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ABSTRACT
The purpose of this basic narrative qualitative study was to explore the experiences of
first- and second-year teachers and mentors regarding professional learning and new
teacher mentoring programs from three highly effective schools in the state of Missouri
through personal interviews and related documents. The three highly effective schools
were U.S. Department of Education Blue Ribbon School Award winners. The central
qualitative question driving the research was this: What are the experiences of first- and
second-year teachers and mentors regarding new teacher mentoring programs in the state
of Missouri? This study aimed to explore the gap in research regarding new teacher
mentoring experiences and related professional learning in Missouri school districts.
Exploring teacher experiences regarding effective mentoring programs established the
importance of maintaining a culture of continuous professional learning to develop and
increase teacher quality (Darling-Hammond et al., 2017; Donohoo, 2017; Hattie, 2012).
This study established school district leaders must be purposeful and intentional in their
mentoring programs when providing new teachers time for collaboration, relationships,
instructional practices around data, support and encouragement, feedback, and reflection

time, along with establishing strong building leadership.
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CHAPTER ONE
INTRODUCTION

New teachers across the country are entering classrooms at the beginning of each
school year with a sense of excitement and nervous energy (Wong & Wong, 2018). This
positive atmosphere creates enthusiasm, which translates to other staff members in the
building. Unfortunately, in many cases new teachers lose their sense of purpose and
calling within the first year of their teaching career (Britt-Stevens, 2014; Dudick, 2016;
Ingersoll, 2001; Perry, 2016; Zembytska, 2016). The Missouri Department of
Elementary and Secondary Education (2017b, 2019) reported first-year teacher retention
rates ranged between 60.5% and 65.9% from 2012 to 2016 (Shuls, 2019). Missouri
teachers with less than 10 years of teaching experience make up approximately 49.9% of
educators (Missouri DESE, 2018).

Wong and Wong (2018) reported 50% of teachers leave the education profession
by their fifth year. New teachers are experiencing a diminished sense of fatigue without
support (O’Quinn, 2018). Beginning teachers need to be encouraged and supported,
which allows them to grow into high-quality educators with multiple tools from which to
draw (Dudick, 2016). Quality teachers understand schools exist for the sole purpose of
student learning and the single greatest effect on student learning is the effectiveness of
the teacher (Wong & Wong, 2018). Therefore, training quality teachers through effective
profession learning opportunities is vital (Danielson, 2019). Without supports, learning
to be an effective teacher is very difficult (Shanks et al., 2020). High-performing schools
intentionally develop and invest in the learning of their teachers (Darling-Hammond,

2013).



This basic narrative qualitative study explored the experiences of first- and
second-year teachers and mentors from three highly effective Missouri schools regarding
professional learning and new teacher mentoring programs.

Purposive sampling of participants was used from three highly effective schools within
the state of Missouri. Coordinators of new teacher programs were contacted by phone and
e-mail to obtain permission to conduct the study and provide names of first- and second-
year teachers along with their mentor staff members who met or exceeded highly
qualified educator status in relationship to leadership, experience, and training according
to Missouri DESE guidelines and the school’s evaluation system. The total number of
participants in this study was 12, which included six first- and second-year teachers and
six mentor teachers. The three schools ranged in size, demographics, funding, and
administrative support to reduce bias and weakness of the data and to gather diverse
perspectives (Creswell & Creswell, 2018). The three highly effective schools were
chosen by identifying schools who met the following criteria:

e National Blue-Ribbon School Award winner within the last 3 years;

e recognized formal mentoring program;

e specific training provided for mentor teachers; and

e written documentation provided to new teachers outlining professional

learning requirements for the school year.

Studies around the country (Britt-Stevens, 2014; Callahan, 2016; Darling-
Hammond et al., 2017; Dudick, 2016; Perry, 2016; Zhukova, 2018) have shown new
teacher mentoring programs have a positive effect on developing quality teachers when

implemented appropriately. Creating a culture in which teachers have opportunities for



continual learning is the likeliest way to inspire greater achievement in student learning
(Svendsen, 2020). Effective teachers create positive learning environments, which lead
to higher student achievement and success (Cochran-Smith et al., 2020; Pedota, 2015;
Perry, 2016). Based on research and numerous reports by several national education
agencies (Zembytska, 2016), of all the governmental programs and incentives used to
retain effective teachers in American public schools since the 1980s, new teacher
mentoring has proven to be the most highly efficient and cost effective (Zembytska,
2016). Without intentional guided support, learning to teach well is extremely difficult
for new teachers (Galamay-Cachola, Aduca, & Calauagan, 2018). Educational systems
that effectively support new teachers are able to retain teachers, which leads to improved
student academic achievement (Sowell, 2017). Although many schools employ teacher
mentoring programs, schools do not implement them adequately or with fidelity and
validity (New Teacher Center, 2016a; Zembytska, 2016). New teachers need to be
provided high levels of support and experiences that connect theory to practice (Young,
2020). Research-based strategies must be used in order to effectively train and support
beginning teachers (New Teacher Center, 2016a; Sowell, 2017). Establishing a culture of
continual learning for teachers is the best way to inspire higher student achievement
(Darling-Hammond, 2013).

