and group concepts of
mentoring vary by culture (Kanan & Baker, 2002).

Researchers have found that Black employees experience partiditattgiin
the mentoring process. Viator (2001) found that Black accountants experieeats gr
difficulty developing informal mentor relationships than their White countexpart
resulting in increased job dissatisfaction and greater likelihood of ledwengofession.

Simon, Bowles, King, & Rof (2004) also found Black social workers reported, although
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successful, they did not experience mentoring in their early development. These
difficulties are also revealed in the results frohe Teacher Follow-up Surveyhere

Marvel et al. (2007) found that Black teachers had the highest departurenatad
profession in 2004-05 at 11.0% and the second highest mobility rate at 9.7% (Table 2, p.
8). The number of Black teachers entering the profession is not improving, eithe
Zumwalt and Craig (2005) reported that teachers of Latino and Asianidsiéty were

most likely to have 5 or less years of experience while Black teackessmost likely to

have 20 or more years of experience.

A review of social science research related to cross-race menteviegjed little
related research in the education field; studies typically focused on indiveunbr-
new teacher pairs in university settings. Studies were more prevalentnadsuand
social work fields. While these studies offered a useful framework for uadesg
mentor-protégé relationships within organizations, there exists a serianstudy
within K-12 contexts and between mentors and new teachers. These contexts and
relationships have unique characteristics that are not completely mirrihad business
or social work settings.

In business settings, protégés express greater satisfaction whenrtwedyepe
interpersonal similarities with their mentors regardless of ratzatity (Ensher &
Murphy, 1997; Ensher, Grant-Vallone, & Marelich, 2002). In social work settings, on
the other hand, there exists a preference toward same-race mentorings(®alinya, &

Tourse, 1997). The presence of management-level employees of color is annmporta
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correlate to mentoring program success (Ensher & Murphy, 1997) and to promotons int
management (Athey, Avery, & Zemsky, 2000).

Cross-race mentoring requires the mentor to possess specific attabdtes
engage in certain behaviors, particularly with the respect to the topic oége\iibtanley
& Lincoln, 2005; Johnson-Bailey, Cervero, & Baugh, 2004). Mentoring varies by culture
(Kanan & Baker, 2002). White mentors and supervisors are more effective wawking
people of color when they have a clearer sense of their own ethnic identiyp¢Chr
Mason, 2004) and foster a broad (organization-wide) sense of responsibilityeisitgi
(Kalev, Dobbin, & Kelly, 2006). Same race affinity-group network opportunities
increase teacher of color recruitment and retention (Case, Shiverdsigeln, & Spiegel,
1988) as well as retention in business (Friedman, Kane, & Cornfield, 1998; Thomas,
1990). Black employees experience greater difficulty developing informatamng
relationships in some settings (Viator, 2001).

Qualitative Research

Merriam (1998) asserts within aimterpretiveresearch” paradigm, “education is
considered to be a process and school is a lived experience” (p. 4). Meaning is
“constructed socially by individuals” (p. 4), and the researcher’s role igherga
information and generate understanding using an “inductive... mode of inquiry” (p. 4).
Patton (1985) describes qualitative research as “an effort to understandrstuatheir
uniqueness as part of a particular context and the interactions there” (p.rijanMe
(1998) outlines several defining characteristics of qualitative reseahghcehtral focus

of inquiry is the “participants’ perspectives, not the researcher’'s” (pet)the
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researcher is the primary instrument for data collection and analysis” (phig)fact
affords the researcher several advantages, particularly thg &dbgidjust methods to the
setting and events as they unfold.

However, an essential caution for qualitative researchers is controlling for
personal bias and preconceptions and maintaining objectivity. Research questions, the
study design, and a sample must be carefully formulated. Qualitativectessrabedded
in a specific context, requires fieldwork, where the researcher imsnartiee context
through participant interviews, observations, surveys, journals, focus groups bistsana
of documents. Data must be “triangulated” (p. 204), or confirmed by a variety oésourc
and means, and verified and analyzed according to a thoughtful and purposeful plan.
Finally the results of qualitative research are arrived upon inductively ardchig
descriptive” (p. 8).

For studying a number of varied units of analysis that co-exist in a “complex
setting” (p. 172), Miles and Huberman (1994) recommend a cross-case analysss. Cros
case analysis offers several benefits to qualitative researtd@nanc|ing]
generalizability and “deepen[inglinderstanding and explanatioemphasis in
original, p. 173). The authors assert it is critical to fully understand eachrsabefore
embarking on an analysis across cases. In all qualitative researdhy viadliability,
and ethical conduct are primary concerns.

Chapter Three presents the design of the study and details the qualitative

methodology employed by the researcher-participant. Chapter Five riettines
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theoretical frameworks presented here and offers a discussion of thedimdnetation

to these frameworks.
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CHAPTER THREE
Design of the Study
Introduction

Chapter Three presents the design of the research study and explains why this
design was best suited to respond to the guiding research questions within the context of
the study. The research study context, The Eastern School, was a suburban, independent,
co-educational elementary day school engaged in the design and implesnerttati
formal new teacher induction program and reform of its pre-existing new teache
mentoring program. The Eastern School community was predominantly White, and the
school, under direction of its board of trustees, had made a strategic effort toydikiers
faculty and student body according to racial identity. Thus, the guidingehsea
guestions considered the experiences of new teachers of color in centhasiet of new
White faculty engaged in the same induction and mentoring program. The researche
was an administrator at the school and a participant in both reform initiatives.

New teacherrather tharbeginningor novice is used throughout this chapter to
identify the induction and mentoring program and new teacher participants dadaus
teachers new to the school were served, not only beginning teachers.

The overall research design was a qualitative case study, and thelresearc
participant utilized evaluative, inductive, and emergent participant-observer
methodology. The researcher-participant functioned as the primary instriondata
gathering, investigation, and analysis. Data gathering tactics wereoguestes,

interviews, observations, journals, and review of relevant records. The primary unit of
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analysis was the triad formed by a new teacher and his or her profesaibsacal
mentors. The cohort of eight new teachers and their respective professiormabment
together comprised the sample for a secondary, cross-case level of analysis
Research Questions
This section presents the guiding research questions and the rationalegfor thes
guestions within the research study context. The questions that guided thidrsaehrc
were:
1. How did the induction program affect new teachers’ (a) connection tthe
school community, (b) professional satisfaction, and (c) sense of effigac
2. Which mentor characteristics did new teachers perceive as being péll
and supportive?
3. Did new teachers’ perceptions vary for cross-race mentoring
relationships as compared to same-race mentoring relationships?
Through the new teacher mentoring and induction program, research study
participants were being socialized into the norms and culture of a school. Thissproce
occurred primarily through interactions between new teachers and thearsnamdl the
planned induction activities during their first year of teaching. Mentorar&swy
extended beyond the individuals formally assigned to mentor new teachers, mgdacati
culture in which all members of the community invested themselves in the success of
new teachers.
New teachers also changed the social fabric and culture of the school through

their engagement in the mentoring program and interactions within their farchal a
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informal support networks. As a result, the research study was heurigdtic: this
complex context, the goal was to understand the manifold factors that shaped new
teachers’ perceptions of efficacy, satisfaction, and connection duringitsieyefr of
teaching in a new community. Given that new teachers’ first-year empeneas
mitigated by induction and mentoring, the researcher-participant’s investigat
encompassed both effects of the induction program and interactions between mentors and
new teachers.

Research Methodology

This section presents the research methodology and the scientific rataynale
utilizing a qualitative methodology within the context of the research study.

The overall design of the research was a qualitative case study, utlizing
evaluative, inductive, and emergent participant-observer approach. Glay akfil
Airasian (2006) asserted that qualitative methods can produce “in-depth undeggandi
about the way things are, why they are the way they are, and how thgaatsicn the
context perceive them” (p. 14). Miles and Huberman (1994) stated that qualitative data
allow the researcher to “see precisely which events led to which consequamtes
derive fruitful explanations” (p. 1). Merriam (1998) indicated that “qualitative
inquiry...focuses on meaning in context” (p. 1). To investigate the influence of the
complex processes of induction and mentoring on new teachers and to contrast the
experiences of new teachers working in cross-race mentoring contdxsamie-race
contexts, qualitative methodology offered the most effective approach to deveiching

meaning and deep understanding.
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Merriam stated that “case studies focus on a particular situation, evemgrprog
or phenomenon. The case itself is important for what it reveals about the phenomenon
and for what it might represent” (p. 29). This research study focused on the particul
experience of new teachers in their first year at an independent school: tiowoh s
based induction program and how mentoring and interactions within their formal support
network s influenced their respective experiences. The research studgdeah
description, generated from a variety of sources, to illuminate the experience of new
teachers in their first year. Mentoring interactions are complex and pee@nxces of
new teacher within a school community are shaped by a multitude of variablag&anMer
stressed the benefits of a case study approach because they “inclade amnables as
possible and portray their interaction, often over a period of time” (p. 30).

The researcher was a participant in the initiatives that undergirded ¢laectes
study context, again an advantage within a qualitative research frameworkfic&lbec
he was an administrator within the school setting who recruited and hiredrsd! réw
teacher participants in the research study, and who directly supervisedfttine new
teacher participants and their mentors. The researcher-participantesitwed the other
primary administrative participant, who was a new division administratbmatite
school. In some instances, the researcher-participant engaged in ngeieicinimques
and meetings with the three new teachers he directly supervised. Thehassanced

as a participant and an observer in those situations.
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Sample

This section describes the research study sample and scientific ratoonadang
this sample. Miles and Huberman (1994) stated that a sample is a “frame tothelp y
uncover, confirm, or qualify the basic processes that undergird your study” (p. 27). The
authors further asserted, “multiple-case sampling adddenceo findings” (emphasis
in original, p. 29).

The sample in this research study was purposive and comprised eight individual
cases. Each case consisted of a new teacher and the professional and socgl mentor
assigned to him or her. All were working together in new teachers’ firsayaa
independent, suburban, co-educational elementary day school in the northeastern United
States. Table 1 displays the eight individual cases. Additional data to describe the
research study context and the sample cases are presented in Chapter Four.

All research study participants were volunteers and did not receive comgensat
for their participation. In a preliminary meeting, the researcheregmmt described the
research study and invited each prospective participant to consider voluntedling. A
prospective volunteers consented to enter the research study. Participettsasig
informed consent form approved by the sponsoring university, which is included as
Appendix A. The researcher-participant protected participants’ confidgnéiat
anonymity by camouflaging their names and identities and the name and location of the
school. As a key line of inquiry was the effect of racial identity on the mentor-new
teacher relationship, the research study described participants hydewigy;

participants volunteered to have such a classification used.
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Sample by Individual Cases
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New Teacher

Professional Mentor

Social Mentor

New Teacher of Color
John
Lourdes
Michelle
Rachel
White New Teachers
Bonnie
Christine
Jennifef

Fred

Alan
Amy
Deirdre

Jennifer

Sandra
Patricia
Jay

LourdeS

Lori
Betty
Jackie

Kelly

Sally
Oscar
N/A

Mel

aJennifer was a new lead teacher and was also miegtbier assistant, RachelJennifer served as an assistant for two years goor

her promotion and chose to only work with a prdfesal mentor.‘Lourdes was a new lead teacher and also mentoreddsistant,

Fred.

As mentioned previously, the researcher-participant recruited and hieaghll

of the new teachers, and he directly supervised three of the new teachers and their

mentors. At the preliminary meeting, the researcher-participand sgpdicitly to all

prospective participants, as well as in writing via an informed consent docuent (s

Appendix A), that volunteering for, participation in, and/or withdrawal from thereke
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study would not impact job performance or status in any manner. The researcher-
participant reminded participants of these protections in advance of each datmal
gathering activity.

The sample included all new teachers of color (n = 4) who started at the Eastern
School during the period under consideration. To provide racial balance to the sample
and offer a race-based comparison, an equal number of White teachers were included.
The sample included three female teachers and one male teacher of cologeand thr
female teachers and one male teacher who were White. The sample inclueléskthre
teachers and one teaching assistant of color and three lead teachers arthone tea
assistant who were White. All lead teachers who were new in the year under
consideration were included, and two teaching assistants were included to badance
sample with respect to racial identity, gender, and assignment. Five Wéhiteeaching
assistants, who were also new in the year under consideration, were not inclilkey, as
did not fulfill the purpose of balancing the sample. Further details describisgrtige
are included in Chapter Four.

New teachers at The Eastern School worked with two mentors, a professional
mentor and a social mentor, forming a triad. The school administrative temmeals
mentors during the spring prior to a new teacher’s start. Professional mesigomnaents
were deliberately grade-alike and/or job-alike. Social mentor assigamwere based on
similarity of interests and/or life station. Mentors were volunteers araidinpll
teachers in the school expected to serve as a mentor at some point during thei tenure

this was an embedded dimension of school culture. Professional mentors tended to be
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experienced teachers, whereas social mentors may have been at any pointang@ses.

All mentors received training in a half-day workshop facilitated by admaness and a
handbook of mentor expectations prior to the start of the school year under consideration.
Additional information related to mentor training is featured in Chapter Four.

For the purpose of this research study, data was gathered about new teachers’
perceptions of both the professional and social mentors. Given that the professional
mentor carried the primary responsibility for new teacher induction at astera
School, data gathering from mentors was focused on professional mentors assigned to
new teacher participants.

Pilot Testing

This section describes pilot testing that occurred in preparation of the data
gathering instruments. Gay, Mills, and Airasian (2006) described facetyalgdithe
degree to which a test appears to measure what it claims to measure” (dnl@%er to
increase validity, a panel of experts reviewed the questionnaire, intemoeyeqs,
instruments, and reflection journal procedures. The researcher-partrepiaet
guestions, rating scales, and activities as specified by the reviewers.

The authors stated pilot testing allows the researcher “to identify unatdatipa
problems or issues” (p. 91). The questionnaire, instruments, and the new teacher and
professional mentor interview protocols were pilot-tested on an educator who was not a
participant in the research study, then discussed. The researcher-pantitigadtthis
experience to clarify interview and questionnaire prompts. The reflection journal

protocol was expert-reviewed, but not pilot-tested due to time constraints.
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Data Gathering Procedures

This section presents the specific procedures for gathering and maintaitaing da
and details instruments used to gather data.

Merriam (1998) identified that two key underpinnings of all qualitative relsearc
are (a) “the researcher is the primary instrument for data collectiomatysia” and (b)
“it usually involves fieldwork” (p. 7). While the researcher may employ taath as
guestionnaires, interview protocols, and other instruments, Merriam argued thaarglat
mediated through this human instrument, the researcher, rather than some inanimate
inventory” (p. 7). Through fieldwork, Patton (1990) stated the qualitative researche
collects data comprised of “direct quotations from people about their experiences
opinions, feelings, and knowledge” and “detailed descriptions of people’s activities
behaviors, actions” (p. 10). Merriam (1998) described the most common instruments or
methods to collect qualitative data are conducting interviews, observing, and ngviewi
documents (pp. 69-70).
Data Gathering Methods

This research study involved the researcher-participant immersing himgedf
study setting, seeking to illuminate the complex interactions that occarneavi teacher
induction and mentoring, particularly in the cross-race contexts presentae gnple.
As an administrator in the school, the researcher-participant was in a unigiegosit
obtain an “emic, or insider’s perspective” (p. 6), which Merriam described as a

significant attribute of qualitative research. To collect data, thaneser-participant
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Data Gathering Methods by Participant Type
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Participant Type

Method

Date

Leadership
project team

Recent hires

New teachers

Professional
mentors

Social mentors

Division
administrators

Observation of meetings
Review of planning documents

Focus group

Preliminary interview

Interview

Mentor network instrument

Observation of mentor-new teacher interactions
Observation of induction activities

Reflection journal

Questionnaire

Observation of training

Questionnaire

New teacher interview

Mentor network instrument

Mentor interview

Observation of mentor-new teacher interactions
Observation of induction and mentoring activities

Observation of training

Observation of induction and mentoring activities
New teacher interview

Mentor network instrument

New teacher questionnaire

Observation of mentoring and admin meetings
Observation of induction and mentoring activities
Administrator interview

Research-patrticipant field notes and leadership
journal

Summer preceding
research study and
throughout
Summer preceding
research study

November
January/February
January/February
January/February
Throughout
Throughout

June

September
November
January/February
January/February
February/March
Throughout
Throughout

September
Throughout
January/February
January/February
June

Throughout
Throughout
March

Throughout
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employed interviewing, both in person and through questionnaires, participant journaling,
observing, and reviewing documents pertinent to the

Miles and Huberman (1994) asserted it is “desirable... to integrate caagedr
and variable-oriented approaches” (p. 176) when conducting qualitative cross-case
analysis. The primary unit of study was the triad formed by a new temathéris or her
professional and social mentors, although most attention was paid to the professional
mentor-new teacher relationship. As a secondary level of investigation, the aiothert
eight individual cases comprised the sample for cross-case comparisons.hThroug
investigating the research study context and the cases described in #uengreection
and employing the methods outlined in Table 2, the researcher-participanedataex
on the following variables:

1. The pre-intervention context

2. The new induction and mentoring program

3. New teacher background information

4. New teachers’ perceptions of their connection to the community

5. New teachers’ perceptions of their professional satisfaction

6. New teachers’ perception of self-efficacy

7. Mentor characteristics

8. Perceptions of new teachers in cross-race mentor-new teacher pairs
The researcher-participant first considered the above variables fondacatual case,
then compared among the cases to engender understanding with respect acerass-r

contrasted to same-race mentoring relationships.
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Merriam (1998) stated “triangulation strengthens reliability as agelhternal
validity” (p. 207). For each variable, the researcher-participant calléeti from
multiple sources and employed different instruments to triangulate datavideke
whenever the researcher-participant observed or interviewed a reseaygbesticthant,
he provided the participant with transcripts of these interactions for véaaficand
review. Following each stage of data collection, the researchsshpant engaged in an
initial analysis to allow themes to emerge. The researcher-partitgsaed themes in
subsequent data-collecting activities.

The following sub-sections describe the researcher-participaohsgcti
instruments, and protocols employed to gather data on each variable.

Pre-intervention contextThe researcher-participant gathered data about the
condition of new teacher induction and mentoring at The Eastern School prior to the
implementation of the new program by (a) examining historical documentshaegcri
induction and mentoring prior to the intervention, (b) interviewing a focus group of
recently-hired teachers using a semi-structured format, (c) holdimesseictured
interviews with mentor teacher participants in the research study, andt{dppéng in
the intervention design and implementation.

New induction and mentoring prograrihe researcher-participant gathered data
about the new Eastern School induction and mentoring program through (a) examining
and patrticipating in planning meeting agendas, materials, and minutes; (Wwjrapser

mentor training; (¢) administering a questionnaire to new teacher pantsj (d)
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holding semi-structured interviews with new teachers and their profeseiensbrs
respectively ; and (e) observing induction and mentoring activities as agaantic

New teacher background informatiomhe researcher-participant (a) analyzed
resumes of the new teacher participants to determine experience arsts}€ed racial
self-identity during preliminary interviews.

New teachers’ perceptions of connection to the communitg.researcher-
participant gathered data about new teachers’ perceptions of connection to the
community by (a) administering a questionnaire; (b) holding semi-stracinierviews
with new teachers; (c) collecting rich description from new teachearg asi instrument
designed to generate reflection about mentor-new teacher relationships (Memtork
Instrument); and (d) having participants respond in reflection journals.

New teachers’ perceptions of professional satisfactidhe researcher-
participant gathered data about new teachers’ perceptions of professiafatsaii
through (a) administering a questionnaire; (b) holding semi-structured internwihv
new teachers; and (c) having participants respond in reflection journals.

New teachers’ perceptions of self-efficadine researcher-participant gathered
data about new teachers’ perceptions of self-efficacy through (a) athimingsa
guestionnaire; (b) holding semi-structured interviews with new teackgobsérving
interactions between professional mentors and new teachers; and (d) havanggpésti
respond in reflection journals.

Mentor characteristics.The researcher-participant gathered data related to

effective mentor characteristics via (a) semi-structured intesvweith new teacher and
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mentors respectively, (b) the Mentor Network Instrument, (c) new teactigan journal
responses, (d) observations of mentor-new teacher interactions, and (e) teaatew
guestionnaire.

New teachers’ perceptions in cross-race paiféie researcher-participant
gathered data related to the specific perceptions of new teachers otoalbtheeir
experience during the first year of service via (a) semi-strutinterviews with new
teachers, (b) the Mentor Network Instrument, (c) teacher written jogsbnses, (d)
observations of mentor-new teacher interactions, and (e) the new teachemnga@ti
Data Gathering Instruments

The following sub-sections will provide details on the design, intended
implementation, and storage of data instruments and protocols.

Document review The researcher-participant recorded data that he collected via
document review in narrative form on a password-protected computer in his office.

Researcher-participant field note3 he researcher-participant recorded notes
from meetings with various participants and observations of induction and mentoring
activities in narrative form on a password-protected computer in his offices Mete
loaded on End Note software for ease of searching and analysis.

Researcher-participant leadership journal. The researcher-participant recorded
self-reflections on, insights into, and relevant learning about his leadershighibut the
research study in narrative form on a password-protected computer in¢es dffie

journal was loaded on End Note software for ease of searching and analysis.
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Questionnaire. New teacher participants completed a final questionnaire at the
end of the school under consideration. The questionnaire was reviewed and pilot-tested.
The researcher-participant designed, administered, and collected resgeosesically
via the Survey Monkey on-line program. The program was password protected; the
researcher-participant stored paper copies of questionnaire responses ie élsgrur
cabinet in his office. The full questionnaire is included as Appendix G.

New teacher and mentor interview protocolsThe researcher-participant
conducted semi-structured interviews with new teachers and professionafsnent
respectively. Interview protocols were reviewed and pilot-tested. Tharober-
participant held interviews in his office and audio-recorded and transcrihgtsres
Transcripts were stored on a password protected searchable electrdraselafand
Note. The researcher-participant stored audio tapes and paper copies of interview
transcripts in a secure filing cabinet in his office. The new teacher gteprotocol
appears as Appendix C1 and mentor interview protocol as Appendix D.

New teacher-mentor interaction observation protocollhe researcher-
participant observed at least one representative interaction for each mmmteracher
case. Examples included interactions such as observation feedback meetingsn\gs mee
to seek guidance on dealing with specific issues. The researcher-partioipduntted
and audio-recorded observations in participants’ classrooms or offices, thenitbeths
the recordings onto a password protected searchable database, End Note. Audio tapes
and paper copies of the transcriptions were stored in a secure storageigdhaet

researcher-participant’s office. For new teachers who were under tbestipervision
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of the researcher-participant, the researcher was a participantatisehe interactions.
The observation protocol was reviewed, but not pilot-tested before use, and appears as
Appendix F.