High-performing school systems are strategic in their approach to developing
high-quality teachers (Darling-Hammond et al., 2017; Jensen, Sonnemann, Roberts-Hull,
& Hunter, 2016). The key to long-term successful schools was directly related to the way
new teachers entering the profession were trained and supported (Britt-Stevens, 2014;

Dudick, 2016; Irby et al., 2020; Leuchtmann, 2019; O’Quinn, 2018; Pedota, 2015; Perry,



2016; Zembytska, 2016; Zhukova, 2018). Teachers who feel like they are making a
difference in the lives of their students have higher job satisfaction rates and feel directly
connected to the efficacy of their profession (Darling-Hammond et al., 2017; Lowder,
2017; Monroe, 2017). High-performing school systems train and develop teachers and
instruction systematically (Darling-Hammond, 1998). It is vital for school systems to
put the necessary structures in place for learning to thrive (Dweck, 2016; Hoy & Miskel,
2008). To create an effective educational system, schools must be purposeful (Darling-
Hammond, 2013).

In order for schools to be effective learning organizations, they must create
structures that promote changes in an individual’s knowledge or behavior (Hoy &
Miskel, 2008). Teachers who are chosen as leaders in high-performing school systems
must be collaborative and are held accountable for student learning (Darling-Hammond,
2013; Jensen et al., 2016). School districts must implement recruitment strategies to help
draw talented and high-quality teacher graduates (Darling-Hammond, 2013). Mentoring
is a significant driver and component of professional learning in high-performing school
systems (Darling-Hammond et al., 2017; Jensen et al., 2016; Tennison, 2015).

In Chapter One, the researcher included a problem statement along with the
purpose and rationale for the qualitative study. It also included the researcher’s
theoretical framework, which was based on establishing a culture of continuous
professional learning to increase teacher quality, research questions, definition of key
terms that were used in the study, limitations, delimitations, assumptions, and design

controls, then concludes with a summary.



Theoretical Framework

The theoretical framework for this study was centered on the framework for
teaching, which is grounded on the vital importance of establishing a culture of
continuous professional learning to develop and increase teacher quality (Bandura, 1977;
Danielson, 2007, 2013; Darling-Hammond, 1998, 2010, 2013; Darling-Hammond et al.,
2017; Donohoo, 2017; Hattie, 2012; Wong & Wong, 2018). The complexity of teaching
involves continuous professional learning for teachers to remain up-to-date on effective
teaching strategies and to develop an understanding of how people learn (Danielson,
2007, 2013; Wong & Wong, 2018). By pulling together studies from more than 50 years
of theoretical research, Charlotte Danielson (2013) and Wong and Wong (2018)
identified qualities of effective teachers and the skills needed to promote improved
growth and student learning. The qualities of an effective teacher include having positive
expectations for students and knowledge of how to teach lessons for student mastery
(Wong & Wong, 2018). Developing quality teachers takes time and support, with each
developmental phrase building upon another, which requires effective professional
learning (Darling-Hammond et al., 2017; Wong & Wong, 2018).

There is a common set of strategies in high-performing school systems when
developing, supporting, and sustaining the learning and development of teachers and
school leaders (Danielson, 2007, 2013; Darling-Hammond et al., 2017). Within the
continuum for developing quality teachers, it is important to recruit talented and high-
quality educators, provide a solid foundation within preservice programs, and include
effective continuous professional learning opportunities (Darling-Hammond et al., 2017,

Wong & Wong, 2018). School districts must implement recruitment strategies to help



draw talented and high-quality teacher graduates (Darling-Hammond, 2013). New
teacher induction programs, professional learning for all teachers, specialized training for
new teachers, and a strong mentoring program are integral parts of the continuum for
developing and retaining quality teachers (Darling-Hammond, 1998; Darling-Hammond
etal., 2017; Donohoo, 2017; Hoy & Miskel, 2008).

High-performing school systems operate on the belief all teachers can learn and
improve their performance (Danielson, 2019; Darling-Hammond et al., 2017). They
invest in the profession of teaching and learning (Danielson, 2019; Darling-Hammond et
al., 2017). High-performing academic schools are strategic in their approach to
developing effective teachers (Wong & Wong, 2018). Effective school districts attribute
their success to the way new teachers were trained and supported (Danielson, 2019;
Darling-Hammond, 2013; Wong & Wong, 2018). Schools should become continuous
learning organizations that encourage teachers to work together to pursue-growth
opportunities that help develop their skills around student engagement strategies and
learning (Danielson, 2019). Collective teacher efficacy is the belief teachers can
positively influence students and make a difference over and above other educational
impacts of their homes and communities (Donohoo & Katz, 2017). Learning
organizations with high teacher efficacy are more willing to try new teaching methods
and are more accepting of change (Donohoo, 2017).

School districts must provide effective professional learning for their educators by
understanding the framework of how to develop a quality teacher (Wong & Wong, 2018).
Through the work of Charlotte Danielson’s (2007), The Framework for Teaching, and

Wong and Wong’s (2018), The First Days of School, the characteristics of an effective



teacher apply to all educators and must be grounded in quality professional learning.
Effective teachers recognize a school’s main purpose is to improve student learning and
the greatest effect on student learning and achievement is the quality of the teacher
(Wong & Wong, 2018). Therefore, training quality teachers through effective profession
learning opportunities is vital to transform schools into high-quality learning systems
(Danielson, 2019).
Problem Statement

Retaining effective and quality teachers has become a top priority for school
districts in the last several years as the cost of replacing and training teachers has become
a drain on school funds (Zembytska, 2016). The New Teacher Center (2016b) reported
only 29 states required some type of support for new teachers but most of them were
poorly implemented or infrequently executed (Leuchtmann, 2019). Almost one fourth of
educators leave the profession within the first 3 years of their career and report a lack of
effective training and administrative support as the chief cause of their dissatisfaction
(Britt-Stevens, 2014; Zembytska, 2016). Wong and Wong (2018) also reported 50% of
teachers leave the education profession by their fifth year. The lack of support for new
teachers has led to higher teacher attrition rates, which negatively affect student
achievement and cost school districts each year (Sowell, 2017; Zembytska, 2016).
Callahan (2016) stated the National Commission on Teaching and American’s Future
(NCTAF) estimated the average cost of replacing a teacher to be more than $12,000
while the cost of mentoring a new teacher was around $5,000 (Carr, Holmes, & Flynn,

2017).



Mentoring programs provide professional learning opportunities, but they vary in
the structure, time, and level of support provided for new teachers. Learning Forward’s
(n.d.) Standards for Professional Learning provided a comprehensive framework for
continuous professional learning to improve teacher quality using three overarching
standards: (a) context, (b) process, and (c) content (Lewis, 2018). School districts often
do not consider these research-based standards as lenses for how best to create effective
mentoring programs. This study explored the experiences of first- and second-year
teachers and mentors regarding new teacher mentoring programs using basic narrative
qualitative research through personal interviews and related documents from three high-
performing Missouri schools.

Gap in the literature. This study aimed to explore the gap in research regarding
new teacher mentoring experiences and related professional learning in Missouri school
districts today. Exploring teacher experiences regarding effective mentoring programs
will help define the approach for establishing a culture of continuous professional
learning to develop and increase teacher quality (Darling-Hammond et al., 2017;
Donohoo, 2017; Hattie, 2012). It is imperative school systems put the necessary
structures in place for learning to thrive (Dweck, 2016; Hoy & Miskel, 2008). School
districts are not assigning new teachers to effective and appropriately trained mentors and
they are not allocating the necessary funds for beginning teacher training (Sowell, 2017).
Studies have shown (Britt-Stevens, 2014; DeCesare, Workman, & McClelland, 2016;
New Teacher Center, 2016a), the components of an effective new teacher mentoring
program should include the following: multiyear mentoring, observations by the mentor

and mentee, professional development specific for beginning teachers, funding set aside



for new teacher training, professional teaching standards, specific contact time during the
school day with a mentor, and training for highly qualified mentors. Mentoring is a
significant driver of professional learning in high-performing school systems (Jensen et
al., 2016). Without intentional guided support, learning to teach well is extremely
difficult for new teachers (Galamay-Cachola et al., 2018). Creating a culture in which
teachers have opportunities for continual learning is the likeliest way to inspire greater
achievement in student learning (Svendsen, 2020). Research-based strategies must be
used in order to successfully train and support beginning teachers, which leads to
improved instructional practices (Sowell, 2017).