Mentor network instrument. During the New Teacher Interview Protocol, new
teachers completed a Mentor Network Instrument developed by researcogpagrart
Each participant was presented with a graphic display of the formally asngmgor
network and the new teacher, which included the professional and social mentors, the
division administrator, and the head of school (see example and protocol in Appendix
C2). The rich description resulting from the reflection activity comprisedeastarce
for new teachers’ perceptions of connection to the community, mentor chatiasteris
and sources of mentoring. The Mentor Network Instrument was reviewed, but not pilot-
tested.

New teacher journal protocol. Participants recorded reflections on their
experiences with the induction program and mentoring in journals and submit these to
researcher-participant three times during research study period. Ndteanigflections
were requested, but also guided reflection activities. The journal protocotwewed,
but not pilot-tested, and the protocol appears as Appendix E.

Methods of Data Analysis

This section explains methods the researcher-participant used to arsheed
data. Miles and Huberman (1994) stated that qualitative data “analysis includes
selecting, condensing, and transformilage; displayingthese data in an organized way;

and drawing and verifying conclusions from the condensed, displayed data” (emphases in
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original, p. 299). Qualitative research generates a vast amount of datasig\isallge
process of linking discrete data points into categories and classificatiekisigsdirough
this activity to generate meaning and deeper understanding. Gay, Mills, asc®Air
(2006) distilled the analysis process to reading notes and memaos, rich describing, and
classifying (pp. 470-471).

Miles and Huberman (1994) stated that cross-case analysis allows #rehese
to “enhance generalizability” and “deepen understanding and explanation” (p. 173). The
authors suggested that, while the researcher engaged in cross-case amchigkbenged
“to draw well-founded conclusions from multiple networks” (p. 207), this methodology
offers opportunity to augment qualitative research. The purpose for emplayiogsa
case approach to this research study was to generate a racial ideettdaparison
between the experiences of new teachers involved in the induction and mentoring
program. The researcher-participant aspired to identify and understaod taet
contributed to differences based on racial identity.

Merriam (1998) ardently suggested an advantage of qualitative reseé#nah i
“the researcher can process data immediately, can clarify and szeesthe study
evolves” (p. 7). Likewise, qualitative research “employs a primarily ingeicesearch
strategy” (p. 7). The researcher constructs “tentative hypotheses'whil&she
collects data and can test these with participants in future data-iogjleessions. In this
sense, qualitative research is emergent; subsequent levels of datagatteeinformed

and altered by what comes before. Gay, Mills, and Airasian (2006) concurred: “the
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gualitative researcher often works collaboratively with participantise study, and that
collaboration can extend to the data analysis process” (p. 473).

As stated, the eight new teachers, together with their mentor networks;seon
eight individual cases. In order to maximize credibility, the resear@récipant
transcribed all interviews and observations as they were completed, and sent the
transcriptions to the respective participants for verification and commencthiiin
(2006) defined credibility as “establishing that the results of qualitagsearch are
credible or believable from the perspective of the participant in thercbs€p. 1).

Yusko and Feiman-Nemser (2008) offered a model for data gathering and
analysis in that progressed from general to specific. Data gathering negbarch study
progressed similarly: from examining general characteristidseofi¢w induction and
mentoring program to exploring specific perceptions held by new teachers andrapse
their interactions with their mentors. Yusko and Feiman-Nemser advocatedtiges
of data analysis, also utilized in this research study. As this resepestieipant
reviewed school documents and materials, conducted and transcribed interviews, and
collected other data, he engaged in a first level of analysis, recoréingipary
thoughts and developing themes in the reflective journal. The researchapgatrtic
invited research study participants to review interview and observation tpasisor
verification and discussed emerging impressions with them for refinement. Upon
completion of data collection, the researcher-participant conducted a secoraf level
analysis by re-reading notes and transcripts to identify and code pattdrog a

synthesizing questionnaire responses in charts and displays. The resgarttipant
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contrasted data collected by various instruments, identifying and anatyxrigguence
among data sources. The primary focus of the research study and its findingsetis

in Chapter Four was on the third level of analysis: a cross-case comparnsatemto
understand the experiences and perceptions of new teachers of color in cortoess to t
of their White peers.

Specifically, then the researcher-participant organized the verifieddriptions;
along with participant journal entries and questionnaire results; accooding original
research questions. The researcher-participant read and reviewed thesentdfhgcume
noting themes, patterns, and relationships and reflecting whether the datataeswe
original research questions. He transferred the transcriptions to End Notarsdéiw
allow for ease of searching for words and phrases. Formal analysis includegl afoali
data collected for each case — interviews, observations, and journal entries. The
researcher-participant collected questionnaire data using Survey Monkeyinan onl
survey database, and conducted an initial level of analysis of questionnaiusidatthe
program.

The researcher-participant based coding schemes on the original research
guestions. Coding was also emergent, meaning categories surfaced fisonitian
and review. Data collected from the focus group activities was also codeshalyzed.
The researcher-participant then compiled data in matrices developed foeszamitin
guestion, allowing categories to emerge. Where appropriate and useful, énelresse
participant visually displayed categorized data. In Chapters Four and Five, the

researcher-participant endeavored to construct theories to explain the firadindsrive
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meaning from the data. As Merriam (1998) stated, “data analysis is apaiacaaking
sense out of the data... analysis is moving toward the development of a theory to explain
the data’s meaning” (p. 192).

Merriam stressed the importance of engendering a complete understainding
individual cases, or “within-case analysis” (p. 194), before moving to a secgedo$ta
cross-case analysis. In this research study, cross-case anatyssotogy identified
general patterns and themes across all cases, again allowing for adwghef |
classification to emerge. Merriam explained, “a qualitative, inductivej-cade study
seeks to build abstractions across cases” (p. 195). The specific purpose ofstuaseos
analysis was to compare the experiences of same-race mentor-new paasheith
those of cross-race mentor-new teacher pairs. The key to cross-cases dhalyswas
determining differences and similarities in the findings for eachhatia

Format for Reporting Data

This section describes the method for reporting the data and the findings of the
research study, which appear predominantly in Chapter Four. The origiraathese
guestions provided the scaffolding for reporting the data. Miles and Huberman (1994)
recommended “condensing” (p. 299) data and developing matrices to display data.
Displayed data, assert the authors, ease the researcher’s task of “cGrasviregifying
conclusions” (p. 299). In this research study, data was reported using ridptoesc
narrative text, and data displays. The researcher-participant focuseepatang on the

cross-case analysis.
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Merriam (1998) described three levels of rich description: particulaergeand
interpretive (p. 235), and this researcher-participant employed thesestfgketd report
data in Chapter Four. Particular description included quotes from a variety ofssource
and attempted to offer a sample of “everyday life” (p. 235) in the researchsetticy
and context. Using general description, the researcher —participant identifiether
the vignettes and quotes are typical of the data as a whole” (p. 235). dtavpr
commentary, the third level of rich description for Merriam, provided “a framewoork f
understanding” (p. 235) the previous two and comprised the basis for the discussion in
Chapter Five.

Framework for Discussing Findings

This section presents the approach to discussing the research study findings
which appear in Chapter Five. The original research questions comprisedtthg star
point for discussing findings, most importantly the degree to which data collected
answered these guiding questions. Conceptual frameworks identified in tuedder
review presented in Chapter Two further elucidated the discussion of findings. As
described in the preceding section, “interpretative commentary” (Mertia@8, p. 235)
illustrated the researcher-participant’s findings. The reseapargcipant drew upon the
leadership journal he maintained during the research study to provide reflections
implications resulting from the leadership project team, the researgh ahdlthe
learning he experienced during the research process.

Another key element to a discussion of the findings is a consideration of

limitations of the research study.
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Limitations of the Study

This section presents the framework for discussing limitations of thercase
study, which appears as a more complete discussion in Chapter Five. Candidly
acknowledging limitations, in the researcher-participant’s opinion, enhancgsdlity
of the research study outcomes.

Merriam (1998) argued strongly that the strength of qualitative réskesdn the
researcher acting as the central data collector and analyzer. iMeatdioned that the
researcher serving as a participant and data collector/analyzer élgotieatial
limitations: “the investigator as human instrument is limited by being humzat ist
mistakes are made, opportunities are missed, personal biases interfe@.” (fxrazhim
(2006) referred to this phenomenon as “dependability” and “confirmability” (p. 1). Ifa
researcher serves as the primary instrument and allows emerging amdiegs to guide
his investigations, then this is a potential threat to dependability and confitgnabili
Trochim asserted the qualitative researcher must “account for therevgging context
within which the research occurs. The researcher is responsible for describing the
changes that occur in the setting and how these changes affected the waaticbaes
approached the study” (p. 2).

Trochim suggested several strategies to enhance study confirmalpilttyis |
research study, the researcher-participant asked participants tamemnyew and
observation data. The researcher-participant also identified “negateaces that
contradict prior observations” (p. 2) and discussed these instances in Chapters Four and

Five. The researcher-participant’s status also has the potential fertbiatoud
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impressions and allow bias to impede deriving clear meaning from the data. Trochim
argued that the researcher should “take a ‘devil’'s advocate’ role witlctésike
results” (p. 2) and document this process.

The participants are also a limitation of a study, as Merriam indicatethding
human” (p. 20). They do not record every thought or reflection in their journals and their
responses are influenced by their own biases and their perceptions of thiemskigs
with the researcher as a participant in the school setting. Faculty of color,ighitdeel
vulnerable in a predominantly White school, may moderate answers based arséhefse
trust and safety in the interview setting. History may play a role, fanple, in the
development of teaching efficacy — some other factor aside from the school'sanduc
and mentoring program.

The unique setting of an independent school potentially limited the transtgrabili
and generalizability of the research study findings. There are sonwsaspe
independent schools that are different from public settings, and the resgendiogpant
clarifies these in Chapters Four and Five. Additional discussion related tatibms of
the research study and how the researcher-participant addressdhsiitapresented
in Chapter Five.

Chapter Four presents data collected in the research study and introduces findings
that emerged from data. Chapter Five elaborates on the findings and preserssial

and implications of the research.
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CHAPTER FOUR
Findings
Introduction

This qualitative research study examined the experiences of teachdrsae
school with an induction and mentoring program. Of particular focus was an
investigation of the respective experiences and perceptions of new teadtwos of
contrast to those of White new teachers participating in the same induction andngentor
program during the same academic year. This line of inquiry was intended tceexqpdor
better understand relationships of new teachers and mentors working inac®ss-
contexts and to address a deficiency in research dealing with crosseratoging in K-

12 educational settings. The purpose of Chapter Four is to present dataccdlieictg
the research study, providing evidence for and elaborating findings that enoengéis
data.

Merriam (1998) indicates qualitative data are “particularistic,Stdptive,” and
“heuristic” (pp. 29-31). Data in this research study were “particuldristthat they
represented a specific school’s induction and mentoring program and experiences of a
specific cohort of newly-hired teachers with that program during their confimst year
of service at the school (p. 29). Data were “descriptive” in that they portrayed
phenomena under consideration broadly from multiple perspectives, including the
researcher-participant’s, and in that data are reported through narrats@agts (pp.
29-30). Data were “heuristic” in that they depicted these particular expesiaimit the

aspiration of engendering the reader’s understanding about mentoring asoh form
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induction in cross-race contexts under conditions present in the research study (pp. 30-
31).

During the period leading up to the research study, administrators and faculty
leadership at the school ascertained shortcomings of the preceding oriemtdtion a
mentoring process. In an effort to improve program functionality and neteteac
guality, a school-based team led by the researcher-participant designetbkemdanted
a new induction and mentoring program. The team is hereafter referred to as the
leadership project team and the new program development is referred to addtshipa
project. Data presented in Chapter Four was gathered during the 2006-2007@cadem
year and encompassed the leadership project design and implementation, unique
experiences and viewpoints of members of the first cohort of teachers tgpéetiai the
new induction and mentoring program, and interactions between new teachers and their
mentors.

Specifically, Chapter Four is organized as follows:

1. A description of the site with sufficient detail regarding the community,
relevant school policies and strategic initiatives, faculty, and admirostta
afford the reader familiarity with the context of the leadership projatt as
pertained to the focus of the research study.

2. A description of the leadership project planning and implementation process
to enrich the reader’s understanding of the context.

3. A presentation of collected data and findings organized according to the

research study questions:
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a. How did the induction program affect new teachers’ (i) connectiono
the school community, (ii) professional satisfaction, and (iii) sense of
efficacy?

b. Which mentor characteristics did new teachers perceive as being
helpful and supportive?

c. Did new teachers’ perceptions vary for cross-race mentoring
relationships as compared to same-race mentoring relationships?

4. A summary of findings at the end of each section of this chapter.

In Chapter Five, the researcher-participant (a) summarizes findingss¢bsses
findings through the lens of research study questions and frameworks gebgrtte
literature review, (c) considers implications for policy, practice, anddutsearch, and
(d) reflects on his leadership learning during the course of the leadershig projec
research study.

Chapter Four exhibits data collected from six sources: (a) participant
guestionnaires, (b) participant semi-structured interviews, (c) partigpamtstructured
journals, (d) observations of representative participant interactions anchtetelaction
events, (e) review of documents associated with the induction and mentoring program,
and (f) the researcher-participant’s reflective journal, in which he reddms
experiences as a researcher and as a participant. Multiple sourcesesfrddt the
descriptive nature of the research study as well as facilitatgutation, which Merriam
(1998) indicates “strengthens reliability as well as internal validpy207). Following

a model similar to one employed by Yusko and Feiman-Nemser (2008) in a comparative



91

study considering teacher evaluation as a component of induction programs, data
gathering and analysis in this research study progressed fronalgengpecific: from
examining general characteristics of the new induction and mentoring program to
exploring specific perceptions held by new teachers and observing theiciites with
their mentors.

Yusko and Feiman-Nemser advocate three stages of data analysis, ais@ iutili
this research study. As this researcher-participant reviewed school diswané
materials, conducted and transcribed interviews, and collected other dataagedeimga
first level of analysis, recording preliminary thoughts and developing themes in the
reflective journal. The researcher-participant invited research paurtigipants to
review interview and observation transcripts for verification and discussediame
impressions with them for refinement. Upon completion of data collection, the
researcher-participant conducted a second level of analysis by re-reathsgnd
transcripts to identify and code patterns and by synthesizing questionspwases in
charts and displays. The researcher-participant contrasted dateeddtlgstarious
instruments, identifying and analyzing congruence among data sourcepriragy
focus of the research study and its findings presented here is on the third lexaysita
a cross-case comparison intended to understand the experiences and percaptions of
teachers of color in contrast to those of their White peers.

The Site Context
This section describes the school community under consideration and its attributes

that are relevant to the research study. Merriam (1998) asserts thatigealgatription
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should be “rich” and “thick” enough “so that readers will be able to determine how
closely their situations match the research situation, and hence, whether foadings
transferred” (p. 211). A thorough, detailed presentation of pertinent site chiatexster
aids the reader in developing such depth of understanding.

The researcher-participant was an administrator in the school setting, and he had a
variety of professional and personal associations with other participants.| Not al
interactions between the researcher-participants and new teacheobwserme=d and/or
recorded for research study purposes, nor all interactions between newsteachineir
mentors. The researcher-participant also provided leadership for the hgageogect
team and collaborated to design and implement the new induction and mentoring
program. Information presented in this section originated from the researcher
participant’s direct experience as a researcher, a leader, and a schoddteator, as
recorded in the reflective journal, in addition to document review: specifitiayschool
directory, handbook, and website; the board of trustees policies and by-laws; and the
most recent school strategic planning document. Demographic data for tinalexte
community summarized information for 2005, one year prior to the school year under
study.

The Eastern School was an independent, suburban, co-educational, elementary,
day school situated outside a major metropolitan area of the northeastern tthatiésd S
and established in the early”?(")entury. For The Eastern School, “independent”
connoted that the school was not supported by public funds and was not affiliated with a

church or religious order; rather, it was not for profit and governed by a privatkdfoa
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trustees. Independent status also meant regulatory freedom from stateeaaldofieblic
education agencies and most education policies established by those agencieae Germa
to this research study was the fact that The Eastern School teachemotvegiired by

the board of trustees to hold a degree in education or a teaching license, nor was the
school required to offer induction and mentoring to comply with state or federal
mandates. Teacher training in The Eastern School was typically gained thrasggintss

or apprentice programs in other schools, prior graduate-level work, or, for taokertse

new to the profession and the school, on-the-job. Thus, for the leadership project team
examining weaknesses of the old program, induction and mentoring simply as principles
of good practice were all the more significant to new teacher transitigpeaitdmance.

The Eastern School mission was to provide an academically challenging
educational program in a nurturing, child-centered environment. In 2006-2007, the
school was highly regarded in the external community for the quality ofatkeadcs,
had a competitive admissions process, and enjoyed full enrollment with waibdists f
openings. The board of trustees was predominantly comprised of parents who had
children in the school at the time of their service. The school was a member of its
national organization and accredited by its regional independent school association.

Families in The Eastern School community were predominantly upper middle
class to upper class and well educated. In 2005, the immediate external community
population was slightly below 40,000 and nearly 96% White, non-Hispanic (city-
data.com, 2007). In 2006-2007, The Eastern School’s student body was comprised of

children from 34 communities living within driving distance of the school. The median
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income of the greater community was slightly above the state averag&g4pin 2005
(city-data.com, 2007); the school community was well above that average. However,
The Eastern School had a need-blind admissions process and a major stratggie init
to seek diversity of all forms in its student body, including socio-economic dxersit
During the 2006-2007 academic year, 7% of families received financialbassito
attend The Eastern School. Ninety percent of residents aged 25 years and b&ler in t
greater community held a high school diploma and 36.5% held at least a Bachelor’s
degree in 2005 (city-data.com, 2007). Again, the educational level of adult members
within the school community itself was greater — nearly all parents gddlzelor's
degree or greater.

At full enroliment in 2006-2007, The Eastern School had approximately 450
students. The school was divided into elementary and middle level divisions, each led by
a division administrator. A head of school served in a similar capacity to a
superintendent in a public setting. Division administrators were responsible for
recruitment, hiring, supervision, and evaluation of faculty and staff within tisgecéive
divisions. Faculty instructional leaders were responsible for superasohgvaluating
the curriculum and instructional practices within their content areas. Thusotkefv
improving and implementing new teacher induction and mentoring was within the job
responsibility of division administrators, with support by faculty instructitesdership.

Elementary division teaching assignments were one of three positions: lead
homeroom teacher, special subject teacher, or assistant. Teachinghasssgn the

middle school division were departmentalized by content area. Learninglspeci
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supported students with learning differences. During the 2006-2007 academtbgea
faculty consisted of 57 full-time and two part-time teachers. The elemelweipn
included 14 lead teachers, nine assistants, three learning specialists, gedialx s
subject teachers. The middle division included 20 teachers, one assistant, and one
learning specialist. Five teachers worked with both divisions.

Three years prior to the research study period, the board of trustees introduced a
major strategic initiative regarding diversity for The Eastern Sc¢iheokin referred to as
the diversity initiative. The diversity initiative outlined specific acti@ms and
indicators of success with respect to composition of the student body, the faculty a
staff, and trustees. At the opening of 2006-2007, the board of trustees had two people of
color among its 22 members; a third joined the board in the spring, which brought the
total percentage to nearly 14%. Three returning teachers in 2006-2007 selfadetifi
people of color — all had been hired within the preceding five years. Four neady-hir
teachers — three lead teachers and one assistant — self-identified asopeofr, which
brought the total percentage of faculty of color to 12% in 2006-2007. While the student
body was also largely White, its racial and ethnic diversity, at nearly 1R%érds of
color in 2006-2007, exceeded that of the surrounding community, at 4% (city-data.com,
2007).

The diversity initiative also specified actions and benchmarks related ¢oirigst
an inclusive environment, including professional development for faculty, staff, and
trustees, as well as expectations for curricular and instructional suppdictisi@an and

classroom levels. Likewise, anti-discrimination policies were a presige|to
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membership within the school’s national organization and a self-imposed requirement of
accreditation, in that the regional association held the school to standards that it
established for itself. Division administrators, according to the diversiigtine,

needed to consider these factors in hiring — both in applicant pool composition as well as
in skill sets, attitudes, and professional behaviors of all applicants, White apldrof ¢

All applicants were expected to be active allies in advancing the school @iversi

initiative, and this was an explicit element of recruitment and hiring protoCise

hired, all new teachers participated in a one-day diversity training #&ediby a
nationally-recognized diversity training organization. By the 2006-2007 schaokylea
mentors, administrators, fellow teachers, and even a majority of trinstdgmrticipated

in this training within the preceding two-year period. The diversity initisttaged the
expectation that all faculty and administrators continue their trainingrasmdiaged

outside professional development. Each year, the Eastern School sponsored a school-
based diversity professional development group to afford that opportunity.

The researcher-participant underscores the importance of The Eastern School
diversity initiative in developing a full understanding of school culture andnesstudy
context. Simply, new teachers, both White and of color, entered a setting atsténm® Ea
School where values such as respect for human difference, anti-discriminatiosifydive
and cultural responsiveness were board-mandated. Faculty, staff, parentsteesl trus
were trained, encouraged, and even expected to discuss openly the importance of
diversity to fulfilling the school mission. White mentors working in cross-raentor-

protégé pairs were trained in recognizing and being sensitive to their owegeigihd
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communicating and working across lines of difference. These are presentad here
attributes of the school as an organization and its cultural values; the degreehto whic
individuals exhibited these attributes varied as it might for any orgamahgoal or
norm. The researcher, however, emphasizes that The Eastern School divaagiteinit
both informed and influenced the research study, its findings, and potential
generalizability of its outcomes.

Four newly-hired teachers of color and four newly-hired White teachers
comprised the research study sample, and the researcher-participant esttiavor
balance the sample according to teaching assignment and gender. Tablet8a depic
research study participants by racial identity and gender and matehésacbers with
their mentors.

New teachers at The Eastern School worked with two mentors during their first
year of service: professional and social mentors. Assistants weralgementored
professionally by their lead teachers; thus in the research study comiesdes
mentored Fred and Jennifer mentored Rachel. Classifying the reseaychastyode by
racial identity was vital, as this research study in large part dehlewperiences of new
teachers of color in contrast to those of new White teachers, and participants vetlntee
to have such a classification used.

Table 3b displays research study participants classified by experi@nd Table
3c shows research study participants by assignment.