Need for the study. This study is also important and timely to school districts as
the American Institutes for Research (2016) has tracked teacher supply versus teacher
demand to be in decline since 2010 with almost 20% decreasing in the 2012-2013 school
year. Missouri DESE (2017b, 2019) reported first-year teacher retention rates ranged
between 60.5% and 65.9% from 2012 to 2016 (Shuls, 2019). Missouri teachers that have
less than 10 years’ teaching experience was 49.9% (Missouri DESE, 2018).

Purpose of the Study

The purpose of this basic narrative qualitative study was to explore the
experiences of first- and second-year teachers and mentors regarding professional
learning and new teacher mentoring programs in the state of Missouri through personal
interviews and related documents. This study was centered on the vital importance of
establishing a culture of continuous professional learning to develop and increase teacher
quality (Bandura, 1977; Danielson, 2013; Darling-Hammond et al., 2017; Donohoo, 2017;

Hattie, 2012; Wong & Wong, 2018). The continuum for developing and retaining quality



teachers establishes the value of providing effective professional learning for all teachers
but starts with recruiting quality beginning teachers and then focuses on maintaining a
solid foundation through teacher preparation programs and new teacher induction
programs. It is imperative school systems put the necessary structures in place for
teacher learning and development to thrive (Dweck, 2016; Hoy & Miskel, 2008).
Students learn more when teachers are actively engaged in the learning themselves
(Wong & Wong, 2018). Although many schools employ teacher mentoring programs,
schools do not implement them adequately or with fidelity and validity (New Teacher
Center, 2016a; Zembytska, 2016). Learning Forward’s (n.d.) Standards for Professional
Learning provided districts a blueprint for creating teacher support and is a key research
framework to consider when designing mentoring programs. Learning Forward has
structured the strategies for teacher professional learning by organizing them into three
broad standards: context, process, and content (Easton, 2015). These three overarching
professional learning standards bring teachers together in a collaborative learning
community to promote shared leadership, encourage data collection with research-based
decision making, guide knowledge of how people learn, prepare teachers to deepen
content knowledge, and create a supportive learning environment with high expectations
(Easton, 2015).

The necessity of this study was based on the shortage of people choosing
education as a career and the high turnover rate of teachers in school districts today
(O’Doherty & Harford, 2018). The greatest gains in student learning are attributed to
teachers who are more experienced, highly trained, and who stay together within their

school team (Darling-Hammond et al., 2017). Retaining effective and quality teachers
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has also become a top priority for school districts in the last several years as the cost of
replacing and training teachers has become a drain on school funds (Zembytska, 2016.)
The NCTAF estimated the cost of finding and training a new teacher to range from
$4,366 in some rural districts to $17,872 in large cities (NCTAF, 2007). Almost one
fourth of educators leave the profession within the first 3 years of their career and report a
lack of effective training and administrative support as a cause of their dissatisfaction
(Britt-Stevens, 2014; Zembytska, 2016). Wong and Wong (2018) reported 50% of new
teachers leave the profession within 5 years. New teacher mentoring and induction
methods have proven to be highly efficient and cost effective. According to Zembytska
(2016), mentoring is the core element to any new teacher program. The calculated return
on investment in the state of California when providing quality new teacher mentoring
programs is $1.66 for every dollar spent (Zembytska, 2016). Britt-Stevens (2014) stated
school districts must be intentional to establish policies and implement strategies aimed at
teacher retention in order to retain quality teachers.

Linda Darling-Hammond (2010) stated it is critically important to develop
policies that attract, retain, and support highly effective teachers who are well prepared
and committed (Darling-Hammond, 2013). High-performing school systems train and
develop teachers and instruction systematically (Darling-Hammond et al., 2017). Based
on research and numerous reports by several national education agencies (Zembytska,
2016), of all the governmental programs and incentives used to retain effective teachers
in American public schools since the 1980s, new teacher mentoring has proven to be the

most highly efficient and cost effective (Zembytska, 2016). Without intentional guided
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support, learning to teach well is extremely difficult for new teachers (Galamay-Cachola
etal., 2018).
Research Questions

The researcher explored the experiences of first- and second-year teachers and
mentors regarding professional learning and new teacher mentoring programs using basic
narrative qualitative research through personal interviews and related documents. The
central qualitative question driving the research was this:

What are the experiences of first- and second-year teachers and mentors regarding
new teacher mentoring programs in the state of Missouri?

The related subquestions for this study were the following:

Research Subquestion 1: What was the professional learning context in regard to
learning communities, leadership, and resources for the mentoring program that first- and
second-year teachers and mentors experienced in a school that met the criteria as high-
performing and a recognized formal mentoring program?