These tables reveal that new teachers were distributed between divisions and

represented a range of positions within the school. The new teacher pagieipant
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Table 3a

Research Study Participants by Racial and Gender Identity

New Identity Professional |dentity Social |dentity
Teacher Mentor Mentor

John A, m Alan W, m Lori W, F
Lourdes M (B/L), F Amy W, F Betty W, F
Michelle L, F Deirdre W, F Jackie W, F
Rachel L (M/W), F Jennifer W, F Kelly W, F
Bonnie W, F Sandra W, F Sally W, F
Christine W, F Patricia W, F Oscar W, m
Jennifef W, F Jay W, m N/A

Fred W, m Lourdés M (B/L), F Mel W, m

Notes. B (Black heritage), L (Latino heritage)Asian heritage), M (Mixed racial/ethnic heritagd, (White, not Latino heritage), m
(male), F (female)

3Jennifer was a new lead teacher and was also mietber assistant, RachelJennifer served as an assistant for two years gor
her promotion and chose to only work with a prafessl mentor. “Lourdes was a new lead teacher and also mentoreddséstant,

Fred.

were balanced with respect to being White or of color, and between those eltisasic
by gender. New teachers generally were inexperienced: they weia negent to the

teaching profession as well as new to The Eastern School. Given that Lourdes was
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Table 3b

Research Study Participants by Experience

New Experience Professional Experience Social Experience
Teacher Mentor Mentor

John 1 Alan 3 Lori 2
Lourdes 2 Amy 2 Betty 2
Michelle 1 Deirdre 3 Jackie 3
Rachel 1 Jennifer 2 Kelly 1
Bonnie 1 Sandra 3 Sally 3
Christine 2 Patricia 3 Oscar 3
Jennifef 2 Jay 3 N/AR

Fred 1 Lourdes 2 Mel 2

Notes. 1 (less than 3 years experience, 2 (3-afsyexperience), 3 (more than 10 years experience)
3Jennifer was a new lead teacher and was also mietber assistant, RachelJennifer served as an assistant for two years gror
her promotion and chose to only work with a prdfesal mentor.‘Lourdes was a new lead teacher and also mentoreddsistant,

Fred.

professional mentor to Fred, there were five cross-race mentor-protégmsligis in
the research study. With the exception of Lourdes, the professional mentoedlwere
White and, including Lourdes, six of the eight professional mentors were femdale a

generally more experienced. For example, Alan, Deirdre, Sandra, and Jdyadanore
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Table 3c

Research Study Participants by Assignment

New Assignment Professional Assignment Social Assignment
Teacher Mentor Mentor

John M Alan M Lori M
Lourdes ET Amy E,T Betty M
Michelle E, T Deirdre E,T Jackie a
Rachel E, TA Jennifer E, T Kelly E, TA
Bonnie M/E, S Sandra M Sally E,S
Christine M Patricia M Oscar M
Jennifef E,T Jay E,T N/A

Fred E, TA Lourd€es E,T Mel E, T

Notes. E (elementary level division), M (middieeleivision), T (lead teacher), TA (assistantjsfecial subject teacher), a
(administrator)

4Jennifer was a new lead teacher and is also memdrer assistant, RachelJennifer served as an assistant for two years figor
her promotion and chose to only work with a prafessl mentor. “Lourdes was a new lead teacher and also mentoreddséstant,

Fred.

than 20 years teaching experience. The Eastern School did not place as much priority on
experience with respect to social mentor assignment, so social mentors tended to be
mixed in terms of experience. Social mentors were all White, and with thetiexseof

Oscar and Mel, all female.
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The significance of data displayed in Tables 3a through 3c is that new White
teachers at The Eastern School tended to receive guidance and support durimgttheir fi
year of teaching from veteran teachers of the same race or ethnicitynesvikeachers
of color received mentoring from someone of different race or ethnicity. Nehetsac
tended to be also new to teaching relative to their mentors resulting alsenatgeal
differences in many situations, especially for professional mentongsuiri

Planning and Implementation

This section describes briefly the context of mentoring and induction prior to the
new initiative, the rationale for efforts to improve induction and mentoring, paritsipa
in the process, and steps taken to implement, monitor, and evaluate the re-designed
program. A discussion of these items is important to the research study besatsse it
the stage for the year under consideration. To enhance internal validity,iVMEra8)
advocates “clarifying the researcher-participant’s assumptiongjwes, and
theoretical orientation at the onset of the study” (p. 205). To this end, this section
reviews conditions prior to the leadership project and research study, outlinesprog
planning and implementation leading up to and during the first year, and cldndies t
researcher-participant’s role in new program development and implementation.

The researcher-participant gathered information presented in this seaioghthr
document review, observations, participation in events related to leadership project
planning and implementation, as well as a focus group interview of recently-hired
teachers who experienced their first year of service prior to implenmntdteadership

project. During interviews with professional mentors, the researchéchpant also
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asked mentors to compare the new program with the prior conditions of mentoring and
induction at the school.

Prior to 2006-2007, The Eastern School employed a brief orientation program
before the opening of school and assigned each new teacher two mentors: apebfessi
and a social mentor. Administrators recruited mentors during the summer, but ¢girovide
no position description or training nor gave much consideration to a mentor’s capacity
fulfill expectations effectively. At that time, the mentor job descriptios lvaited to a

brief paragraph in the faculty handbook:

One mentor is assigned to assist the new teacher in adjusting to the North Shore
community area... the second mentor is a teacher with a similar teaching
assignment. This mentor is responsible for assisting the new teacher throughout

the year in curricular concerns and academic policies. (document review)

Similarly, there existed no accountability protocols to verify that mentatsiaw
teachers met or to guarantee content of their meetings, if they even occurecokiet
orientation included a meeting with the head of school to discuss mission and philosophy,
a school tour, a meeting to discuss employee policies, a technology orientation, and a
short meeting with division administrators to cover assignment-specificquese
grading practices, and rules and expectations for student behavior.

As a component to gathering data in preparation for re-designing the induction

and mentoring program, the researcher-participant invited recenglyfBastern School



103

lead teachers to participate in a focus group. The researcher-particifiaed decently-
hired as hired within the last five years, but prior to development of the new induction
and mentoring program. Six teachers among The Eastern School faculhesget
gualifying criteria, and five were available to participate. The sixbher had a
scheduling conflict with the focus group. Three participants were White teaaind two
were teachers of color, three were elementary- and two were middle-@ne was

hired as an assistant and later promoted to a lead teacher capacity. mhbiredecus
group protocol was elaborated in Chapter Three and included as Appendix B.

Recently-hired teachers described the experience of being a neerteach

| was just generally overwhelmed. There were so many names to learn, as
special subjects teacher, not only the kids but the parents and the other teachers,
my colleagues. And then, I just felt like [my predecessor] didn’t leave me much,
the teacher before me. So, | was just constantly trying to figure out what the

curriculum was supposed to look like, and how | can shape it.

| was exhausted all during my first year of teaching.

Well, I had a lot of feelings, but I think maybe the one that caught me most off
guard... was feeling quite sad for a boy | had whose mother passed away from
cancer. And, having to talk with the class about it before it happened, as per our

counselor’s help... to talk to the class and prepare them for that; that was just the
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last thing I thought | would ever go through. On top of managing time, figuring

out the curriculum.

| guess one of my feelings was, | wouldn’t necessarily call it confusion, but
working with two teachers as [an assistant] and not knowing exactly how much |
was needed in virtually all situations and not necessarily knowing when it was a
good place for me to step in and when it was a good time for me to sit back and
listen to the lead teachers... and | can think of one instance which was borderline
terrifying as a new teacher, which was often when a lead teacher isrsibk f

day, [an assistant] needs to step and be the lead teacher for a day.... | remember
one day | had; there was a child who was known to have some difficulties with
how they deal with their emotions, | guess. This child decided to take off from
school in the middle of the day, and | caught him basically walking out the front
pillars of the school. The moment that was terrifying for me was not actoelly

fact that he was taking off and leaving through the front pillars of the school, but
it was more not knowing whether it was my job to stay with the class because it
just happened so quickly or whether | just needed to take off after the child... it
was uncomfortable just leaving a group of children on their own as a first-year

[assistant] and not knowing what to do about the situation.

My first year | remember being very anxious because | felt like thaseso much

information thrown at me and | felt like that, especially in the first week or so,
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that a lot of people were talking at me.... the parents... comparing you to the last
teacher, things like that. | remember the first year was just verfe¢herg that |

have to prove myself; it was not a good thing. (recent hire focus group)

The recently-hired teachers confirmed the experience of new teacheasyn m
settings. When unmitigated by an effective program of induction or mentoring recently
hired teachers experienced many negative feelings: apprehensiony,asoaéision,
uncertainty, being overwhelmed, being unprepared for the real challengeshoideac
even terror when faced with a decision in which one’s job or the children’s well being
was perceived to be at stake. More importantly, to one recently-hired teacher the
preceding orientation program amounted to “a lot of people talking at” the achets
and too much information being “thrown” at them at once (recent hire focus group).
Orientation was beindone tothe new teachers rather thdone with In tackling a new
job characterized by unpredictability, lack of structure, and a need to make iabilener
complicated decisions daily, trying to manage without structured guidanoetexicfor
information being received, or a voice in the process was, at best, a daunting and, at
worst, a demoralizing and terrifying prospect.

With respect to their relationships with their mentors, the recently-taesthérs

said:

There wasn’t any particular time | remember seeing her as my sifab

mentor as far as title.
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| felt like our relationship was very much, like nurturing, mother-daughter. That
was not in terms of our age, but they just treated me really like a daughter... we

had great times talking and laughing about random things.

Both of my relationships were quite informal | would say. | knew I could go to
either of them if | needed to for questions. [Professional mentor] would check in
with me.... it would be kind of like popping in a little before conferences, ‘Do
you feel good? Do you have any questions?’.... I'd call it informal because |

don’t think there was a structure really.

I’'m racking my brains trying to figure out who my professional mentor was. |

can’'t remember!

| don’t really remember [my mentors] coming to check on me all that much; our
schedules just didn’t mix, so | ended up talking a lot to the person across the hall.

(recent hire focus group)

With no defined roles and responsibilities, no meaningful content to the
mentoring relationship, and no accountability protocols to ensure mentoring occurred, the
mentoring process was a haphazard enterprise prior to new program imptementa

One recent hire could not recall who her professional mentor was, as aneextrem
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example. Even in the seemingly successful nurturing “mother-daughterdmstap, in
and of itself self-described as maternalistic rather than collabomtn@legial, the
recently-hired teacher reflected that it was mostly about “talkingaarghing about
random things” (recent hire focus group). The teacher expressed this s¢mtithea
cheerful tone, so the researcher-participant believed that the teacheidlgdretd a
positive view of the relationship. However, “random things” certainly did not comstitut
a comprehensive program of induction intended to foster instructional success for the
new teacher and learning success for her students. Without purpose, structure, and a
culture of collective caring for the fate of new teachers, new teachersesmdraalike
floundered. Mentors did not know what information and guidance to offer and new
teachers did not know what to seek. Mentors and new teachers both did not know how to
approach their relationships in a way that produced mutual learning and promoted
efficacy with respect to working with children. Substantial opportunitiesrfsuring
curriculum viability and student learning and for cultivating adult growth werggbei
squandered.

The division administrators also speculated that lack of effective induction and
mentoring contributed to at least one difficult case of a new teacher stigiggghin the

commented:

| worry that [new teacher] would have had a much better year and possibly even

been able to remain at Eastern if we had mentoring support that focused on [the
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new teacher|’'s teaching and student learning. Instead we just got to the end of
last year and [the new teacher] wasn't cutting it and couldn’t even figurengut w
didn’t realize it. | think we could point to a couple of other examples where

things might have gone better, too. (division administrator planning meeting)

Instructional leadership at The Eastern School too sensed that, as job demands
increased, so did new teachers’ level of need. Patricia, an instructionaldedder
mentor, stated, “The needs are just increasing; it takes a lot more of ntyp tineator
people” (mentor interview). Sandra, a mentor, said, “I think the more we add to the
schedule, or the more requirements that are put on teachers, it certainly, ldcautes
whole advisor program is a new layer we didn’t have a couple years ago” (mentor
interview). Some faculty leaders also perceived an increase in the number of new
teachers annually, as an aging faculty core began to retire at ThenEsagteol but
while new teachers remained only for a short tenure before leaving. An imstalict
leader and mentor, Alan, observed, “Recently, [turnover] has felt, for the last tre®r t
years, | think it has felt particularly heavy” (mentor interview). Anothstructional

leader concurred and reflected more deeply on reasons for increased turnover:

The change is in the number first; the new teachers who are staying twjo years
maybe three, when they come to Eastern [pause]. There’s a differemce al
between the people seeking a teaching [pause]; they have the heart, ananthey w

to change the world, but they don’t have the full term commitment as a life, as a
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person in this career for the real career. | don’t feel they have the sasedisat

| did. | was going to be a teacher for all my days. (mentor interview)

During spring of 2006, the researcher-participant, working with the othsrativi
administrator, identified this emerging situation as a significant probldra.two
collaborated with a leadership project team — members of the administrativane
instructional leadership — through late spring and into summer to identifydiesire
outcomes of induction and mentoring, develop a structure to achieve outcomes, and
determine means of assessing whether outcomes were achieved. Théileadaject

team established the following belief statements:

1. The Eastern School induction and mentoring program is foremost about
teaching and learning.

2. After an initial orientation, induction is accomplished primarily through the
mentoring process.

3. Mentoring relationships are mutual, collaborative, and collegial. Mentors and
other colleagues benefit from the process as much as new teachers.

4. Mentoring adults is different from teaching children. Mentors require unique
training and support.

5. Support for new teachers is most effectively achieved through a team
approach. Everyone in the school community must be invested in new

teachers’ success.
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6. New teachers learn from each other and the school should foster connections

among new teachers. (leadership project team meeting observation)

With respect to teaching and learning, the leadership project team idktitéie

following key areas for the school to instill its expectations for excellaatipe:

1. Attributes of excellent teaching / principles of good practice

2. Motivating students

3. Organization for the classroom / student management

4. Accommodating individual learning differences

5. Cultural responsiveness / respect for human differences

6. Assessing student learning

7. Relationships with parents

8. Understanding school culture / mission / philosophy

9. Professional growth / mentoring support / evaluation (leadership team meeting

observation)

The leadership project team acknowledged induction at The Eastern School was
primarily conducted through the mentor-new teacher relationship and decided the
existing professional and social mentor roles were useful, but required mutgr grea
delineation. Based on leadership project planning meetings, division administrators

created a mentor handbook, which outlined mentor roles and responsibilities:
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The primary goals of the professional mentor relationship are to guacpaiay
in the following areas:
1. Respect for human differences at the classroom level
2. Curriculum, instruction, evaluation, and student learning
3. Classroom management
4. Parent relations and communications
5. Efficiency and time management
The primary goals of the social mentor are the following:
1. Understanding of school community
2. Connection to resources
3. Overcoming isolation

4. Interaction with colleagues (leadership project team meeting observation)

Also included in the mentor handbook was a monthly schedule of professional events.
Mentors and administrators were assigned responsibility for specifitseieeaddress

with new teachers in advance of new teachers needing to prepare. Division
administrators committed to holding responsible individuals accountable for exgecuti
the program expectations. Table 4 details the major elements of the new Sabtzol
induction program, as envisioned by the leadership project team (leadership peoject t

meeting observation).
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Table 4

Primary Components of the New Eastern School Induction Program

Pre-service contact Pre-service orientation On-going induction Accountability measures Evaluative exercises

1. Setting expectations at 1. Mission, philosophy, 1. Regular meetings with 1. Regular meetings with 1. Check-in and dinner

hire: new teacher to culture division administrator division administrators for new employees
participate openly in Frequent formative and: and head of school
induction and 2. Teaching and learning walk-thrus and a. New teachers
mentoring observations by b. Mentors Regular meetings

3. Social connection division administrator c. Instructional between instructional
Summer contact from Regular meetings with leadership leaders and division
mentors and division 4. Diversity training mentors administrators
administrator Formative Regular reminder

5. Sufficient employee observations by communication Professional

Summer curriculum
orientation or planning
meeting with
instructional leader,
teaching partner, or
professional mentor

6.

“rules and regs” to get
started, but not to
overwhelm

Introductions to
potential support
network: librarian,
division secretaries,
tech staff

professional mentor
and follow-up

New teacher
observations of
professional mentor
and colleagues
Relevant professional
development in
advance of parent
conferences, report
writing, etc.

A presentation and
discussion at
instructional leadership
committee

conversation at end of
first year between new
teacher and division
administrator

Feedback survey

administered to all
faculty by division
administrator
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The leadership project team devised a mentor training workshop and scheduled it
for employee training week prior to start of school. A primary workshop goal was to
elicit mentor recollections of what they felt like as new teachers andptesuof
effective and ineffective support they received. Then, the leadership prajact te
endeavored to have mentors contrast their experiences with new program beliefs and

goals. Amy, a mentor, reflected:

There was a conscious effort to talk about what you do when you are a mentor.
That little meeting we had at the beginning of the year felt different toUpetil
now we have been informal about it. There was just a little more, ‘Here’s what a

mentor is, here’s what we expect.” (mentor interview)

Division administrators continued support for mentors throughout the year by

meeting routinely one-on-one and e-mailing reminders. Patricia exgresse

Specific dates of things to do, which really helped. And, when you check in and
you say, ‘Don’t forget to this,’ that really helps. Because we altegdly busy,
and we need to remember to do things. The level of support at Eastern in my eyes

has only increased this year. (mentor interview)
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Division administrators informed the entire faculty and staff of the Ishgeproject
team’s efforts, emphasizing that all community members should feel investadl in a
responsible for the success of new teachers (faculty meeting observatiarctional
leadership meeting observation). Appendix H details planning and implementation
stages for the leadership project.

An examination of site context and program planning and implementation
revealed a suburban elementary school faculty in transition from being preddyninant
White to being more diverse with respect to racial identity. This transitiobeths
impelled by and supported by a major board-level strategic diversitytiretiaSchool
personnel were also engaged in a leadership project to improve induction and mentoring
for new teachers, moving from a rudimentary program marked by low accountility
support, and low attention to a comprehensive program marked high accountability and
significant support and attention. The previous program appeared to exert low positive
influence on the experience or viewpoints of new teachers, and evidence existed of
negative impact in the form of new teachers struggling during theiyéess of service
at the school. A school-based leadership project team aspired to amelioraenprogr
shortcomings and guarantee new teacher quality and ultimately quahty legtrning
experience for children. Despite modest gains in faculty racial/etompasition, new
teachers at The Eastern School tended to receive mentoring from older, exgerience
White teachers. For White new teachers, this meant mentoring by a teattteesaine
racial characteristics; for a new teacher of color, this meant wornkiagioss-race

mentor-protégé relationship.
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New Teachers’ Experience with the Induction Program

The researcher-participant sought to determine how various elements of the new
induction program affected new teachers’ connection to the school community,
professional satisfaction, and sense of efficacy. The researcherpaattipostulated
these three feelings or self-perceptions combined to influence how new seachét
feel about their first year upon completion. This section presents data telate
answering this question, collected through an end-of-year questionnaireppattici
interviews, participant observations, and participant journals.

The researcher-participant designed and administered a questionnaire to new
teacher participants at the end of the school year under study. The questisnnaire
included as Appendix G. The researcher-participant asked new teachers torate thei
overall feelings about their connection to the school community, professiosécatn,
and sense of efficacy as “none” (0), “low” (1), “moderate” (3), or “high” (4abl& 5
displays results in aggregate, and then disaggregated by racial identity.

Table 5 indicates that new teachers’ feelings about their firstoyesgrvice
tended to be positive. Professional satisfaction received the strongest expoéssi
affirmation among new teachers regardless of racial identity. Nedeapositively
affirmed second, regardless of racial identity, a sense of efficacy @bkision of the
first year. In the questionnaire, the researcher-participant defifneatyg as the self-
perceived “ability to function effectively as a teacher” (new teaghestionnaire). Only

the prompt, “connection to community,” revealed a slight difference on the bastsabf ra
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identity, although, overall, the cohort’s perceptions remained positive. Subsequent

sections will examine each of these self-perceptions in greater depth.

Table 5

New Teacher Feelings upon Completion of First Year of Service

Entire cohort Faculty of White Faculty

Color
Connection to the school 3.13 3.00 3.25
community
Professional satisfaction 3.50 3.50 3.50
Sense of efficacy 3.25 3.25 3.25

Professional Satisfaction

When prompted a second time in the questionnaire to indicate whether they felt
professionally “not satisfied at all,” “somewhat satisfied,” “satidfi or “very satisfied”
upon completion of their first year, 83.3% (7) of the entire cohort indicated “very
satisfied” and 16.7% (1) indicated “satisfied.” The researcherepmatit noted that
professional satisfaction derived primarily from feeling affirmed by sthéthin the
school community. In her journal, for example, Michelle commented: “Professional

satisfaction comes from my students. Nothing beats having my kids feel good about who
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they are as individuals, friends, and peers” (Michelle’s journal). Michelleegr

interview, also spoke of satisfaction stemming from her work with children:

When you come in as a teacher, because kids are so loving, you've already got
twenty supporters, and that can really get you through the day, because that’'s who
you’re there for. I'm not here for [head of school], I'm not here for [division
administrator], I'm not here for you [researcher]. I'm here for the. kilsd,

that's my primary focus. If 'm OK for them, then I'm OK for me. (newctesx

interview)

Lourdes described her sources of satisfaction:

| appreciated feedback from parents at the end of the year. While they are not
the classroom everyday, their children provided feedback to them about their
experiences in my class. | also had a couple of students who started thé gear of
little bumpy. Some had trouble with the increased academics, while others
struggled socially. By the end of the year, | felt that | had touched shedents

in a way that made their year with me a successful one. (Lourdes’s journal)

Lourdes continued to write about an experience of meeting with a parent to discuss an
anxious child. Lourdes described how she listened and worked with the parent to

develop an action plan. Recounting the conclusion of the conference, Lourdes wrote,
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“When [the parent] said, ‘I trust your opinion, and | know that you really careyor m
daughter,’ I couldn’t stop smiling. While | made a parent happy, | am even nooue pr

of helping a child” (Lourdes’s journal).

John expressed a similar sentiment in his journal:

| felt successful with my ninth grade class. | had put so much work into planning

and creating the course, and the class just seemed to be an instant hit.... | think

that all the kids were on board... first term, and it made me feel more comfortable
and confident in my abilities as a first-year teacher in a new school. (John’s

journal)

Rachel, as an assistant described her year as an “excellent |exypengnce”
(new teacher interview) based on her work with her students. Bonnie said, “I love
helping kids develop a prospectus on the world, to empower them to leave this place as
better young people” (new teacher interview). She continued, “I love the c¢tuelle
engagement, catering to different learning styles, helping kids to fogiiyéHow can |
get the best out of myself?”” (new teacher interview). Bonnie also describadhe
with her instructional leader as “empowering,” and a source or professitistdcon
(new teacher interview).

Fred indicated in his journal his professional satisfaction derived from “working

in a classroom every day, feeling like | was an important element of tinecietiary
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division] faculty, and being relied on by my lead teacher” (Fred’s journa#}d $hared

in his interview he felt “a high level of satisfaction.... From day one I'vdikadtpeople
have treated me like I'm going to be here until | retire... and it has made hivefiee
about being a teacher and it's made me feel so great about this community”gcleer te
interview).

Jennifer wrote about similar feelings: “The positive support from my mentor,
department heads, and the division [administrator] greatly impacted nmgfeéli
professionalism” (Jennifer’s journal). In her interview, Jennifer asséttbgl very
satisfied personally. | think I'm finally getting to use much of what Inedrin
education... | am happy with myself, and I think | can go even further” (nehdea
interview). Echoing Michelle, Lourdes, John and Rachel, Jennifer continued, “I feel |
have a good relationship with my students, which makes me more of an effective
teacher” (new teacher interview).

Christine, in her interview, explained that for her, professional satisfagsion “

multifold” (new teacher interview):

One is that | feel like I've made good personal connections with other faculty
Like that we get along, that | like the people I'm working with. That's hugely
important to me... | love the people | work with. | like the kids, | feel like the
interactions, my interactions are largely positive, whenever. If there istisim
that comes up, whether some tension, discipline, or whatever, you know, | feel

like I handle it well.... It's handled the way it's supposed to be handled.... You
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know, part of that's because of who Patricia is as the department head and you've

[division administrator] always encouraged me. (new teacher interview)

A pattern emerged from new teachers’ comments: professional satisfact
stemmed from (a) successes and approbation of new teachers’ students gadethtsir
or (b) from positive support and feedback of administrators, supervising teachers, or
peers. Jennifer's comments indicated she encountered satisfaction from bodis.sour
The tendency, though, appeared that the new teachers of color — Michelle, Lanndes, J
and Rachel — received satisfaction from their work with students while the Wéwte
teachers — Christine and Fred — received satisfaction from their workallgagues.
Jennifer and Bonnie found satisfaction in both sources. New White teachers found
satisfaction in both sources, whereas new teachers of color tended to defiaetisatis
terms of success with their students.

John’s journal entry also demonstrated how his professional satisfaction — “I had
put so much work into planning and creating the course” — was closely tied with his
emerging sense of self-efficacy — “it made me feel more comfertatd confident in my
abilities as a first-year teacher in a new school” (John’s journal). Theaeban will
explore new teachers’ feelings of efficacy.

Sense of Efficacy

Sense of efficacy received the next highest rating in terms of overalpperce

held by new teachers. In the questionnaire, the researcher-partickethhasv teacher

participants to rate each major induction program activity as having “nolaaidn”
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(2), “little contribution” (2), “some contribution” (3), or “significant contribution) (to
their perceptions of efficacy at the end of their first year. This portion of one
guestionnaire was incomplete, thus the researcher-participant did not include those
ratings in results presented here and only factored seven responses into avegages. F
1 shows teacher responses disaggregated by racial identity and ranks rdsptmses
differential between disaggregated respondent groups. For example, Whteanbers
and new teachers of color differed most in their response to how their work with their
professional mentors influenced their sense of efficacy.

Figure 1 reveals that, regardless of racial identity, new teacherohera perceived

other peer support as having the most significant impact to their sense ayefi@ther
peer support also displayed the smallest differential between responsbhaehéw
teachers and those of their peers of color. “Other peers” consisted of ceewn)
serving in official mentoring capacities as designated by school admiaist The
leadership project team who designed the new induction and mentoring program
established as one of its goals the idea that “everyone should feel invested in new
teachers’ success” (leadership project team meeting observation). eseafation to
instructional leadership and in mentor training, as two examples observed by the
researcher-participant, division administrators stated “research deatesstrteam
approach is best — we are all in this together... everyone should feel respongiie for
success of our new teachers” (presentation to instructional leadership bbeenantor

training observation).
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Professional mentor support, meetings with division administrator, observations
and feedback from administrators, observations and feedback from colleagues
(instructional leaders and other peers), and the annual review with the division
administrator all displayed comparatively larger differentials, withtévinew teachers
deriving a greater sense of efficacy from these experiences thaeawvers of color.

These represent more formal, planned, or evaluative (albeit formative)saspe

induction program. White new teachers as a group appeared to respond better to these
experiences than did their colleagues of color. On the other hand, new teachers of color
expressed that pre-service contact, social mentor support, instructionakleajlet,

other peer support, and the fall follow-up with the head of school had greater influence
than did their White colleagues. These were induction activities intended to form
interpersonal connections and offer support.

Pre-service contact, most notably, received the lowest overall ratinduenoé,
but revealed the second greatest differential between new teachers aihcbibeir
White counterparts. Pre-service contact included division administratorswcooating
frequently with new teachers prior to orientation and contact by professional nmeardors
other colleagues over late spring and summer, after hire but preceding staxtice.
Pre-service contact by colleagues included phone calls to welcome nberseaarly in
summer and meetings to plan prior to start of school. New teachers of color relsponde
much better to school personnel reaching out to them prior to service and expressed this
interaction influenced their overall sense of efficacy; even nine to ten motehthaf

fact, while their White counterparts expressed this interaction had vryripact.
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Interestingly, diversity training, a significant resource allocatosrttfe school
community and in support of the major board-level diversity initiative, had the sexcond t
last significance with respect to influencing new teachers’ senséaafoyt

Professional mentor-new teacher interactions were significant in ¢ultjwaew
teachers’ sense of efficacy. Interviews clarified the speadpects of these interactions
that promoted new teachers’ efficacy development. Bonnie said that althouglalihe qu
of her teaching and sense of efficacy increased simply “by doing it,” the wittrken
professional mentor and her instructional leader helped her reflect on hexepaac
grow professionally (new teacher interview). Bonnie said: “There waer @@y time |
fell flat on my face because Sandra was always there to pick me up and, you know, help
me figure out how to do it better next time... | didn'’t fall flat on my face, andsl able
to get experience just by doing it” (new teacher interview). In her interieurdes
indicated observations and feedback by her professional mentor, Amy, were influential
“especially in the fall when she was doing my observations and coming in aihtie

(new teacher interview). Lourdes continued:

We met right after the observation. And, the great feedback that she’d given me
on the lesson that I'd performed was great. She obviously said, ‘Oh, you did
great, it was great with this. Maybe one of the few things | would have done
was.... You probably want to be sure you have something on the board
somewhere for those kids. They don’t take it in verbally'.... That stuck with me

and for everything now there’s something written on the board.... So, I think
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having that feedback, not even just for that observation but for others as well.... |

mean it only makes me a better teacher. (new teacher interview)

Rachel, in her interview, concurred with the opinion that mentor feedback contributed to

her emerging feeling of self-efficacy:

In class Jennifer was great about just running through [pause], having observed
her a few times, definitely made it easier. But, then her running througtlyexac
how to make it visual, to make it auditory, to make each lesson learnable to every
student in the classroom. | found those first interactions on how to teach a math
lesson, how to teach a spelling lesson very helpful. Because this is my first rea

teaching position. (new teacher interview)

In an observation of a feedback meeting with Fred and his professional mentorsl.ourde
Fred began by stating: “Anything that you can say to me is going to lbehelaful,
whether it's, you know, criticism or something I'm doing, whatever it is” (menew
teacher meeting observation). Lourdes complimented Fred’s managemenstoflents
and provided specific examples of effective teacher-student interactionsdisheticad.
Fred commented at the end of the meeting that Lourdes’s positive appraacteally
good for” him (mentor-new teacher meeting observation).

In their interviews, new teachers indicated regular, scheduled timeheith t

division administrator also impacted their sense of efficacy. Lourdesreeglaer



126

division administrator played a large role in her self-perception of effeetsge’because

| have my meetings with her pretty regularly” (new teacher intefvie¢Mlichelle agreed:

More importantly, I think her role is making sure that you meet with her. And, so
that’'s what's different with all these other people is that | think, like with the
mentors. They set up this great system of mentoring, but then you don’t have
these set meetings to meet with them. It’'s just kind of on your own, and if you
leave it to that, it's not going to get done. You know, that’s just how it is,

everyone is so busy. So, what | think makes effective sorts of relationships is not
only is the person going to seek you out, but also you have these standard meeting

times with them. (new teacher interview)

John said, “I think the meetings that we have are great, because it’s routinet 1So tha
know, if there’s something that | want to bring up or that you want to bring up, we know
we have a space to do that.... We have 45 minutes to sit down and talk, and that’s been
really good” (new teacher interview). Jennifer also said this impactestlesfficacy:
“[Division administrator], especially at the beginning of the year; vdagnatve to ‘What

do you need?”” (new teacher interview). Bonnie echoed Jennifer’s assertioh:ytit
[division administrator], I've been so psyched to have that as a resource hesaose
check-in meetings... you have so much experience as a teacher so | love to be able to

pick your brain about this, that, and the other thing” (new teacher interview).
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The mutual sharing of expertise, or the perception that the mentor and new
teacher mutually benefitted from their relationship, influenced new teadsgrse of
efficacy as well, in the researcher-participant’s opinion, by contribtbimgw teachers’
perceptions of their professional value to the school. Bonnie reported what she valued
most about The Eastern School was her perception of how faculty approached their work

together:

There isn’'t really any lateral competition, and maybe completion isint rigut,

it really is about, ‘How can | get, how can | support you so that we are bringing
out each other’s strengths?’ We all have different strengths and different
weaknesses. Sandra might be super organized, | might be organized, but [peer]
may not be as organized. How can | use some the strategies that she’segiven m
to help him? Just, just to function on capitalizing on each other’s strengths

empowers the entire community. (new teacher interview)

Bonnie continued to describe her work with her department instructional leader, an
experienced veteran faculty member: “To see someone with that kind of expebenc

is really looking for that energy and creativity. | walk out of those imgefeeling like,
‘Wow, my voice is being heard.’ It easily could be, you know, squelched” (new teache
interview). Bonnie continued to assert her efficacy was fostered herfdedit she

“could put so much of [her]self into [her] work;” she did not need to conform to “an

existing infrastructure” (new teacher interview).
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Lourdes commented it was very meaningful that her professional mentor, Amy,
told her: “Oh, you had a couple things that | want to use in my classroom” (ndwiteac
interview). Lourdes reacted positively: “You know just the exchange of iafioom |
guess, is what | really liked about the experience” (new teacher in#rvghristine
echoed, “I like the collaboration” (new teacher interview). Jennifer said, ‘Hidsat
helped us to play off each other, me for support, but also her feeling comfortabte askin
me for ideas” (new teacher interview). Later, when describing a positivenmg

experience Jennifer explained:

[Peer]'s become a good friend of mine, but again she switched grade levels and so
was starting something new at the same time, so we were able tdoeath

other about that. But also, having been a first year teacher from an assistan

only a couple years ago, she was able to give me some guidance for that. (new

teacher interview)

Jennifer continued to describe a math lesson for which she sought feedback from her

teaching partner:

| don’t think anyone caught on to regrouping... so | think asking people for
feedback and also gauging from the kids how they’re, if they're not getting

something | need to look at instructing in a different way. | think | am able to
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switch a lot quicker to that now during a lesson, instead of having to reflect more

after like | was at the beginning of the year. (new teacher interview)

Mutuality is important, not only in its impact on new teachers’ emerging s€ns
efficacy, but also in its influence on new teachers’ feelings of connestetméhe
community. The next section will explore new teachers’ perception of connection.
Sense of Connection to Community

While still in the positive range, the entire cohort rated their sense ofac@mme
to the community as lower relative to their other responses; faculty of cqionced to
this prompt with their lowest rating as a group. In the questionnaire, the ressearc
participant asked new teachers to rate the influence that specific tiotesatad on their
sense of connection to the community as having “no influence” (1), “a little inienc
(2), “some influence” (3), or “significant influence” (4). Figure 2 displegsponses to
this prompt disaggregated by racial identity. For this prompt, two respondents did not
answer — one White and one patrticipant of color — so the sample included six.

Figure 2 shows that, regardless of racial identity, new teachers fourattintgr
with colleagues and their own students equally influential in fostering a sense of
connection to the school community. Interactions with parents also contributed
positively to feelings of connectedness. Interactions with administragyesonly
slightly less influential on connectedness. New teachers of color foundtraesawith
administrators more influential in their perception of connection to the commuaity th

did their White counterparts. All interactions occurred inside (during the schoabday)
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outside school (after school hours and on weekends); both had positive impact, although
interactions at school were perceived as having slightly greater iofuérhis was
understandable, as the majority of interactions between new teachers and various
members of the school community occurred at school and during school hours.
Of note was the finding that the two official mentor roles — professional and social
mentors — had two of the lowest relative ratings. The social mentor role cufzarti
intended to facilitate social connection within the school community, was noliriglfil
this objective as well as did other forms of interaction for all new teachens.tédchers
of color found their social mentor interactions only slightly more influential thain t
White counterparts. Interactions with professional mentors revealed the gmifstant
differential among new teachers with respect to racial identity. ithsefficacy
development, White new teachers attributed a much greater significance to thi
relationship than new teachers of color in terms of nurturing a sense of connedttien t
community. Pre-service contact and orientation activities played convedyamaller
roles in helping new teachers feel connected to the community, although, again, new
teachers of color found the pre-service contact more influential than their White
counterparts.

Lourdes commented specifically in her journal on her feelings of connection to

the school community:

| think it's important to keep in mind that the type of personality one has plays a

role in how one connects with his/her community. I'm the kind of person that
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Figure 2

Influence of Specific Interactions on New Teachers’ Sense of Connection to the Community
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jumps right in and tries to make the best of every situation. So, | think that has
played a large role in my feelings about The Eastern School community.

(Lourdes’s journal)

Michelle’s comment — “It’s just kind of on your own, and if you leave it to that, it's not
going to get done” (new teacher interview) — mirrored Lourdes’s. Theseaolodrs of
color found proactiveness on their parts to be effective in guaranteeing community
connections; they did not passively wait for others, such as their professional iahd soc
mentors, to establish that connection for them.

Fred said, “It is sort of having this openness and welcoming everyone into the
community. Almost from moment one, I've felt very connected to everyone herésand it
grown, you know, daily since then” (new teacher interview). Christine indicated
connection stemmed from “personal affinity” and described a close relapongh a
colleague who “shared an interest in music” (new teacher interview). White ne
teachers’ comments reflected they did not feel as great a sense of uoyearcydctively
seeking connection.

Overall, new teachers participating in the new induction and mentoring program
at The Eastern School felt positively about their first year across thmaagiars:
professional satisfaction, sense of efficacy, and connection to the school copmmunit
ranked highest to lowest in the order. Connection to the school community represented
the only perception for which new teachers differed in their feelings by rderdity,

and this difference was slight.
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The researcher-participant found evidence that professional satisfacticadder
from two sources: (a) students and parents and (b) colleagues and supervisoke Positi
affirmation of new teachers’ work from either source contributed to profe$siona
satisfaction. New teacher data indicated that new teachers of colorrevprerftly
expressed their source of satisfaction to stem from students and parentSytel@ew
teachers indicated their satisfaction derived from both that source and fleaguoek
and supervisors.

This finding both reflected and contrasted new teachers’ perceptions of their
sources of efficacy and connection to the community. White new teachers tended to
respond better to professional mentors and formal mentor networks in general. All new
teachers found their students and their colleagues to be sources of connection to the
community across racial and ethnic classifications. While less a fadtoeir
professional satisfaction and efficacy, new teachers of color did find adtioistas
important to their emerging sense of connection to the community.

New teachers, regardless of racial identity, reacted positivelyfisetected
networks of informal mentors. The school-based leadership project team wasatkelibe
in their efforts to create a broad feeling of responsibility for new tesichgrcess. These
efforts were clearly successful, as evidenced by new teachersppiens that anyone in
the school community could and would serve in a mentoring capacity.

Diversity training and pre-service contact, two significant resourceadilbors for
the school, did not influence new teachers’ efficacy and connection to the community

significantly relative to other induction and mentoring activities. Pnaesecontact did
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have a larger impact for new teachers of color, and therefore, was a wieteadeavor
for the school.

Professional mentor and administrative mentor support hinged on three factors,
regardless of racial identity. Observations and timely, specific feedbdabkaffioning
and critical, were very influential for new teachers. Having regulaedided
appointments with mentors and administrators was equally important. Mutualigdmetw
the new teacher and the mentor or other colleagues contributed to new teaehiags f
of success as well. New teachers responded well when the mentoriiogséiatwas
based on mutual learning and growth as opposed to unidirectional from the mentor to the
mentee.

With respect to all aspects of the induction program, new teachers of color
indicated they could not wait passively for support to happen for them. Their success
was based on their willingness to seek support and to meet their own needs actively.
White new teachers were much less expressive about the need for assertivenes

Mentor Characteristics

The researcher-participant endeavored to identify characteristics lzanddoe
exhibited by mentors that new teachers viewed as helpful. In this line of ingjua,
that a goal of the new program was to cultivate a mentoring network, thechesea
participant also attempted to distinguish the relative importance of individubrime
sources as perceived by new teachers. The researcher-participat¢dalbda related to
this question via participant interviews, during which the researchecipartt

administered the mentor network instrument, participant journals, and the questionnai
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The researcher-participant devised and administered the mentor network
instrument; the protocol is included as Appendix C2. During new teacher interviews,
each participant received a graphic displaying her formal mentors (apieggaphic in
Chapter Three), and the researcher-participant instructed her to adjustléharound
each mentor’'s name according to the relative amount of influence that mesrtedex
during the new teacher’s first year of service. As new teachers leitheircles
“unchanged,” “decreased” their size, or “increased” their size, therchgegarticipant
asked them to articulate verbally their relationships with mentors. Tablsplaydi new
teachers’ frequency of responses to this prompt, disaggregated by radify.iddext,
the researcher-participant inquired whether new teachers would like to gadgraphic
anyone who served as an informal mentor in any capacity. Table 4b detdbyseac
responses to the second part of the protocol, also disaggregated by ractsl identi

Table 6a reveals that for White new teachers, the professional men{oayaéd
a significant role relative to other formally assigned mentors. Thisnaftine finding
from Figure 1 discussed earlier in this chapter. Every White new teachesiedeir
professional mentor’s significance while three teachers of color eithéndedegree of
influence unchanged or decreased its significance. The other cleafraauthis
exercise was the minimal role the head of school played in mentoring and induction of
new teachers. Seven participants decreased the relative influence ofdtioé $azool.

It was division administrators’ responsibility to ensure induction and mentorirgof n
teachers at The Eastern School. While the head of school did have some interactions

with new teachers, these were minimal compared to other formally absrgpmetors, so
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Table 6a

Frequency of New Teacher Response to Prompt to Corroborate Relative Influence

Influence unchanged Influence increased Influetemeased

w C w C w C
Professional mentor t ¢ttt $ t ¢
Social mentor ¢ t t t ot t
Division administrator t ¢t b % f
Teaching partnér % ¥ L |
Department chafr Pt % t ¢ t ¢t
Head of school t ¢ ¢ ottt

Notes. ®If applicable. Only elementary division teacherked closely with a same-grade teaching partr&ome department
chairs served as professional mentors and were amiyted once in their professional mentor roldenientary division lead

teachers had more than one department chair.

this finding was unsurprising to the researcher. Division administrators did play
relatively influential role for new teachers, with five of eight incnegshe significance

and two leaving it unchanged. The researcher-participant recognizes, however,
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Table 6b

Other Mentor Influences Mentioned by New Teachers in Rank Order by Frequency

White new teachers New teachers of Color
Eastern School colleagues 13 15
Family and friends 2 3
Other teaching colleagues 2 2
Eastern staff membérs 0 4
Eastern students 0 1

Notes. *Other teaching colleagues included formal mentewd eo-teachers at previous schools who continuestttee in a
mentoring capacity as well as colleagues in gradysbgrams.”Staff members were non-teaching employees, anitiparits

named members of the technology department anslativsecretaries.

it may have been difficult for participants in his division to decrease the smmsg of

his influence as a supervisor while participating in the exercise in hsnoees
Elementary division new teachers worked closely with same-gradertgachi

partners. With fewer responses due to the specificity of this prompt, gerteralizas

less reliable; however, it appeared that for these participants, néwreat color did

not find their teaching partners to exert as much influence as other merit@awisg,

department chairs appeared to play a greater role for White new tetddrefor their

counterparts of color, who in three cases decreased level of influence. Sociatmentor

relative degree of influence displays the least clarity of opinion.
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When responses were tallied, the researcher-participant observed sirsyrpri
outcome. In general, new teachers of color were more likely to decreastative
influence of formal mentors than their White counterparts (13:8). White newetsach
were more likely to increase or to leave unchanged significance of infli(#hc7, 5:3).
This finding was illuminated by Table 4b, which displays frequency of other mentor
influences mentioned by new teachers during the second part of the mentor network
protocol. Mentors mentioned in this part of the exercise represented new teachers’
informal mentor network. New teachers of color identified 25 informal influendeke w
White new teachers mentioned only 17. The majority of informal influences fomall ne
teachers were other Eastern School colleagues not serving in a formal mlent@ther
teaching colleagues, outside of The Eastern School, played equal roles feankers
across racial/ethnic classifications, as did family and friends. Neweaesacf color,
however, found influential mentoring in staff members (technology department and
division secretaries) and in one case, students.

The influence of teaching partners (grade-alike or subject-alike) was unreéersc
by new teachers regardless of racial identity during their interviewsme svays
contradicting how new teachers of color responded to the mentor network instrument.
Lourdes said, “In terms of the first few months here, [teaching partnerifstdfbeen
the person [pause], | mean she’s right next door [laughs]. It's been easiest, and she

knows what's going on in [grade level] also” (new teacher interview). Jemegerted:
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| think having Amy as a grade level partner, she’s been the instant go-to person...
we know each other’s style really well. | think that has helped us play off each
other, me for support, but also her feeling comfortable asking me for ideas, things

like that. (new teacher interview)

Fred agreed: “I would add [teaching partner].... Just her experience has bdnefitt
Lourdes and | a lot.... Just from the experiential side, this is what --- gratleabout,
curriculum-wise, things like that” (new teacher interview). Bonnie saithifik
[instructional leader], as far as being subject-specific, has been fab(hewsteacher
interview). Providing a negative example and offering an explanation for the abserve
contradiction, Michelle complained of a poor relationship with her teaching partner, and
speculated that the absence of positive interactions had an impact on her efficacy
(preliminary meeting; new teacher interview).

In new teacher interviews, the researcher-participant asked néwereac
identify characteristics of an ideal mentor. New teacher responsesaiiexd and
grouped according to preferred mentor behaviors or attributes. Table 7 ranks new
teachers’ responses to this prompt as a cohort. The researcher-partidipadttbese
responses to design the questionnaire prompt related to behaviors and chacacteristi
perceived as helpful by new teachers. The researcher-participant egeddents to
appraise both professional and social mentors. Two teachers, one White and one of

color, did not respond to this prompt, so the sample size was limited to six responses.
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Table 7

Frequency of Responses to Prompt: “What Are the Characteristic of an Ideal Mentor?”

Mentor Behavior or Attribute f

Responds well to “questions”; is “thoughtful” 24

Provides “feedback”; is “constructive” 20
Is “approachable”; is a “go-to” person 20
Is “supportive” 15
Teaches same grade/subject 12
“Shares”; has a collaborative approach 12
Is “experienced” 11

Is “open” 9
Helps solve “problems”/“issues” 9

Is a “friend”; is “friendly” 8
Has an “informal” approach 6
Makes time to meet 6
Has a “positive” approach 5
“Listens” S

Is willing to give “advice” 5

Is “proactive” or attentive 4

Has a “professional” approach 3
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Figure 3a displays new teacher responses with respect to their pmoééssi
mentors in rank order and disaggregated by racial identity. All new teaspendents,
regardless of racial identity, responded well to mentors assuming anaxipesitive
role in their professional development: helping to problem solve; willingly afferi
advice and critical feedback; and being available — attentive to new t€auheals,
approachable, and friendly.

Experience and common grade level assignment were valued by all newdeacher
as mentor attributes; new teachers of color also found their mentors teackimgar
subject area and being perceived by peers as efficacious also to be of vhilee. W
experience, effectiveness, grade-alike assignment, and subject-alikenant were all
considered to be important, similarity in teaching style was less impoamisitivity
and the ability to develop a personal relationship were important to new teachas of ¢
to greater extent than their White counterparts. Mentor age or raciatydeadilittle
importance to new teachers, although one White respondent indicated the experience of
working with a mentor who was of different racial identity was of value. Mehgrgg
participated in diversity training had very little significance to newtteis

New teacher journal responses and interviews reinforced findings gehbyat
the questionnaire with respect to helpful professional mentor charactenistics a
behaviors. Willingness to give specific advice, “practical things,” vwg®rtant in
Bonnie’s estimation particularly for teachers new to the profession (aewee
interview). In her journal, Bonnie commented: “Sandra helps me feel succgesfalso

balances that with providing suggestions on how to improve and strengthen what | am
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Figure 3a
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doing” (Bonnie’s journal). In her interview, Bonnie said as an example Sandra had “bee
fabulous in, just before conferences, saying you might want to be jotting down netes aft
every unit. Things like that, where, that could have easily been a mistake aanker te
makes... her foresight and experience was great” (new teacher intertdiennie

continued in her interview to describe how her instructional leader “empowszedy/
helping her problem-solve: “Well, here’s where you might meet some neststar

‘here are your potential hurdles or obstacles down the road.” Just having sontbone w
that foresight in a subject-specific manner was great” (new teadberiew). Christine

expressed:

| am happy at Eastern.... My mentors have helped with this by being caring,
outgoing people.... My sense of effectiveness is stretched by additional duties tha
| am asked to handle that are not directly related to my classroom teaching.

(Christine’s journal)

Fred echoed Christine’s and Bonnie’s sentiments (Fred’s journal): “We §ack
Lourdes] quickly developed a very comfortable working relationship and a verulhelpf
mentor/mentee relationship. When | ask for it, | receive constructive andrstiNest
feedback on my teaching.”

Michelle indicated: “The mentor system works well for me becausdy sk

them out. Therefore, | feel like my work is being validated and | use Daindre
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Jackie’s support to produce the desired results” (Michelle’s journal). Midedkeated

this sentiment as she worked through the mentor network instrument: “I think n@g circl
would look a lot different, and | put this | think in my journal, if | hadn’t sought out help”
(new teacher interview). Michelle affirmed that availability and aiteness were

critical mentor attributes:

I’'m here a lot at night and [division administrator]'s here, so she ddgg, I'm
here until 6:30 p.m., so come and see me.” It's good about giving me the time
when | need to talk about things. And, really listens. | would say she’s a very

good listener. (new teacher interview)

Jennifer confirmed that availability was a vital attribute: “Jay kindakifig the initiative
to sit down and to chat about it. It was an after school thing, too, | remembern’tavas
set, ‘My kids are at PE for 25 minutes, you have that long to talk about this™ (new

teacher interview). Bonnie said of her department instructional leader:

What I love is that she’s available to not only have the philosophy curriculum
discussions, but how is that going to translate into what you're doing in the
classroom: | can walk in and say, ‘I feel like I'm calling on more boys giés)’

or ‘I have a couple kids who won't talk,” or ‘the range of ability in my class is
huge.’ It becomes a discussion about: ‘Here’s a couple ways I've dealt.with it

Have you tried this? Try that. Have you tried cards?’ You know, and also
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bouncing forward and saying, ‘Here’s a way, | think you’re going to have success

doing it.” (new teacher interview)

Fred agreed about availability being critical, stating, “I love, love, love tten just go,
you know, | feel like whatever [division administrator]’s doing, she can alwzgie s
couple minutes to answer a question” (new teacher interview). Fred was pdjyticul
struck by this availability in light of his role as an assistant: “Shéyrstaesses,
especially with the assistants, if there’s anything, you know, any essjigestion or
anything that | can help you guys out with, please don't hesitate to come lay” (ne
teacher interview). Fred continued to speak about his mentor network: “Well, 1hRink t
biggest thing | have found with these people... has been they are really good about
following up or checking in” (new teacher interview), reinforcing again the \aflue
mentor attentiveness to new teachers.

Fred spoke about willingness to provide constructive criticism and the ability to

offer this feedback well:

Lourdes could tell me, you know, that my clothes are out of style, and she could
do it in a way that would still make me feel like we had met half way or that we
see eye to eye somehow.... She’s just very constructive.... Anything that’s
critical that she has to say is preceded by, you know, ‘Something that you're
doing that I think is really great. But, try this next time,” you know. It's the

balance that | think she’s able to strike. (new teacher interview)
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Social Mentor Influence

Figure 3b displays the new teachers’ perceptions of helpful behaviors and
attributes exhibited by their social mentors. As Figure 3b reveals, inajethe social
mentor prompt generated fewer positive responses from new teachers. Surpriseng to t
researcher-participant was how varied were perceptions of social meritoby inew
teachers. The leadership project team included social mentors in the memitoy &ad
in the overall induction program design. Yet, the social mentor role received logsratin
with respect to influence on new teachers’ sense of efficacy and connection to the
community (figures 1 and 2).
Interviews and journals indicated individual relationships new teachers anddbiair
mentors were either very strong or essentially non-existent. Foipéxamne White
respondent commented (new teacher questionnaire open-ended response): “kéwhd limi
to no interactions with my social mentor.” Lourdes, in her interview, said, dhrabe’s
the social, it's kind of like, ‘Hey, hil"” (new teacher interview). Bonnie, when
completing the mentor network exercise, said: “This one [social mentor] woulddie a f
line. 1 mean | think I've seen her twice this whole year” (new teactenview). In
contrast, another new teacher of color reported (new teacher questionnaiesndeén
response): “My social mentor was fantastic. She led by example andaivaalg sure to

let me know that she was around if | needed anything. She always came thraugli for



Figure 3b

Social Mentor Behaviors and Characteristics Identified by New Teachers as Helpful
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New teachers provided insight to the causes of success or failure oinsigts.
Christine explained factors that contributed to a positive experience withdiair s

mentor, Oscatr:

| kind of use Oscar as my, my reality check, if you will. Because he’swech
in the same position. You know, we both live in the same town, we both have
two kids, he’s a faculty here, he’s also a parent here... we have all these

commonalities. (new teacher interview)

In comparing Figures 3a and 3b, some notable differences emerge. Sgmilar a
played a larger role for the successful social mentor relationship than it dhe for
professional mentor relationship, particularly for White faculty. Prajessi
characteristics such as experience, grade-alike and subjecasdig@ment, teaching
style, and perceived effectiveness all reduced in significance for ttad swntor role,
somewhat in conflict with what Christine and John said in their interviews.e$titagly,
similarity of racial identity emerged as important to one White respondéaiiée
interacting with someone of different racial identity remained of valueetgame White
participant who responded with this answer on the previous prompt.

New teachers appeared to value personal similarity to a greater iexte
developing a relationship with their social mentor than with their professicrdbm

The researcher-participant also observed that the accountability thalnas f
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professional mentors, to which they responded positively, did not have the samie impac
on all social mentors. Fred explained, “Mel, as a social mentor, | don’t realhiree

that much.... Other people have definitely picked up his role in other respects” (New
teacher interview). Bonnie likewise attributed her lack of a relationshipSailly to
differences in age and life experience, as well as simple physicalaidtam each other

at the school: “We just don’t run into each other, you know physically, much” (new
teacher interview). Bonnie and Sally, Lourdes and Sally, Fred and Mel were all
different buildings on the campus. Physical proximity did not affect the relhipns
between Michelle and Jackie, although Michelle was clear that her forerdbr
assignments worked because she was proactive in seeking them out.

As Fred indicated in his interview, new teachers’ professional mentors often
assumed social mentor functions when new teachers did not experience successful
relationships with their assigned social mentors. Lourdes wrote in her jourraakifiy
with Amy is helping me to get to know the community, as well as connect with another

person that | can use as a resource” (Lourdes’s journal). Rachel expressed:

Jennifer has helped me both socially and professionally to become part of the
Eastern community. Socially, she introduces me to so many people at the school
as well as many of the ways that events happen at Eastern that may katdiffer
from other schools. Professionally, watching her teach and hearing her feedback

on my teaching has been immeasurably helpful. (new teacher interview)
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Even when the social mentor role worked well in a new teacher’s estimation,
distinctions between the professional and social roles were blurred. John wrate, “Al
and Lori help me understand all that goes on... at Eastern” (John’s journal).

John later elaborated on attributes that influenced a successful social mentor

relationship:

Being close — close in age, same grade, same subject, living close to egch othe
similar interests, etc. | don’t think you can make this systematic. Finding
processes and protocols for everything confines and limits room to grow and do

new, spontaneous, organic things. (John’s journal)

Informal Mentor Newtork

| feel that | can ask ANYONE [emphasis in original] a question about angythi
My [division administrator]’s door is always open and that makes me feel
comfortable. | also appreciate that fellow faculty members invite menttibns

outside of school. (Lourdes’s journal)

Lourdes’s emphatic declaration, common to the cohort, was a surprise finding for
the researcher. Bonnie, after naming several colleagues who had ensargechzal
mentors after offering to help at the start of school, said: “You know, they didn'tmeed t

give me the time of day, but as a new faculty member they check in and say, #How ar
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things going? What can | do?’ and that’s been a wonderful feeling” (new teache
interview). The school clearly and deliberately emphasized all personnel sharing
responsibility for new teachers’ success. Yet, the degree to which infoensdm
networks influenced the experience of new teachers at The Eastern School was
unexpected. Eight new teachers in the sample worked with eight professionaisment
and seven social mentors for a total of fifteen formally-assigned menfersedeto as
formal mentor network. Table 6b illustrates that all new teachersgdiegsuof racial
identity extended their networks through self-selected informal contacts namBeri
informal mentors, nearly a 3:1 ration of informal to formal mentors. Christinagin f
when prompted to consider who comprised her informal mentor network, named nearly
every teacher in her division and was able to identify a mentoring experiencalshe ha
with those colleagues.

New teachers referred to their informal mentors as their “go-to pepye’
teacher interviews). This phrase revealed the nature of the informal memtorkneta
reliable, need-specific source of information and guidance — someone to “go-to”. The
purpose of some informal mentors was obvious — technology staff members mentored
new teachers on how to use technology resources, division secretarfessidlaei
complexities of a busy school, supportive colleagues expressed their avaitalhiklp,
or fellow coaches showed new coaches how to work with their teams. However, some
informal mentors were unexpected.

Michelle, while working on the mentor network instrument, said:
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Oh yeah. Yeah! My parents. Huge!.... | had a great meeting with [head of
school].... | wanted to be able to sit down with Bonnie and run through this
meeting because she’s my best friend here, and she’s also a colleague. And,
we’re kind of going through a lot of similar stuff.... But, | kind of have to make
the discretion that, you know, no, I'm not going to tell her about that, so I'd say
definitely my parents are the biggest. And [pause] I'd say, in generaljengdr

outside of school... they've had a pretty big impact. (new teacher interview)

Michelle continued:

[Specialist], it's not her job to come see me, but she’s been great about... staying
either after school for a few hours or saying, ‘Hey, come over to my house.” So,
gone over there to shoot curriculum and do lunch or whatever itis. So, she’s been
huge.... | take good care to surround myself with people that | feel like are going
to challenge me and push me to grow.... That personal growth makes me into a

better person, which thus makes me into a better teacher.

John reported in his interview:

| think Lori’s been big, she’s probably the [pause], | think her, [tech staff

member], [fellow coach], [peer] are people that | just enjoy talking to aukit, |

about anything. And so with her there’s a sort of calmness that | find in her and
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[peer] that is good for me because | can be the opposite sometimes.... [Division
secretary]'s routinely staying on top of me for forgetting things, whretally
like and appreciate, and so she’s been a really big help this year. (new teacher

interview)

John continued to name his fiancé, who was also an independent school teacher at

another school but with more years in the classroom:

| guess I'd put [fiancé] on there, too. It's hard to draw her circle, because, you
know, with all these things, almost with everyone here, except for her, there’s a
concrete divide between personal and professional, and like, you know, when |
have a conversation with Lori, | know it's either a personal or a professional
one.... But, with [fiancé] it's just like it's one conversation. (new teacher

interview)

Jennifer identified friends at graduate school:

These are friends of mine who | met in grad school that | actually wrote & thesi
with last summer.... They both had that lead teacher experience for a couple of
years so it was nice to pose some ideas of them as well.... Other people at

Eastern, too. (new teacher interview)
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Lourdes named a former mentor and a former colleague at a previous school.yNot onl
did new teachers seek informal support and guidance when specific needs drese in t
school setting, but when circumstances dictated school-based interaction$ were i
advised or unpractical, new teachers turned to trusted mentors unassociatbd with t
school.

Bonnie was a young alumna of The Eastern School, and she represented a mentor
for other young new teachers with respect to school culture. This phenomenon is perhaps
unique to independent schools, in the researcher-participant’s estimation. Frédlenti

Bonnie as an informal mentor:

Also, | think in terms of nuts and bolts, what this community is like, | would also
add Bonnie.... We've become good friends outside of the school setting... and
knowing each other in that informal setting, you know, | feel like | can ask her

whatever | want, and you know, and not feel embarrassed about it or out of line.

(new teacher interview).

Michelle also named Bonnie as an informal mentor:

Bonnie. We do a lot of curriculum talk together.... She’s my best friend here, and
she’s also a colleague.... She’s really my main person here because | can shoot
curriculum with her, I can shoot sports with her, and | can shoot personal stuff

with her... to shoot those kind of questions and to really be able to, to really look
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at things in a deeper manner, has been | think, if I didn’t have that, | know |
would be OK, but it has made this year so much better because of that. (new

teacher interview)

New teacher participants cultivated extensive mentor networks cogoétin
formal and informal mentors. The degree to which new teachers relied on infelinal s
selected, need specific mentors was a major unexpected outcome of the régearch s
New teachers of color identified a higher number of informal mentors than did the
White counterparts and new teachers of color informal networks included graadey:
students, staff, family, and friends. The informal mentor network appeared to have
played a more influential role for new teachers of color, too, as they werdikedye
than their White peers to reduce the significance of formal mentor intersct

Grade-alike or subject-alike teaching partners were important memtoesvt
teachers in the research study. White new teachers attributed greageraefto their
teaching partners, although all teacher participants, regardlessabidantity, found
their teaching partners to be influential, although in at least one case tiemoefivas
detrimental. When a teaching partner did not serve in a formal capacity, theanherte
sought that individual out as an informal mentor. In one case, when the relationship with
the teaching partner was poor, the new teacher perceived her experiendactieatis
efficacy, and connection — to be substantially impacted by its lack.

The professional mentor role in general was more successful than the social

mentor role and less dependent on non-professional factors. New teachers,sggérdle
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racial identity, agreed completely on the effectiveness of four profetsiemhor
attributes — experience, approachability, friendliness, and same gradaskgament —
and several behaviors — help with problem-solving, willingness to offer advice,
availability, attentiveness, and willingness to provide critical feedbacksitsey,
ability to develop a personal relationship, and perception by colleagues oilvefiess
were all more important to new faculty of color than they were to their Whetes pe

New teachers responded better to social mentors who shared simiathies
them — age, interests, hometown, or children as examples. When these ssniargie
absent, the relationship floundered or was non-existent. In two cases whdre socia
mentors worked in different divisions than their protégés, there were almost no
opportunities for interaction and the relationships were considered by theaoherteto
be ineffective.

Cross-Race Comparison of Findings

The researcher-participant sought to understand how induction and the mentoring
relationship differed for new teachers of color in contract to their White eqants in
the research study. In addition to the analysis that the researcha@paatthas
presented throughout Chapter Four, he asked new teachers of color to reflect on cross-
race mentoring, support for faculty of color, and unique challenges in their @wsrand
in their journals. Data presented in this section were from those sources.

Lourdes stated that people of color in suburban independent schools “know they
are probably going to be one of the few there” and they had to be “comfortable’ with it

(new teacher interview). Lourdes explained that alongside the immediatétlobad
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teachers “in a new situation” — “am | going to get along with any oéthesple?” — new

teachers of color had the additional thought of “wow, no one else looks like | do” (hnew

teacher interview). Administrators at The Eastern School realized thatetdvad four

new teachers of color enter the school in the same year was an unusual aroeimsta
Being only one or one of a few engenders unique feelings for faculty of color,

and the burden of representation was a fear repeatedly expressed by esearahr

study participants. They wondered if others in the community believed theyineute

based on their race rather than their merit, and they feared if they madria sgor,

race would become a factor in the judgment of their performance. In her wtervie

Lourdes commented:

| feel like I'm a reflection on mixed people, or I'm a reflection of Latioge, or
you know, African-American people. And, even though the other person may not
perceive it that way, | kind of feel that way because there’s no one elsékere |

me. (new teacher interview)

Rachel reflected: “I think as soon as you check that box that says you're atyniooegi
of the first things that comes into your head is, ‘Is that why I'm here? | Weed
because | am considered person of color?™ (new teacher interview). John echoed her

sentiment:
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It sometimes strikes me to think, ‘Do other faculty members or staff members
think | got this job because I'm a faculty of color? Or, because I'm afiaaldty

of color?’ And, and you know, for someone like me that does well with positive
reinforcement, | think | struggle with that because I think, ‘Well, | have to prove

to them that | earned this on my merit.” (new teacher interview)

Michelle said: “I think it's after you start rocking the boat, they get aagd/they
want to be able to pinpoint something. They, they're, that's when race might come into

it” (new teacher interview). John mirrored this fear:

The question is like, ‘If | slip up, how do things change after?’ If a parent or
someone in the school doesn’t agree with something | did or said, you know, why
are they saying it? Is it because I'm faculty of color? Is it becaunseok

wealthy, or because I'm young? Or, is it as a teacher, | goofed? | don’t know

how you support that aside from conversation. (new teacher interview)

John pointed to the need for “conversation,” initiated by school personnel to aid in
mitigating these feelings for new teachers of color.

In new teacher interviews, the researcher-participant inquired abouftspeci
mentor attributes that were effective in cross-race contexts. Radheldennifer’'s very
informal and non-judgmental. So, | felt like | could teach the lesson without having t

worry like | was making a mistake or doing something wrong and being judged ba
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that” (new teacher interview). Later, when she expanded on this idea, Rachel@dnti
“Not judgmental is the first thing that comes to my mind. Somebody who you always
feel comfortable talking to and approaching about new things or things you’re ofisure
(new teacher interview). The researcher-participant observed a folloveetmmto an
observation of Rachel by Jennifer. Rachel commented, “I would say | am much more
comfortable getting feedback from Jennifer. Partially because we spengbdime
together, | feel like we are very comfortable around each other... as opposed to an
administrator giving feedback” (Observation of mentor-protégé interaction).

Lourdes agreed and added openness as an important attribute:

If they [mentor] are not of color | guess it's open to, maybe, feelings thighit

have as a person of color. And, if 'm discussing it with them, you know, that
they don’t really, if | had issues, | don’t know, but if something came up, then it
wouldn’t be dismissed as ‘Oh no, no, no you're just being overly sensitive’ or
anything like that. That they would take it to heart basically and be open to any

comments | would have to say. (new teacher interview

Michelle added: “Someone who | immediately connect with who has a lot of the same
interests, kind of whose philosophy matches with mine. Their passion and hunger, for
whatever it is, matches with mine. Who intellectually, you know... looks at things in a

deeper manner” (new teacher interview.
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When asked specifically if an affinity group would aid new teachers of color in
feeling connected to other teachers of color or feeling supported within the school
community, Lourdes responded, “I don’'t want to feel like I'm separating myseff the
rest of the faculty, whom | want to get to know as well” (new teacher iateyv Other

faculty expressed this would not be of assistance. John said:

The supporting of faculty should be the same in the sense of is you're trying to
make them do the best they can without doing it for them. But, the, | think the
twist in it with faculty of color, especially independent schools, espgamaidn
independent school in an area where the demographics are just White, | mean it's
just White. 1 think the twist on that setting is that the person feels comfortable

(new teacher interview)

Within the cohort, Fred was in a unique position being mentored by a teacher of
color; he was in a cross-race mentor relationship, but with the new teatter be
mentored by a more veteran faculty member of color rather than the reveisg.ntale
in an elementary setting, Fred admitted, “I had a pretty good idea thatdral@ably
going to be working with a female teacher” (new teacher interview)codegnued to
indicate his surprise when he learned he would be working with a lead teacher and

professional mentor of color:
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| mean | was very definitely pleasantly surprised to be working with somiene |
Lourdes. Because, | mean, stereotypes aside, someone like her brings something
to the table that a White teacher from wherever isn’t bringing to the tiisle

whole set of experiences, it's a world view, it's, you know, whatever. And, to be

a part of her teaching that to the students and sort of giving them what is inside of

her has been really beneficial | think for me also. (new teacher interview)

Summary

New teachers of color in this research study understood they worked in an
organization where they were one of few people of color. However, they wanted to be
considered a professional with no race-based distinction placed on them or their
performance. The fear of race being a factor in how colleagues vieviekitbgin how
supervisors or parents judged their mistakes, or in how their performance westexV/al
was very real.

New teachers of color asserted that the school could mitigate thesbyear
openly acknowledging race-based stereotypes and talking about them. riipeasint
to them to know they were hired because they were excellent teachers and to observe
firsthand that it was safe to make mistakes. Mentors who were (a) open-minded, (b)
accepting of differences, (c) able to make new teachers of color feel taingo(d)
valued new teachers of color as colleagues and people, and (e) could provide feedback
without passing judgment were considered effective. For some new teacbelsr ot

was easier to receive feedback from a mentor in a non-evaluative role tlaetd w
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receive feedback from a supervisor or administrator. Affinity groups, often atgoas
a means of supporting people of color in organizations, were not perceived as being
useful by participants. In fact, new teachers of color asserted tlnad guactice had the
potential risk of creating divisions between faculty of color and their White peer

For the two teachers involved in the reverse cross-race relationship, the new
teacher valued the experience he gained from working with a mentor of color. The

mentor agreed:

| think with some of the lessons that | teach, he is exposed to some things he
didn’t know before... it's about exposure, a different point of view.... | hope that
he would recognize that I'm coming from a different background and | would do

the same for him. (new teacher interview)

In Chapter Five, the researcher-participant (a) summarizes findingls¢byses
findings through the lens of research questions and frameworks gener#ted by
literature review, (c) considers implications for policy, practice, andduesearch, and

(d) reflects on his leadership learning during the course of the research study
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CHAPTER FIVE
Summary, Discussion, Findings
Introduction
This qualitative research study examined the experiences of teachdrsae
school with an induction and mentoring program. A particular investigative foaus wa
the respective experiences and perceptions of new teachers of color in corhase of
White new teachers. Chapter Four presented data collected in the researandtud
introduced findings drawn from data. The purposes of Chapter Five are to (a) &enmar
these findings, (b) discuss findings in the context of the theoretical framewednfed
in Chapter Two, (c) clarify limitations of the research study, (d) preseatications for
practice, policy, further research, and leadership, and (e) conclude thehetady.
Chapter Five is organized according to these purposes.
Summary of Findings
This research study endeavored to answer three research questions:
1. How did the induction program affect new teachers’ (a) connection tthe
school community, (b) professional satisfaction, and (c) sense of effigac
2. Which mentor characteristics did new teachers perceive as being péll
and supportive?
3. Did new teachers’ perceptions vary for cross-race mentoring
relationships as compared to same-race mentoring relationships?

This section summarizes findings for each research question.
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The researcher-participant observed an independent school community with two
reform efforts underway concurrently. First, under direction of its board ¢éésishe
school was actively engaged in becoming a more diverse community vpéttés
racial composition of students, faculty, and trustees. The initiative to divérsify
community’s racial composition also featured substantial and board-mandated
professional development designed to enhance community members’ recognition of
privilege, appreciation of difference, and cross-race communication. Iadbeds
reform initiative, school administration and instructional leadership rezedm need to
improve induction and mentoring of new teachers. A school-based leadership project
team designed and implemented a new induction and mentoring program clzadcteri
by high accountability, structure, attention, and participation. Overlap betheénd
initiatives was significant and relevant during the 2006-2007 school year, dlaeates
study period, when four of eight new teachers were people of color and pardiciptite
newly implemented induction and mentoring program.

All four new teachers of color were mentored by White teachers. In seased,
the White mentors were also older and veteran within the faculty. Thus, thensigis
between the new teachers of color and their mentors were cross-race and cross-
experience and, in some instances, cross-generational. This type of menteactesw t
relationship is the norm for most schools engaged in similar diversity work @rosn
personal communication, 2006). While schools are building a critical mass ofrgeathe
color within their faculties, most new teachers will be mentored by older, Véhaitbers.

A fifth cross-race pair existed in the study, however, in the case of Fdddbardes. In
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this case, Lourdes, a female teacher of color, mentored Fred, a White, sisibnas
This case was useful to the research study in that it represented theepbamange and
hope of teaching as a profession in an increasing multicultural societhe Edstern
School and other schools persevere in their efforts to recruit, hire, and rethersesic
color, cross-race mentoring relationships will become commonplace, with mehtors
different races regularly working with new teachers of differentstace

To sustain a diverse school community, retention of faculty of color especially
must be high, and this retention must be driven by effective induction and mentoring
when teachers of color are new to the school. Induction and mentoring that isefficac
for new teachers of color, in the researcher-participant’s opinion, cultihaies t
connection to the school community, their professional satisfaction, and their sense of
efficacy. Mentors working in cross-race relationships have certain atgibatd engage
in particular behaviors that support new teachers of color developing thesgdee|
perceptions, as does the structure of the induction program itself.
Induction Program Influence

Connection to the school communityew teachers’ feelings of connection to the
school community influenced their feelings of satisfaction and efficacy anthef their
first year of service. Aspects of the induction program nurtured these connections
Overall, new teachers expressed their connection to the community was dthangha
slightly less than their feelings of satisfaction and sense of efficaegchérs stated

simply that one year was not enough time to develop deep connections to a large,
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complex community such as The Eastern School. Connections were just beginning and
were expected to continue.

White new teachers felt more connected to the school community than did new
teachers of color, although the difference was slight. The greatest sources oficonne
to the community for all teachers were their students and their colleagues, bhbtheus
two groups with whom they spent most of their time. New teachers were outspoken
about the influence of their students. Success with inspiring and connecting to students
translated into feelings of connection to the community. Parents were onllydkgkt
influential, with new teachers’ feelings of connection naturally stemnnorg their
success with parents’ children in the classroom.

Connection to the community was assumed for White teachers; they could
passively let bonds and relationships form based on affinity of interest datifens
Teachers of color, on the other hand, believed they needed to seek help proactively and to
cultivate relationships assertively. They found the organized formal inducticiies
to be more useful in developing connections to the community than did their White peers.
With the perspective that relationships developed through their own agency, okerdea
of color responded well to school-sponsored opportunities to facilitate such connections.
The one exception was working with the professional mentor. White new teachers
responded more positively to that relationship than did new teachers of color.

The findings related to this research sub-question revealed two unexpected
outcomes. Surprisingly, the social mentor role — unique to this site context — did@ot ha

as significant an influence on connection to the community despite being designed t
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facilitate such a connection. Although slightly more influential for teaabfezslor, the
social mentor role had comparatively minimal influence for any new tesacheontrast

to other elements of the induction program. A second noteworthy surprise was a
significant difference in the influence of pre-service contact for nevnéesof color as
compared to their White counterparts. New teachers of color identifie@miees

contact by members of the school community as an important factor in their deveiopme
of feelings of connection to the community, even long after the contact occurred.

The burden of representation was real for teachers of color, despite the school's
efforts to cultivate an open and inclusive community. With the presence of a diversity
initiative, new teachers of color wondered if their new colleagues belibegdvere
hired because of their race. They worried that a mistake or misstep on theirquadts w
cause their race to be a factor in evaluating their performanceextnedorly on other
faculty members of color. Despite these fears the school’s significastrimset in
diversity training for all employees was not viewed as having a signifinfluence on
new teachers’ feelings of connection to the community.

Professional satisfactionfFeeling satisfied professionally at the end of their first
year of service contributed to new teachers’ sense of efficacy and conrtedhe
school community and ultimately led to retention. New teachers, regardlesgbf ra
identity, expressed a strong sense of professional satisfaction upon complétigin of
first year of service.

Two main factors contributed to new teachers’ satisfaction. The researche

participant observed a pattern of professional satisfaction stemming ficaffirffaation
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from students and their parents and (b) affirmation from colleagues and stdabans.
Again, new teachers derived professional satisfaction from success witimgvaikn
their students. Affirmation of their work from children and their parents, coksagpd
administrators had positive influences on new teachers’ professionalcetrsfaNew
teachers, regardless of racial identity, received affirmation from botbesouHowever,
new teachers of color identified student and parent affirmation as having thex grea
influence on their sense of professional satisfaction. White new teacheesidbgir
professional satisfaction in terms of both sources. Age and experience were not
differentiating factors.

Sense of efficacyl'he researcher-participant defined efficacy as new teachers’
self-perceptions of their ability to function effectively as a teachew t8achers’ sense
of efficacy at the end of their first year of service affected prufieaksatisfaction and
connection to the community. Perceiving oneself as efficacious led to fekéray |
contributing and valued member of a community of professionals. Aspects of the
induction program contributed to new teachers’ sense of efficacy, although tho$ line
inquiry resulted in an unexpected finding.

It was a surprise to discover that new teachers expressed their sefieaof
was influenced most by their peers through informal interactions, observations, and
feedback. This represented the least planned aspect of the induction program and the
aspect over which the leadership project team or division administrators eaehgs
least control. The leadership project team and division administrators dtifesise

everyone in the community was responsible for new teachers’ success and should be
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active and responsive in offering support. This finding affirmed the community acte
upon the emphasis the leadership project team placed on fostering a school culture in
which support for new teachers was broad and extended far beyond the formatgdissig
roles and responsibilities.

Other aspects of the induction program fell into two categories with respect to
influence on new teachers’ sense of efficacy. White new teachers deriaéz tpenefit
from formal, planned, and evaluative activities such as observations and feedback
meetings conducted with administrators and professional mentors. New tedciwos
expressed that informal, supportive, interpersonal activities contributed orttiesrt
sense of efficacy such as interactions with their instructional leaderal sientors, and
peers. Again, informal interactions and activities depended on the agency of new
teachers of color; they exercised control over under what conditions thesetiobsra
occurred — they were domath the new teachers of color by their choice. Formal
interactions and activities were scheduled and planned; White new teachersradiddot
to act for them to occur. In a fashion, they were being tiotiee new teachers.

Contact before service began by members of the school community was again
positively regarded by new teachers of color, whereas it had little efie®/hite new
teachers. Diversity training had little influence, although it was a signifiesource
investment for The Eastern School.

Sincerity and candor were important influences in how mentors and
administrators fostered new teachers’ sense of efficacy. Howevenyasia

prerequisite to these relationships being successful. New teachers’ ofgerressing
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constructive criticism was nurtured when mentors and administrators meherith t
regularly and feedback was timely and specific. Mutuality, or the shafigas, was
also important to building trust between new teachers and mentors or teachiegspartn
When new teachers perceived they were a partner in their development, they derive
greater benefit from induction activities.

Again, for all aspects of the induction program, White new teachers enjoyed the
privilege of passively waiting for support to occur. New teachers of color, on thre othe
hand, realized they could not wait passively for support to happen for them or to them.
Their success hinged on their willingness to seek support actively and to meet their own
needs assertively.

Mentor Characteristics

New teachers expressed that certain mentor characteristicsedgtd and
viewed specific sources of mentoring as more helpful than others. This section
summarizes findings related to mentor characteristics and sources ofingentor

Mentor characteristics included behaviors and attributes. New teaclsers as
cohort identified behaviors they perceived as helpful: (a) responded in thoughtfulrmanne
(b) provided constructive feedback, and (c) helped to problem-solve. Helpful attributes
were (a) approachable, (b) attentive, (c) supportive, (d) collaborativemi&grsi
assignment, and (f) experienced. Behaviors such as letting new teapinerd out on
their own were not considered helpful; attributes related to age or raciatyidegrie not

influential. Again, while new teachers of color recognized particular mentor
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characteristics as specifically helpful in cross-race reldtipasthey did not perceive
school-sponsored diversity training as influential in the mentor-new teaddgwship.
White new teachers were more likely to express that their formallyress
mentors were influential; teachers of color were less likely. Teggartners, working
in the same grade or same subject area, were perceived as important sources of
mentoring, whether assigned or not. The school publically and openly discussed the
importance of mentoring, provided training, and held mentors and new teachers
accountable for their work: it raised the attention paid to formal mentor roles. When a
new teacher did not form a connection with a formally assigned mentor and esgecially
teaching partner, this lack of relationship was viewed as negative — a missedmpport
The social mentor role again provided evidence of lack of influence and lack of
clear definition. It was more likely that the social mentor role did not woré feaw
teacher than it was for the professional mentor role. Affinity of interdgée @tation
was beneficial for the social mentor relationship to develop, although not always
correlated with success. The professional mentor role, well defined anakeassjiecific
responsibilities, established a formal framework for mentoring to occur Etidmship
to develop. The social mentor role with less definition and responsibility did not offer a
similar framework, and new teachers instead self-selected inforembrs, in many
cases with whom they had a pre-existing relationship, to answer technicabndexifer
emotional encouragement and support.
An unexpected outcome of this line of inquiry was the significance of informal

mentors self-selected by the new teachers based on specific, indiveduadieds for
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technical guidance or emotional support. Every teacher identified infornmébrae

informal mentors identified by new teachers of color were more varied. laform

mentors included the obvious — Eastern School teacher colleagues and staffsrember
and extended to the surprising — students, family, friends, colleagues from graduat
school, a colleague who was an alumni, a pastor. In the case of the latter group, an
important distinguishing characteristic was a pre-existing relatipngiih the exception

of current students. A pre-existing relationship meant trust, openness, and collifylentia
already were present. The new teacher did not need to fear being vulnerable with
someone who was unknown and based on a relationship with a person assigned by the
school.

Another unexpected outcome was the breadth and variety of new teachers’ mentor
networks. It was clear new teachers sought and received mentoring froteraoheelx
network of formal and informal mentors. Some were assigned and some selected. S
fulfilled technical needs, others offered emotional support. In an era of social
networking, new teachers approached their professional lives with siomhgolexity of
relationships. Informal mentors were new teachers “go-to peoplebleslneed-specific
sources of information, guidance, and support. Another distinguishing feature of the
informal mentor network was it consisted primarily of people who did not evaluate or
judge new teachers’ performance. New teachers could be more open and vulnénable w

people who were not direct supervisors.
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Again, new teachers of color expressed mentor relationships worked effectively
as a result of their assertiveness. Passivity was not seen as an optiaerénthe
controlling agent in the success of their mentor relationships.

Cross-Race Relationships

People of color working in predominantly White organizations have specific
needs, feelings, and concerns that are different than their White colleadneése needs,
feelings, and concerns are likely to be unexpressed yet be a sigrfdiciantin the work
of teachers of color. In The Eastern School for the school year under comsmlerat
students of color were not evenly distributed throughout the school. One classroom
might have included several students of color; another might not have included any. A
teacher of color, then, could have gone about her professional day without once
encountering a student, colleague, or parent of color. This creates the febknggathe
only one, a feeling that is unique to people of color. White teachers, students, and parents
do not experience this feeling, and it is part of the unearned privilege of beingiVhite
certain parts of America such as the suburban setting of The Eastern School.

For the new teachers of color participating in this research study etivgyfef
being the only one led to fears of representing all people of color or aliyfaceinbers
of a specific racial identity. They wondered if their White colleaguesuss they had
been hired because of their race to fulfill an organizational goal. A mistakmissi@p
on their part did not reflect poorly on their performance alone, in their opinions, rather it

reflected poorly on the performance of all teachers of color.
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Under these circumstances, trust was critical to the mentor-nelweteac
relationship. For new teachers of color to accept advice, suggestions, guidance, and
especially constructive criticism from White mentors and veteran tegc¢hest had to
precede mentoring within the relationship. Trust built over time through the mentor (a
affirming the new teacher of color’s role and value as a faculty mentetisplaying
openness to listening, and (c) legitimizing their concerns. Vital wamation that new
teachers of color were valuable and contributing members of a professiomalicayn
and not hired to meet a professional goal outlined by a diversity initiative. Thi
affirmation came from students, colleagues, parents, and administrator&acTimat all
the sources need to be in concert with affirmation for new teachers of coldraienge
for schools seeking to diversify their teacher force. It would appear fromsthlésref
this research study that no school should ever seek to diversify without broadly shared
purpose and clear intent.

The new teachers of color in this research study expressed that gffmips,
often proposed as organizational vehicles of support for people of color, were not useful.
They wanted to feel membership, belonging, and connection within the larger community
and did not want to engage in activities that might separate or distance them.

Fred’s case represented the future of teaching and mentorship — heavaga y
inexperienced, male, White assistant working with and being mentored in hjstiksy
an older, more experienced, female, teacher of color. Both Fred and Lourdgszedo
the benefit to Fred. He gained something more than he would have in a same-race

relationship: a different perspective, different ways of doing things, @iftavays of



175

relating to a colleague. Describing being new in a previous school, Lourdesafjonite
being assigned the only other teacher of color as a mentor and decidingsate
deciding factor in that assignment. She expressed appreciation that Téra Bakool
had not taken the same approach. Fred and Lourdes’s mutual receptivity to the
relationship and understanding that they stood to gain from the experience opened a
valuable learning opportunity for them.
Discussion of Findings

The research study is situated within three theoretical framesweaeacher
induction, (b) mentoring as a primary vehicle for new teacher induction, and (c)
mentoring in cross-race contexts. Adult learning as it pertained to induction and
mentoring of new teachers was a theoretical framework that encompassecte
primary frames. The research base related to cross-race mentoringancedlsettings
is very limited; it was the researcher-participant’s intent to contribost ta this
framework. This section discusses the research study findings in retatiese
theoretical frameworks.

In Chapter Two, the researcher-participant also framed the researchnstudy i
relation to public policy related to teacher quality and diversity in the ¢edaice.
These subjects are addressed in the implications section of this chapter.
Adult Learning

New teacher induction and mentoring is predicated upon adult learning, for both
new teachers and mentors. Smith and Ingersoll (2004) envisioned new teacher induction

“as a bridge, enabling the ‘student of teaching’ to become a ‘teacher of stu@ents’
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683), implying induction involved learning for the new teacher. Fideler and Haselkor
(1999) asserted the predominant vehicle for schools facilitating this toanisiti
mentoring by a veteran teacher. Zeek and Walker (2006) described mentoring as
“school-based teacher education” (p. 280).

Little (1990) asserted this learning meant role reconceptualization forehtor,
too, as the mentor shifted from being a teacher of children to being a teacdsahefrs.
This research study examined how mentoring and induction impacted new teachers’
feelings of professional satisfaction and sense of efficacy, and thecreseparticipant
contended that these feelings evolved through learning over the course of treafirst y
service. Lazovsky and Reichenberg (2006) concluded that, given the substantive
influence of the mentor, induction programs should “include mandatory training for all
mentor teachers... and standardization of mentoring procedures” (p. 67). Training and
development of mentor expertise directly increases new teachenveffess (Evertson
& Smithey, 2000; Grove, Strudler, & Odell, 2004). Wang, Odell, and Strong (2006)
argued that without such guidance mentoring does not produce desired growth or a
“focus on standards-based teaching” (p. 126).

The leadership project team at The Eastern School defined the professional
mentor role and provided training that mentor participants expressed wagibéteefi
their development as mentors. The social mentor role lacked training and
standardization, and these deficiencies were evident in the research ratiuralysfi

Cognitive learning theory (Sprinthall & Thies-Sprinthall, 1983; Thies+Hipail,

1986; Thies-Sprinthall & Sprinthall, 1987) as it applies to adults was useful to
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understanding the learning that occurred in the research study. Harrison, Dymoke, and
Pell (2006) presented a teacher (adult) learning cycle of (a) experiehoeflection, (c)
learning, and (d) further experimentation. For new teachers, mentors plegldent

each stage of the cycle and especially offering challenge and supportfiakimgkin a

safe environment. Turley, Powers, and Nakai (2006) likewise found “opportunities for
reflection” (p. 27) were an important feature of effective induction and mentoring
programs. Gibson’s study (1995) found (a) clarity of the roles and resporesioliti
everyone involved in new teacher induction and (b) “regular, supportive, structured
feedback” (p. 255) to be vital induction program elements. Napper-Owen and Phillips
(1995) also discovered regular constructive feedback was critical to thegleesit of

new teachers.

The researcher-participant found evidence of mentor attributes and behaviors that
facilitated new teachers’ learning processes. New teacher panticiexplained they
valued mentors observing them teach, and then guiding their learning and reflection
through timely constructive feedback. Candor and specificity were ctibi¢chis
process; otherwise new teachers did not feel they were growing. Newrtealsloe
expressed the importance of feeling safe to experiment and take risks. Geoithfarid
trust in the mentor and security in the perception that the mentor served a nonvevaluat
function afforded new teachers the freedom to take risks and learn from migstakes
support of The Eastern School model, Andrews, Gilbert, and Martin (2007) found
“opportunities to collaborate” (p. 9) to be of value to new teachers, as well asigvorki

with a mentor and receiving frequent, non-evaluative feedback.
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Recent studies have examined whether summative judgment about teacher qualit
and mentoring might be blended (Yusko & Feiman-Nemser, 2008). Participants in this
research study expressed such a model would have diminished their trust iretitensm
and the security they felt to experiment, reducing their capacitydorite during the
induction year. In fact, in The Eastern School induction and mentoring programsthe fir
summative evaluation was not conducted until the second year of service (division
administrator interview). In agreement with Yusko and Feimain-Ne(@668), The
Eastern School did train mentors to employ the same standards used in the evaluation
system in providing formative feedback to new teachers.

In this research study, the researcher-participant did not investigateewhe
mentors benefit when their own learning is supported by other mentors or aditorsstr
The leadership project team at The Eastern School, however, did design the induction
program with this mentor support as a feature. This represents a possible fangladior
research.

New Teacher Induction

A leadership project team at The Eastern School designed and implemented an
induction a mentoring program characterized by high structure and accounthluiag
participation and attention. This was in stark contrast to the previous progranashat w
characterized by low structure and accountability, minimal participaind attention.

The researcher-participant examined whether the induction program influenced new
teachers’ attitudes, specifically (a) connection to the school communitypfesgional

satisfaction, and (c) sense of efficacy, and what aspects of the program el tieese
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attitudes. The underlying induction program goals and structure had signifiqeatti
on new teachers’ experience during the research study period.

Program structure and goaldnduction program goals were carefully crafted by
the leadership project team. Feiman-Nemser (2001a) devised a continuum of centra
tasks of learning to teach, asserting effective induction programs should involve
professional development across the full scope of tasks. The leadership peoject t
identified central tasks for new teachers at The Eastern School and designeddtien
program to build their capacities in each area. New teacher participantsnestmrch
study identified elements of the induction program that influenced their setgimns
of satisfaction, efficacy, and connection rather than the teaching taskddayite
leadership project team. New teachers’ perceptions examined in thixihesteay
reflect Feiman-Nemser's fifth central task (2001a): developing @gsmhal identity.

The degree to which new teachers at The Eastern School perceived thensselves a
professionally satisfied, efficacious, and connected to the school community iadl thie e
their first year defined how they perceived themselves as teachiessahool. The
success of the induction program in developing new teachers according to tak centr
tasks represents an area for future research.

The leadership project team also developed a structure for the re-designed
induction program. Ingersoll and Smith (2004) determined that induction and mentoring
programs characterized by high structure and offering a combination of supportive
strategies and activities were more effective at retaining newaeacollaborative

activity with colleagues and a grade-alike or subject-alike mentor weyegatine most
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influential combinations in Ingersoll and Smith’s study. The resear@récipant in
this study did not specifically investigate retention but he did follow-up twis yadter
the research study period and determined that all the new teacher particgranssiiv
working at The Eastern School.

Nielsen, Barry, and Addison (2007) asserted that to promote teacher
effectiveness, induction programs must have the following features: (a) highirsty o)
mentoring, (c) a focus on adult learning, and (d) an emphasis on collaboration. Again,
these were key elements of The Eastern School’'s re-designed and newhgemntple
induction and mentoring program during the research study period.

Data collected during the research study period indicated participantd tiadue
structure, accountability, attention, and support that characterized the new Eadtool
induction and mentoring program. Likewise, participants expressed they valuedgwvorkin
with colleagues in a collaborative manner and being paired with a grade/saliject
mentor. Similarity of assignment was more influential than similafigtyde or other
mentor attributes. Feelings of mutuality — sharing and collaborating wittagoés —
contributed to self-perceptions of value, contribution, and connection to the community.
These findings suggest agreement with Ingersoll and Smith’s and Neilsgy), 28l
Addison’s work.

Algozzine, Gretes, Queen, and Cowan-Hathcock (2007) asserted that high quality
induction correlated with better quality instruction in new teachers’roass and thus a
better experience for their students. Certainly, the quality of the teatdtest® student

performance (Gladwell, 2008), so it is reasonable to assume the quality of eachert
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will impact the quality of students’ experience. This study did not investigateatterk
School induction and mentoring program from this perspective, and this represents a
worthwhile line of future inquiry, particularly within an independent school context.

There is broad agreement in the literature that the principal plays a &ag rol
induction of new teachers (Wood, 2005; Brock & Grady, 1998; Quinn & Andrews, 2004;
Sabar, 2004; and Eldar, Nabel, Schechter, Talmor, & Mazin, 2003). Wood (2005)
asserted the principal has important roles in (a) recruiting, advocating foetaiming
new teachers, (b) supervising mentor teachers, (c) serving as schooliorsfueader,
and (d) cultivating a school culture that supports new teachers. Division adaongstr
were central to the induction program at The Eastern School. New teachépgadic
indicated that regular, scheduled meetings and timely, focused feedback freiandivi
administrators were important influences in their perceptions.

Developing efficacyThis research study considered factors that influenced new
teachers’ perceptions of their efficacy as it related to teachiing abnclusion of their
first year of service. Researchers (Stallion & Zimpher, 1991; LesyBriouft, &
Roehrig, 2007; McCormack, Gore, and Thomas, 2006; and San, 1999) have suggested
attention to developing new teachers’ pedagogical expertise contributes setise of
efficacy. According to the adult learning model discussed previously, experienc
reflection, and learning from experience all contribute to cultivating ézpend
development of a feeling of efficacy. Research study findings undersconepibitance

of professional development and reflection within induction programs (Lee, Brown, Luf



182

& Roehrig, 2007) and especially the mentor in working with the new teacher to generate
meaning from experience (McCormack, Gore, & Thomas, 2006)

This research study found that informal, unplanned conversations with colleagues
and other supportive individuals external to the school had the greatest influence on new
teachers’ sense of efficacy. This finding concurred with McCormack, Gute, a
Thomas’s (2006) conclusion that “informal unplanned conversations and sharing of ideas
and concerns” with peers were significant in fostering new teachers’ gimfakidentity
(p.- 110). The researchers also stated “feedback and confirmation as to their tratue wi
the school” were critical to new teachers’ willingness to engage in mggoofessional
learning (p. 110). Affirmation played a major role for new teachers in treanes
study, too, particularly when it was in the form of mutual sharing and authentic
collaborative work with a colleague or parent. Being affirmed as expert, édgedble,
efficacious by another member of the school community had great influence on new
teachers’ sense of efficacy.

Connection to school communitifew research studies have dealt with new
teachers’ feelings of connection to the school community. This researcheippat
postulated that strong connection and self-identification as a member of the school
community would positively influence new teachers perceptions of success at the
conclusion of their first year, particularly where the research stohgxt was an
independent school. Independent schools, in general, have a strong focus on community

and culture (NAIS, 2006).
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Oplatka and Eizenberg (2007) identified a number of factors that influenced new
teachers’ sense of belonging including their students’ parents. Yandell angt Turve
(2007) found new teachers derived significant meaning from their students and their
students’ academic and personal growth. In this research study, sevtglgrds
identified successful experiences and interactions with students and pareeilsiag to
form connections with the school community.

In the relative absence of studies specifically attending to new teacher
connection to the school community, the researcher-participant found it helpful to
examine studies dealing with school culture and new teachers. The respartbgrant
postulated that school culture played a role in new teachers’ feelings of tonnec
Williams, Prestage, and Bedward (2001) found that school cultures centered oh mutua
collaboration and learning as opposed to isolation and individualism fostered new
teachers’ success. Kardos, Johnson, Peske, Kauffman, and Liu (2001) argued an
integrated culture that balanced the needs of veteran and novice teachensedeael
stronger sense of community.

An important finding in this research study was the perception that new teachers
of color need to assert themselves to address their professional needs and cdnnect wit
the community. White teachers, on the other hand, were able to take a more passive
approach. This represents an area of further research in educational setigtgsmine

the extent to which this is a factor in the workplace culture of diverse schools.
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Mentor Characteristics

The school under consideration in this research study developed an induction
program wherein the primary vehicle for induction was the mentoring relagonshi
between a new teacher and a professional mentor. The researcher-parteip#ied
mentor characteristics that new teachers perceived as helpful and souneggarfng.

This line of inquiry resulted in a number of unexpected outcomes.

Mentor behaviors and attributeCurrent research on mentoring focuses on
mentoring as a collaborative, participatory practice in which (a) benefhis toéntor are
equal to those for the new teacher and (b) the new teacher plays an important role i
school reform (Odell, 2006; Achinstein and Athanases, 2006; Fletcher & Barrett, 2004;
and Wang, 2001). The Eastern School premised their re-designed induction and
mentoring program on the idea that induction of new teachers had professional benefits
for the mentor as well as for the new teacher and that mentoring was a ediNebor
practice.

Algozzine, Gretes, Queen, and Cowan-Hathcock (2007) found mentors were
valued who (a) treated new teachers as “respected colleagues;” (lgwagable, open,
and proactive; and (c) provided “constructive” feedback on teaching (p. 141). Mentors
having the same teaching style and have a grade/subject-alike assigmemeentiv
considered by new teachers as useful in their study. Ballantyne and HahS&53gnd
Jones (2001) demonstrated that mentors need to be expert enough to adapt to the role
needed by their protégés. Johnson and Reiman (2006) agreed: mentors whose

conceptual, ego, and moral judgments were more complex were better ablehtoaleatc
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with protégé need, are more likely to collaborate, and are more apt to view @stg@gé
colleague. Bullough and Draper (2004) found that when mentors provided new teachers
with greater honesty and insight into the challenges of teaching and menenedts
to the new teacher increased. Kanan and Baker (2002) found new teachers preferred
mentors (a) who taught in the same subject area, (b) were more expertifeag. he
advanced degree), (c) were more experienced, (d) were older, (e)iviegength their
time and attention, (f) displayed a genuine interest in new teacher'shgfgyvhad a
sense of humor, and (h) were patient and tactful.

New teacher participants in this research study identified mentor behawur
attributes they perceived as helpful. Helpful behaviors included mentorsgafdesy
in thoughtful manner, (b) providing constructive feedback, and (c) helping to problem-
solve. Helpful attributes were (a) approachable, (b) attentive, (c) swepdd)
collaborative, (e) similar assignment, and (f) experienced. Contrarynankand
Baker’s finding new teachers in this research study did not find attribusésd¢d age to
be influential. Kanan and Baker did find male new teachers expressed a peeferenc
male mentors. Perhaps as a result of being in an elementary settinghehe@e fewer
male teachers, new teachers in this research study did not expressrpgefedence,
nor did similarity of racial identity play a significant role regardiessespondent racial
identity.

New teachers benefit when the mentoring relationship is reciprocal orimutua
(Certo, 2005b, Johnson & Reiman, 2006) and when the relationship is based on trust

(Stanulis & Russell, 2000). When novice teachers are given a leadership role, such as



186

serving as one of two mentors in their second year (a mentor-triad), sedicgfis
increased (Hayes, 2006). New teachers will go outside of the formal mentorkti
obtain help (Ballantyne & Hansford, 1995; Hertzog, 2002; Marso & Pigge, 1990), self-
selecting faculty whom they perceive as “friendly” or “caring”l(@g 1992, p. 214).

School culture.School culture is an important factor in novice teacher success.
Angelle, (2002) found that the overall effectiveness of a school correlated to the
effectiveness of the mentoring experiences within that school. Students, parents
colleagues, and school context all impact novice teacher induction and retention
(wWildman, Niles, Magliaro, & McLaughlin, 1989). Climate must allow for and even
encourage risk-taking and a perception that it is safe for novices to makeasmbiden
mistakes (Yendol-Hoppey & Dana, 2006). Novices need to believe the climdie s sa
make mistakes and seek help; they can be reluctant to impose on veteran teachers
(Osgood, 2001). Kardos, Johnson, Peske, Kauffman and Liu (2001) found that schools
with an integrated orientation that balances the professional needs of vetignahsse
of novices are most conducive to new teacher success.

New teacher participants in this research study expressed the impartanc
school culture. Feeling affirmed as a valued, contributing member of the school
community was the greatest influence on their feelings of satisfactiomgasffand
connection. The sources of this affirmation were diverse. As Wildman, Nilediakdag
and McLaughlin (1989) found, students, parents, colleagues, and administrators all
contributed to new teachers’ feelings and perceptions. This underscored thenogorta

of broad participation and investment in new teachers’ success.
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Principal role. The principal plays the critical role in cultivating such a climate,
by providing the context, purpose, and support for mentors and new teachers to meet.
Specifically, principals (a) hold mentors accountable for following through on thei
responsibilities (Lindgren, 2005, Youngs, 2007), (b) appropriately assign mentors and
new teachers (Gray & Gray, 1985; Osgood, 2001), (c) establish and communiaate clea
purpose (Feiman-Nemser, 2001b; Prestine & Nelson, 2005, (d) allocate sufficeet tim
the program (Arends & Regazio-DiGilio, 2000), and (e) evaluate mentor program
outcomes (Kilburg & Hancock, 2006; Trenta, et al., 2002).

In this research study, the principal role was fulfilled by the division
administrators. New teachers identified the division administrators as kegnicés in
their development. Availability through a regularly scheduled meetingngnkss to
devote time and attention, support, and affirmation were actions valued by new teache
participants.

Informal mentor networksAn unexpected outcome of this research study was the
degree to which new teachers relied upon a network of self-selected informalsnentor
both internal and external to the school. Klug and Salzman (1991) contrasted mentoring
programs with formal and informal structures. Results related to teachiing ski
development and changes in new teacher perceptions indicated greater socthgghf
structure programs.

In this research study, all new teachers identified informal mentor networks, s
quite extensive, that they routinely accessed in addition to their formal mentactsont

Informal mentors were most often selected and accessed to addressi@arspedif
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whether technical or supportive. Odell and Ferraro (1992) found emotional support was a
key element to development of identity and long-term retention of new teaches. N
teachers’ informal mentors who were external to the school were individualg/agim

they had pre-existing relationships. Trust, not judging the new teachéos'sact
unconditional emotional support, and an understanding of confidentiality were implicit to
external informal mentors.

Algozzine, Gretes, Queen, and Cowan-Hathcock (2007) found that new teachers
rated “individual, focused, and specific opportunities... more favorably than ... diffuse,
collective, and diverse” ones (p. 139). New teachers preferred induction practices tha
were tailored to fit their particular circumstances and needs. Finargshis research
study suggested that new teachers selected informal mentors to fulfiicspexas of
need. School-sponsored activities had the potential to fall into the category o diffiis
collective.

Social mentor role.The social mentor role, unique to The Eastern School setting,
provided evidence of lack of influence and lack of clear definition. The professional
mentor role, well defined and assigned specific responsibilities, estabéigbemal
framework for mentoring to occur and relationship to develop. The social mentor role
with less definition and responsibility did not offer a similar framework, and new
teachers instead self-selected informal mentors, in many caseshwith tvey had a pre-
existing relationship, to answer technical needs and offer emotional encounageche

support.
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Sundli (2007) found that when mentor roles were not well framed and mentors
were not well trained, mentoring could become a hindrance to new teachers’ professiona
growth rather than a support. Tillman (2001) identified the same phenomena in cross-
race mentoring contexts. lll-defined and poorly executed, the social mertat fidhe
Eastern School carried the risk for actually being detrimental to the gevetd of new
teachers, particularly for new teachers of color. This will be addressearendetail in
the section, “Implications for Practice.”

Cross-Race Mentoring

This research study contrasted the experiences of new teacher of coldrhitgh
colleagues involved together in an induction and mentoring program. While many
researchers share a general consensus of the importance of teach¢y diueosing
pupil diversity, limited research exists on cross-race mentoring asre esupporting
the diversification of the teacher force in K-12 school contexts. A theoretoativork
for cross-race mentoring exists in research on business environments, sdciaha/
counseling, and university teaching. The latter is almost exclusivelictedtto self-
examinations of single mentor-protégé pairs, and thus somewhat limited in its
applicability to school-wide or district-wide K-12 settings.

Cross-race mentoring “requires extra sensitivity”, familiaritthwdiversity work,
“reflection on the meaning(s) of white privilege”, and “is built on a relatigrishi sense
of responsibility, the ability to take perspective, “help[ing] others achievegbais”,
and being an ally (Stanley & Lincoln, 2005, pp. 40-42). The “ability of entry-level

employees is increased by mentoring”, particularly when the wokfsrdiverse (Athey,
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Avery, & Zemsky, 2000, p. 765; Salomon & Schork, 2003; Wanguri, 1996). Protégés
express greater satisfaction when they perceive interpersonal siesilaith their

mentors (Ensher & Murphy, 1997). Ensher, Grant-Vallone, and Marelich (2002) found
that “perceived attitudinal similarity was a better predictor of pratéggdisfaction with

and support received from their mentors than was demographic similarity” (p. 1407).
This was certainly true for this research study in the case of the feessfd social

mentor dyads — success generally resulted from affinity of intere$e stdtion.

When considering a variety of mentor/supervisor factors, such as diversity
training, ethnic self-identity, and personal experiences that lead to ident#tippment,
Chrobot-Mason (2004) found that white mentors/supervisors were more effective
working with people of color when they had clearer sense of own ethnic identitys In thi
research study, participants routinely indicated they did not perceive the school-
sponsored diversity training to be of any influence in their or their mentorssIc

Kalev, Dobbin, and Kelly (2006) found successful organizations cultivated a
broad (organization-wide) sense of responsibility for diversity. M. Brosnasofpe
communication, February 15, 2006) agreed this was important in school settings. Int
research study, it was evident to the researcher-participant that broathemesas
present; however, this was not directly identified other than by inference of the
participants. New teachers of color perceived broad affirmation for fi@itseand
respect for their contribution to the school community.

Trust and acknowledgment of white privilege can be critical to successfat cros

race mentoring, according to Johnson-Bailey, Cervero, and Baugh (2004). Neerseac
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of color in this research study indicated trust, openness to their perspectives, non-
judgmental listening, and legitimizing their concerns were esseotialéntors working
with new teachers of color.

“Ethnic-specific” support and affinity-group network opportunities increase
teacher of color recruitment and retention (Case, Shive, Ingebrestson, & Si88ge p.
54) as well as in business (Friedman, Kane, & Cornfield, 1998; Thomas, 1990).
Interestingly, this idea was presented directly to new teachers of tdloe &astern
School and none agreed this would be of benefit.

Researchers have found that Black professionals experience partididattylif
in the mentoring process. Viator (2001) found that Black accountants experienced
greater difficulty developing informal mentor relationships than their vdateterparts,
resulting in increased job dissatisfaction and greater likelihood of ledengofession.
In contrast to Viator’s study, participants of color in this study actuddigtified a
greater number and a greater diversity of informal mentors, although nopaartscself-
identified as Black racial identity alone; one participant self-idextiis Mixed Black
and Latino.

Again, new teachers of color expressed mentor relationships worked effectively
as a result of their assertiveness. Passivity was not seen as an optiaerénthe
controlling agent in the success of their mentor relationships. This, in the opinion of the
researcher-participant, is the most important finding from this line of inuntyvo
reasons. First, it speaks to an issue of unrecognized White privilege. Whiteacbers

did not feel the same sense of urgency: they could passively await support to bappen t
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them. It also indicates a fear that without assertiveness, support forasherseof color
might not have happened. Trust was present, but only to a certain point. This
unexpected outcome deserves further attention.

The phenomenon of cross-race mentoring in K-12 contexts is an under-studied
area. Given the plethora of research related to mentoring, it is fasgirgatively little
is related to mentoring across race. The researcher-participant rendsithis as an
area for further study.

Limitations

This research study had a number of limiting factors that have potentias effect
its generalizability to other settings and had the possibility of imgacgiability and
validity during the research study period. Limitations included (a) atshaftthe
research study context, (b) elements of the research study design, &edxition and
biases of the researcher-participant. This section presents (ajidinstaf the research
study, (b) how these had the potential to affect validity and reliability oedearch
study, and (c) strategies the research-participant employed to enhéditg &nd
reliability.

The research study occurred in a single independent elementary school, a fact
which limits generalizability of findings to other settings, most notalpyldic school.
Teachers at The Eastern School, for example, were not required to hold teaching
credentials, but were expected to hold degrees in their content areas. The induction
program developed by the leadership project team was designed and implemented by

choice rather than in adherence to state or federal mandates. Its desigmbhad uni
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features, such as distinct professional and social mentor roles, that may resdm jpr

other settings. Merriam (1998) explained external validity as “the exteritith whe

findings of one study can be applied to other situations” (p. 207), and unique attributes of
this research study context influenced its external reliability.

Merriam defined internal validity as the degree to which “research findinghma
reality” and suggested triangulation, member checks, long-term observation, peer
examination, and clarifying researcher biases as means to increasyg aid201-204).
The researcher-participant designed this research study with thésgistran place.
However, the intersection of research design with the reality of a school imaamot all
strategies functioned without mishap. Not all participants completed joumals a
thoroughly as others due to other commitments and time constraints. Two participants
did not complete the final questionnaire in its entirety, possibly due to a techrnacal er
with the web-based survey provider. Rather than disqualify and discard incomplete
responses, the researcher-participant elected to use the incomplete respenses
possible. Not every interaction between mentors and new teachers was observed due to
time and scheduling constraints; however, the researcher did observe at least one
representative interaction for each professional mentor-new teacher paies@éaecher-
participant did not observe any interactions between social mentors and newsteache
With the lack of structure and formality to that relationship, it was impossilslehtedule
an observation of an interaction.

Merriam (1998) framed reliability as “the extent to which reseanchrigs can be

replicated” (p. 205) and suggested dependability and consistency were betseioter



194

describe reliability for qualitative research. Again, the reseaqdnticipant used
triangulation as a strategy to enhance dependability and consistencyesgéaecher-
participant recognized his role as an administrator in the research stueyt @ a
participant in the leadership project to reform induction and mentoring both had the
potential to affect dependability. As an administrator in the researchaintbxt, the
research-participant hired all new teacher participants and superViseshtor
participants. In some cases, this may have influenced participant resp@sts de
measures taken to guarantee confidentiality and anonymity. For exasphentioned
previously, it might have been difficult for a participant to reduce the signdecaf the
research-participant’s influence as a supervisor while the resepattieipant was
present in the room administering the mentor network instrument. Where possible, as in
the case of the end-of-year questionnaire, the researcher-particpectied responses
anonymously to enhance reliability and validity.

The researcher-participant also recognized that simply drawing@ttémthe
importance of induction and mentoring and mentoring in cross-race contexts had the
potential to influence the research study outcomes, particularly the bomaaierunity’s
participation in supporting new teachers. The researcher-participantaefiecether
the broader community’s investment in mentoring of new teachers was a result of the
work of the leadership project team or the attention that the research study drew
induction and mentoring or a combination of both. Likewise, the researcher-participant
recognized that drawing attention to the experiences of new teachersrdiffesd by

racial identity had the potential to influence outcomes. At one point, a new teacher of
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color commented, “You know, this isn’'t as much about race, you know being of color, as
you’re making it out to be” (new teacher interview). This comment indicated to the
researcher-participant that drawing attention to the phenomena of cross-racenge
by studying it potentially influenced the perceptions of the research stutypgaants.
Implications

The findings of this research study suggested a number of implications for
practice, policy, further research, and the research-participant’'s oderség. This
researcher-participant discusses implications in this section.
Implications for Practice

The research study findings underscored the importance of induction and
mentoring in the development and retention of new teachers. All new teacher
participants in the research study were still working at The Eastern Seloogars after
the research study period. The research study suggested that an induction prsiggram de
focused on mentoring as the primary vehicle for induction was effective undeulaart
conditions. The successful elements of the Eastern School induction program featured
high structure in terms of (a) clear goals, (b) well defined roles and reslitiasi (c)
accountability for fulfilling responsibilities, (d) administrative atien and visibility, (e)
training for mentors, (f) focus on professional development, and (g) regular feedbac
mentors and new teachers. Broad investment and participation were sigtaficant
program outcomes, as revealed by the research study.

Mentoring is a professional practice that is different from teaching aotes/

adult learning. The research study results suggested that mentor trairdingg hol
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mentors accountable, and clearly defining mentor roles and responsibilitiesfieetee
strategies. The professional mentor role differed from the social metaon rall three
dimensions. Social mentors were not addressed as fully in training as prolessiona
mentors, administrators met regularly with professional mentors to provide ¢&dullia
also to guarantee follow-through, and the leadership project team delineatasgipnaie
mentor roles and responsibilities more clearly. The comparative failure d¢la
mentor role accentuated the importance of these dimensions of mentoring asgmalfess
practice.

Administrators emphasized that everyone in the community was responsible for
the success of new teachers. The results of the research study suggedesthers
flourish in a climate of shared responsibility and investment. New teachers develope
extensive informal mentor networks largely because no one would say no when asked for
help. Faculty and staff dropped what they were doing, listened, talked, and ahswere
guestions when and where the new teachers needed assistance. A question about a lesson
or the needs of a child generally carries with it a sense of urgency and caringottilvai
the next regularly scheduled meeting. The research study outcomes sliggelsta
climate results from administrators and instructional leadership openlysdisg
universal investment and participation and modeling this commitment in their own
priorities and actions.

With respect to mentoring and induction of new teachers of color, the research
study suggested that schools engaged in such work must be clear with theimicitent a

cultivate broad investment in the plan. Affirmation from all constituents — students,
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parents, colleagues, and administrators — was influential in the feelidhgea®eptions
held by new teachers of color at the end of their first year. Without cleat tota
diversity program and broad participation by all members of a community, such
affirmation is unlikely to occur spontaneously.

Likewise, the teachers of color who patrticipated in the research studysedgres
fears related to being the only one and bearing a burden of representation. They
suggested administrators can help new teachers of color overcome the &y fgaenly
talking with them about them and recognizing the additional pressure that nesults f
being a person of color in a predominantly White organization. While participants did
not recognize the diversity training as a major influence in their exjoey, it does
require diversity training for colleagues and administrators to understdnd an
acknowledge White privilege and to reach a point where such conversations might occur.
Administrators in schools considering such diversity work might consider themtions
carefully, craft appropriate goals, and cultivate broad investment befareeemdgiting
the first faculty member of color.

Implications for Policy

NCLB and state reform initiatives have recognized the need for induction and
mentoring, as have independent school principles of good practice and accreditation
agencies. However, the literature suggested that these programs ee@udng the
first cut in tight budget years (Nevins, Patterson, & Chorney, 2007). School leadsrs
protect mentoring programs and educate their communities and governing boards about

their importance — establish the public policy imperative to support mentoring as a
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professional practice. Itis only then that time and funding will be adequitsigtad

for high quality mentoring. Training mentors in adult development and provide
opportunities for mentor collaboration and reflection are also critical adbons
practitioners. This research study emphasized the importance of suchnsaythe
first-year success and retention of new teachers. Its outcomes suggasitediittion

and mentoring should be fought for and preserved by administrators seekingiuegiar
new teacher quality and the learning experience of children in their classroo

Given changes in schools and specifically new teacher induction in recent
decades, the NEA and AASA Codes, written in 1975 and 1981 respectively and prior to
the school reform movement, are lacking in guidance on the subject of induction,
mentoring, and mentoring in cross-race contexts. Attention to these ethiss code
invaluable sources of guidance to educators, is suggested by the importartemplace
induction and mentoring in social science research.

With respect to diversification of faculties and mentoring in cross-race ¢entex
this research study suggests that educational leaders must begin layiggtheoad
support for teacher diversity. It cannot be assumed that simply because a sisit®ol ex
an urban or a diverse community that this support is present. Providing opportunities for
teachers and mentors to examine their own ethnic identity and examine isswes of ra
justice, and equity are important next steps. It is perhaps more importanidataed to
work toward a climate that openly examines bias, privilege, and divesitgsshan it is
for school leaders to endeavor to blindly diversify a faculty. Color blindness is an

inherent privilege — to be blind to color and thus ignore the need to critically examine
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what it means to be white and privileged is to deny the experience of whainis hocbe
of color. To authentically pursue faculty diversification and mentoring of faotiktolor
in integrity, a school community must first journey the road of self-examinatin a
vigilance with respect to equity and justice issues.
Implications for Further Research

There is an extensive research base examining mentoring and inductioral Sever
areas did emerge, though, as possible lines of additional inquiry. The firstesr &éaw
schools cultivate a climate in which new teachers develop informal mentarkeivwA
second area was under what circumstances new teachers seek agsistasek-
selected informal mentors as compared to school-assigned formal meritods.the
degree to which mutuality influences new teacher learning and retentidineand
conditions under which mutuality develops best. Fourth, the transition of meotors fr
teachers of children to teachers of teachers. And lastly, the degree to whichstéra E
School induction program contributed to new teachers’ development on its own learning
to teach tasks would be worthwhile for additional inquiry.

Mentoring as it occurs in cross-race contexts has received lidfgiatt in
educational settings. This study suggested several implications fac@aad policy,
but cross-race mentoring deserves more attention within schools. Thisdslady
important considering the changing U.S. demographics presented in Chapter One.
Likewise, the phenomenon of new teachers of color stating the need to approach

mentoring and induction assertively deserves further attention.
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Ingersoll & Kralik (2004) and Smith & Ingersoll (2004) assert that, given the
complexity of interactions within mentoring and induction programs, most studies are
seriously limited by lack of controlling for variables; likewise, studibgtvdo not
include a control group are difficult to generalize from. Research should cotdinue
examine how adult learning occurs within mentoring relationships and the factors that
contribute to optimal learning conditions. How student achievement is connected to
teacher mentoring is an area for additional study. Ballou and Podgursky (E368hat
few comparisons exist between public and private settings on measuresamside f
student performance, such as teacher mentoring. Indeed, independent schoolslin gener
are not well studied, at least relative to public contexts.

Implications for Leadership

The research-study contained valuable lessons in leadership for thelresearc
participant. The long-term nature of the study was a meaningful lesson inedi$teus
on an issue. It was also important to recognize what sustained focus on an issue can do
within a community. The long-term focus on mentoring and induction did more for
promoting effective practices in The Eastern School than any one-day [moééss
development activity or consultant could have done. The program has become instilled
as part of what the school does. Likewise, attention to support of faculty of colar has, i
the researcher-participant’s estimation, contributed to a positive elforahew teachers
of color at The Eastern School. The starting point of a leadership projeciviaitiait

had broad participation, the researcher-participant believes was thatiostigr the
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current community-wide investment in new teacher success. Sustainedrfiddooad
participation are two lessons for any major school reform initiative.

The researcher-participant also realized first-hand the damagautsedin
ineffective teacher has on a teaching partner and other colleaguesalgspden they
are new. In the case of Michelle, her teaching partner was struggtingas resistant to
working with her. The lack of collaboration and support was keenly felt by Michelle and
often made her question whether she was approaching her practice appropriagely
lack of a positive model in the classroom next door, where there were only two sections
of the same grade in the division, meant she did not have an effective model of how her
grade should function. Teacher quality is often touted as a correlate to students’
experience, but it also impacts new teacher experience as well. The imbesttirdHip
lesson is for low tolerance for long-term indicators of a struggling teacher

Personally, the researcher-participant learned firsthand the valkeseatch,
inquiry, and learning preceding action. In a world that favors quick fixes and easy
answers, adopting a thoughtful and careful approach to a problem of practice was a
valuable learning experience.

Conclusion

It bears repeating that the case of Fred and Lourdes represents the pfomise
schools in an increasingly multi-cultural America. One day, the rdeFaparticipants
hopes it will be commonplace to find teachers of different racial and ethnidigkent
working collaboratively in mentor-new teacher relationships in all kindshafads.

Open communication, mutual trust, and understanding across differences will need to
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pervade in these contexts. At the time of writing with the election of Presidesit B
Obama, that aspiration certainly seems closer to reality. Sustainab#ityierican
schools in their richness and complexity, both public and private, is contingent on
accessibility and relevance to all Americans regardless of racmitideUntil the
teacher force reflects a similar richness and complexity in all schoolsishéthose in

urban settings, this dream will stop short of reality.
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APPENDIX A
Informed Consent for the Research Study on Beginning Teacher Induction

You are invited to participate in a research study examining the beginningrteach
induction program at The Eastern School. This is a qualitative study alignedywvith m
doctoral work at Boston College. It will form the basis of the researchyfor m
dissertation and is being conducted under the supervision of Dr. Elizabeth Twomey.

The purpose of the study is to determine how a beginning teacher induction program
impacts new faculty at an independent school. The research has a spagficrfdow
orientation activities and mentoring engage new faculty of color. | amrgajluata

through a variety of means: questionnaire, interviews, observations, reflectvalijogy

focus group activities, and the examination of documents. It is my hope that the data
collected will guide our decisions on how to improve induction practices and best support
new faculty of color at The Eastern School.

The exact amount of time required will vary according to the role of each panticilt
IS my intent to respect your time and to inform you in advance of a specitityact the
time required. There is no financial payment for participation, although it is lyoped
contributions to the study will enhance the experience of future new teachées at T
Eastern School.

You are free to ask questions at any time, and you can withdraw from the stugy at an
point. Your participation or withdrawal will have no impact on your performanee as
school employee. Some activities will be audio-taped for the purpose of alscurate
collecting data, and | will provide you with a transcription for you to reviewoitsent

for accuracy. Your confidentiality and anonymity are guaranteed; the nahe suffitool
and the participants will be camouflaged in the final report. Thank you for your
consideration, involvement, and time.

Signature of Participant:

Print Name:

Date:




204

APPENDIX B

Recent Hire Focus Group Protocol

Qualifying criteria:

1. Hired within last five years.

2. Currently a lead teacher.

3. Consented to participate.

Purposes:

1. To collect pre-intervention data.

2. To find out what being new to The Eastern School was like for new teachers prior
to intervention.

3. To determine the extent that the previous model impacted their feelings of
professional satisfaction, efficacy, and connection to the community.

4. To determine the degree to which they formed a relationship with their mentors

Protocol:

1. Explain purpose.

2. Review informed consent protections.

3. Call attention to the fact that activity is being recorded and why.

4. Set time limit.

5. Set ground rules for group discussion.
a. One speaker at a time
b. Active listening
c. Speak from the “I” perspective
d. Respect others’ experience
e. Lean into discomfort
f. If you want to pass, that's OK
g. What's said in room stays in room

6. Questions:
a. Round robin focus on a feeling — finish phrase — “During my first year | often

felt...”

b. What stands out in your mind most from orientation?
c. How many times did you see your professional mentor during the first year
d. Using a word or a phrase, describe your relationship with your professional

mentor.
e. In what ways could we have better prepared you for your first year?
In what ways did orientation and mentoring help you feel effective as a
teacher?
g. In what ways did orientation and mentoring help you feel connected to the
school community?
h. What else do you feel the school should do in support of new teachers?

-
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APPENDIX C1

New Teacher Interview Protocol

Qualifying criteria:
1. Hired as teacher or assistant at start of research study period.
2. Consented to participate.

Purpose:

1. To gather data related to research questions from beginning teacher pasticipa

Protocol:

agrwnE

a.

K.
l.

m.

Explain purpose.

Review informed consent protections.

Call attention to the fact that activity is being recorded and why.
Set time limit.

Questions:

Look at pictograph and identify the most significant mentors to you this year
in terms of the amount of time you have spent with them and the effectiveness
and value of the relationship to you professionally. Change the size of the
circle base on the degree of impact - larger for greater impact, sioalless.
Who is not on here? That can include mentor support outside of Eastern.

In a few words or phrases, how would you describe your relationship with
each person on the pictograph, including those you have added?

Think of the most effective mentoring contact you’'ve had so far this year —
this can be with anyone on your pictograph. Who was it with?

Describe what happened.

Think of a mentoring experience that hasn’t worked well; where you've left
feeling deflated or undervalued. Describe what happened.

What are the characteristics or attitudes of the ideal mentor?

Describe how your feeling of being effective as a teacher hasethangr

the course of the year.

Describe your feeling of professional satisfaction with your job.

To what extent has your relationship with your support network contributed to
this?

Describe your feeling of connection to Eastern as a community.

To what extent have the activities to support new teachers contributed to this
feeling?

What should I be asking about the experience of new teachers Eastern?

6. Additional questions for new teachers of color:

a.
b.

What is the ideal mentor like for a faculty member of color?
Suppose this is next school year and | am a person of color sitting in
orientation. What would be going through my head?
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c. What things has Eastern done this year to support faculty of color
specifically?

d. If you were planning ways or activities to support faculty of color speliifica
at Eastern, what else would you add? (If interviewee does not mention
affinity groups, ask)
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APPENDIX C2

Mentor Network Instrument

Purposes:
1. To determine relative degree and nature of influence among formal mentor

sources.
2. To identify informal mentor sources and determine relative degree and oétur

influence.

Protocol:
This instrument is used as part of the Beginning Teacher Interview Protocol

Researcher will fill names in during interview, then camouflage foryaisal
reporting, and storage.

Prompt:
Look at graphic that shows formal mentor relationships — professional and social

mentors, division administrator, instruction leader(s), and head of school. Identify
your most significant mentors in terms of the amount of time you spend with them
and the effectiveness and value of the relationship to you professionally. Make
the size of circle larger for greater influence, smaller for less tvela each

other.

As you adjust the size of each circle, describe the relationship using a few
sentences, phrases or adjectives.

Who is not on here? Anyone who has served informally in a mentor role?
Describe those relationships as you add informal mentors.



Sample:

Professional
mentor name

Division Head
name

Humanities

Chair name

Math Chair
name

New teacher
name

Social Mentor
name

Head of

School name

208
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APPENDIX D
Interview Protocol with Instructional Leaders and Professional Mentors

Qualifying criteria:
1. Currently serving as an instructional leader or professional mentor workiimg wi
new teacher participant in the research study.
2. Consented to participate.

Purpose:
1. To collect data regarding perceptions of beginning teacher induction from primary
mentors.

Protocol:

Explain purpose.

Review informed consent protections.

Call attention to the fact that activity is being recorded and why.

Set time limit.

Questions:

a. Describe your perceptions about the change in the number and needs of new
teachers over the last five years.

b. How do you feel the level of support for new teachers offered at Shore has
changed over the same time period?

c. What are the ideal characteristics and attitudes of a professional mentor /
instructional leader for a new faculty member?

d. Would you add any attributes for a mentor of a new faculty member of color?

e. What are the most important actions a mentor can take in support of a new
teacher?

f. In what ways do we build up a new faculty member’s effectiveness as a
teacher?

g. In what ways do we promote new teachers’ connection to the community?

h. How would you describe your relationship with your new teacher?

i. If you were to recommend improvements to the current induction program,
what would they be?

].  What questions have | not asked that you believe are important to
understanding your work with new teachers?

agrwnPE
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APPENDIX E
Reflection Journal Protocol

Procedure for reflection journal:

Each week during the research study period, record your thoughts and feeliamgsngert

to your work with the people formally supporting you during your first yearaahtieg -

your mentors, instructional leaders, and division administrators. Note meb@hgsu

have, topics discussed, and most importantly how these activities are helping you in your
development as a new teacher.

Also, at some point prior to each due date, reflect on the prompts below and write a
response to each.

Turn in a copy of your journal to the collection box in the Office by mid-January, mid
April, and the beginning of June.

Feel free to handwrite or compose on the computer. Do not worry about spelling,
grammar, or structure — just focus on getting your thoughts down on paper. Thank you.

Reflection Journal 1 Prompts: (before due date in January)
Think back to your hire, early communication, and orientation. What advice
would you give to the school about hiring new teachers and making them feel
included in the community and supported professionally to teach?

Think back to the fall. Is there an event that you feel was your first sutogss s
as a teacher? A great lesson, a student you reached, a good connection with a
parent, or something else? Describe the event and why it made you feel
successful. Who did you most want to share this success with?

Reflection Journal 2 Prompt: (before due date in April)
What do you take home with you after an average day of teaching? Don't think
about the books and papers. Identify the feelings, positive and negative, the
impressions, the baggage that lingers after working with kids all day long.
Perhaps take the angle of reflecting on a specific memorable day. Oderonsi
how do you feel on Sunday night with a full week of teaching ahead of you?

Reflection Journal 3 Prompt: (before due date in June)
In what ways do you describe yourself professionally as a teacher taigoaisf
or family? Has this changed in any way over the course of your fast ye
teaching at the school?
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APPENDIX F
Mentor-New Teacher Observation Protocol

Qualifying criteria:
1. Interaction between new teacher participant and a formal assigned mentor.
2. Consented to participate.

Purpose:

To observe at least one interaction between a new teacher participant andlg forma
assigned mentor. To observe actual mentor attributes and behaviors and intetettions t
influence new teachers’ feelings of satisfaction, efficacy, and coonecti

Protocol:
1. Explain purpose.
2. Review informed consent protections.
3. Call attention to the fact that activity is being recorded and why.
4. Researcher-participant observation guide:
What is the purpose of the interaction?
What is the role of the mentor?
What is the role of the new teacher?
What are significant behaviors or attributes displayed by the mentor?
In what ways is this interaction influencing new teacher’s professional
satisfaction, efficacy, or connection to the school community?

PO T®
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APPENDIX G
New Teacher Final Questionnaire

Background Information

YES NO

=

Are you a lead teacher?

N

Are you an assistant?

3. Have you self-identified as a person of color for the
purposes of this research study?

Connection, Satisfaction, and Efficacy

Rate your feelings about the following:

None Low Moderate High

Your connection to the
school community

Your professional
satisfaction

Your sense of efficacy

Describe how working with your professional mentor and social mentor have influence
your feelings of connection, satisfaction, and efficacy.

Efficacy
Efficacy describes your perception of your own ability to function effelitias a

teacher. How much did the following induction activities contribute to your sense of
efficacy?

No Little Some Significant
contribution | contribution | contribution | contribution

Pre-service contact

New employee
orientation

Diversity training

Professional mentor
support

Social mentor support

Other peer support

Department chair
support

Meetings with
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division administrator

October follow-up
with head of school

Professional
development in
faculty meetings

Outside professional
development

Observations and
feedback from
colleagues

Observations and
feedback from
administrators

Annual review with
division administrator

Connection to School Community

How much did the following activities or interactions influence your feelings of

connection to the community?

No A little Some Significant
influence | influence | influence | Influence
Pre-service contact
Orientation activities
Professional mentor
Social mentor
Colleagues
Administrators
Students
Parents
Within school
Outside of school
Professional Satisfaction
Rate how professionally satisfied you are with your first year?
Not Somewhat| Satisfied Very
satisfied | satisfied satisfied

Professional satisfaction

Mentor Support
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Which attributes or behaviors did you find helpful in your professional mentor?

Helpful

Not
helpful

Not
applicable

Friendly

Kept professional distance

Developed personal relationship

Approachable

Experienced

Perceived by colleagues to be effective

Older than you

Same age as you

Same racial identity as you

Different racial identity than you

Sensitive

Willing to give critical feedback

Attentive

Available

Had participated in diversity training

Teaches at same grade level

Teaches in similar subject area

Similar teaching style to you

Willing to offer advice

Helped you problem solve

Let you figure it out on your own

Which attributes or behaviors did you find he

Ipful in your social mento

r?

Helpful

Not
helpful

Not
applicable

Friendly

Kept professional distance

Developed personal relationship

Approachable

Experienced

Perceived by colleagues to be effective

Older than you

Same age as you

Same racial identity as you

Different racial identity than you

Sensitive

Willing to give critical feedback

Attentive

Available
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Had participated in diversity training

Teaches at same grade level

Teaches in similar subject area

Similar teaching style to you

Willing to offer advice

Helped you problem solve

Let you figure it out on your own
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Timeline of Actions within the Leadership Project
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Spring/Early Summer 2006

Summer 2006

Early fall®00

October 2006

November 2006

December 2006

= Held preliminary
conversations with
administration regarding
current state of new
teacher orientation and
mentoring given recent
examples of struggling
beginning teachers

= Held preliminary
conversations with
instructional leadership
about recent examples o
struggling beginning
teachers and the need fo
better support

= Formed leadership
project team consisting 0]
administrators and
instructional leadership t
investigate new program
of induction and
mentoring

r

f

Conducted review of
literature on best practice
in teacher induction and
mentoring

Met with focus group of
recently hired teachers tqg
gather baseline data on
induction and mentoring
Leadership project team
held two planning
sessions to outline
induction and mentoring
goals, program structure,
roles and responsibilities
orientation activities,
mentor training
Discussed need for Year
Il mentoring; agreed to
revisit topic spring 2007
Sent notes from meeting
to full administrative
team for review;
incorporated comments
into final plan

Prepared proposal for fal
administrative team
planning retreat

= Leadership project team
organized mentor trainingj;

reported back to division
administrators; finalized
plans for new teacher
orientation

Administrative team
revised new employee an
employee orientations
according to leadership
project team
recommendations

New Employee
Orientation; topics
focused on mission,
philosophy, school
culture, diversity (NCBI),
communication,
procedures/policies,
classroom management,
classroom organization
Opening Division
Meetings: supporting new
teachers

Held mentor training;
mentor feed-back used to|
enhance induction

Study skills specialists
held workshops for new
teachers and assistants o
accommodating individua|
differences

Instructional leadership
began to meet with new
faculty

September faculty
meeting topics: Back to
School Night and
narrative writing

b

Elementary division
administrator began to
meet weekly with
assistants to review
progress, answer
questions, and offer mini
workshops on novice
teacher topics (on-going)
Within first six weeks,
professional mentors
observed new teachers
and met to provide
feedback; new teachers
observed professional
mentors

Instructional leaders
observed at least once
Division administrators
began walk-thrus and
semi-weekly meetings
with new teachers (on-
going)

October faculty meeting
topics: conferences and
student assessment
Division administrators
began meeting with
instructional leaders to
coach them on mentoring
(on-going); highlighted
events for mentors in
newsletters (on-going)
Head of school met with
new faculty/staff and
social mentors for
celebration of first month
of school and check-in

Division administrators
and instructional
leadership continued to
meetings - focus was
follow-up to parent
conferences and
preparing for narrative
writing

Faculty meetings: The
content of narratives and
student writing
Instructional leadership
team meeting:
Researcher-participant
presented to instructional
leadership team on how
to develop new teacher
efficacy

Professional mentors
observed new teachers g
second time and met
formally to offer
feedback

Division administrators
observed new teachers
and offered formal
feedback at regular
meetings

Division administrators
met weekly to discuss
mentoring, new teacher
progress (on-going), and
to evaluate new program
reported to administrative
team

Division administrators
continued meetings with
new teachers and
instructional leaders
Faculty meetings:
Intelligence and learning
Instructional leaders
completed observations
and feedback with new
teachers

All new and veteran
teachers of color invited
to attend NAIS-sponsore
People of Color
Conference

)




217

Timeline of Actions within the Leadership Project (January 2007-Summer 2007)

January 2007

February 2007

March 2007

April 2007

y BRO7

Summer 2007

= Division administrators
continued meetings with
new teachers and
instructional leaders

= Faculty meetings: Rick
LaVoie video FAT City
on learning disabilities

= Instructional leaders
continued meeting with
new teachers — at this
time these meetings
became increasingly
informal

Division administrators
continued meetings with
new teachers and
instructional leaders
Faculty meetings:
February parent
conference / differences
from fall / grounds for
recommending summer
work

Instructional leaders
continued meeting with
new teachers

= Division administrators
continued meetings with
new teachers and
instructional leaders

= Faculty meeting®liver
Button is Stawideo in
preparation for March
workshop on Human
Sexuality in the
Curriculum

= Division administrators

continued meetings with
new teachers and
instructional leaders
Faculty meetings:
Reminder to mentors to
review end-of-year events
with new teachers; US —
awards criteria

Division administrators
met to evaluate induction
and mentoring for this
year; discussed meeting
with instructional
leadership team to
evaluate with
instructional leadership
and plan for continuation
of mentoring in Year Il
Administrative team
retreat — major topics:
induction and mentoring
for next year; evaluation
of 06-07 program;

weakness of social mentor

role; how to continue
mentoring in Year IlI; how|
to use second-year
teachers in mentoring
capacity

Division administrators
held annual reviews with
new teachers; discussed
Year Il faculty
evaluations

Faculty meetings: End-of
year events

Division administrators
met to plan for
instructional leadership
team meeting in June
Met with focus group of
06-07 social mentors to
evaluate role and make
recommendations to
instructional leadership
team and administrative
team for its revision

= Collaborated with

instructional; leadership
team to evaluate 06-07
induction program and
plan for Year Il
mentoring of second-yea
teachers

Division administrators
held planning sessions in
summer to restructure
mentor roles, plan for
Year Il support,
restructure Year Il faculty
evaluation to support
development of high-
quality faculty; possible
continuation of mentoring
into Year lll for teachers
with need
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