Research Subquestion 2: What was the professional learning process in regard to
data and learning designs for the mentoring program that first- and second-year teachers
and mentors experienced in a school that met the criteria as high-performing and a
recognized formal mentoring program?

Research Subquestion 3: What was the professional learning content in regard to
implementation and outcomes for the mentoring program that first- and second-year
teachers and mentors experienced in a school that met the criteria as high-performing and

a recognized formal mentoring program?
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Research Subquestion 4: What were the experiences of mentor teachers regarding
their level of training to support new teachers in schools that met the criteria as high-
performing and a recognized formal mentoring program?

Significance of the Study

The significance of this study is based on research and numerous reports by
several national education agencies that stated (Zembytska, 2016), of all the
governmental programs and incentives used to retain effective teachers in American
public schools since the 1980s, new teacher mentoring has proven to be the most highly
efficient and cost effective (Zembytska, 2016). This basic narrative qualitative study
explored the experiences of first- and second-year teachers and mentors from three highly
effective Missouri schools regarding continuous professional learning and new teacher
mentoring programs to develop and increase teacher quality.

The state of Missouri required all new teachers in their first 2years of teaching to
be involved in a mentoring program (Missouri DESE, 2017a). Learning Forward (n.d.)
identified three overarching professional learning standards that bring teachers together in
a collaborative learning community to promote shared leadership, encourage data
collection with research-based decision making, guide knowledge of how people learn,
prepare teachers to deepen content knowledge, and create a supportive learning
environment with high expectations (Easton, 2015). Linda Darling-Hammond (2010)
encouraged school leaders and policymakers to develop effective strategies for retaining
highly effective teachers and work to understand the reasons behind teacher attrition
(Darling-Hammond, 2013). Schools that host a large number of beginning teachers have

shown negative effects on student achievement and placed schools at a disadvantage from
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those with more experienced staff members, as reported by the New Teacher Center
(2016a). Many schools with high rates of teacher attrition focus on closing the
achievement gap by replacing staff members when the problem actually lies in the gap of
teaching quality (NCTAF, 2007; Sowell, 2017). Previous studies have shown programs
that include mentoring and induction practices to effectively support new teachers in their
first year of teaching have increased their effectiveness and overall teacher satisfaction
rates (Darling-Hammond, 2013).

It is vital to evaluate, study, and understand effective components of mentoring
programs to provide appropriate support to new teachers (Carr et al., 2017). High-
performing school systems operate on the belief all teachers can learn and improve their
performance (Danielson, 2019; Darling-Hammond et al., 2017). This study aimed to add
to the knowledge base of previous work completed in relation to mentoring programs and
their effect on teacher job satisfaction and instructional practices to establish a culture of
continuous professional learning to develop and increase teacher quality.

Definitions of Key Terms

Effective teacher: Teachers who support and contribute to student learning and
achievement by engaging students in a positive learning environment. Effective teachers
produce results (Wong & Wong, 2018).

Fidelity: The extent to which a program adheres to the original model by which it
was designed and the degree to which it is to be implemented (Wong & Wong, 2018).

High-performing schools: Collaborative school systems that train and develop

quality teachers through continuous professional development and are held accountable
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for student learning using data decision making (Darling-Hammond, 2013; Jensen et al.,
2016).

Mentoring program: A multidimensional program designed to support and
instruct new teachers by assigning them a veteran teacher to guide, influence, model, and
provide feedback (Britt-Stevens, 2014; Dudick, 2016).

Mentor teacher: An experienced veteran teacher-leader and coach who provided
guidance and instruction on classroom management, organization, and lesson planning to
a new teacher (Dudick, 2016).

New teacher: A teacher who is in their first one or two years in the teaching
profession (Dudick, 2016).

Reliability: The measurement or degree to which a tool or survey produces stable
and consistent results (Mills & Gay, 2019).

Student achievement: A measure of the amount of academic content a student
learns in a specific time frame (Wong & Wong, 2018).

Teacher attrition: A measure of the number of teachers who are moving out of
the teaching profession (New Teacher Center, 2016a).

Teacher induction: A complete process of continuous training and support for
new teachers (Wong & Wong, 2018).

Teacher retention: A measure that focuses on teacher demographic information
and the factors that affect teachers and if they stay in their current school district, move to
another district, or leave the teaching profession before they are eligible for retirement
(New Teacher Center, 2016a). Retention is keeping teachers in the profession (Britt-

Stevens, 2014).
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Teacher standards: Specific written elements and criteria of knowledge and
skills teachers should be able to demonstrate as indicators and evidence of an educators
teaching ability (Shakman et al., 2012).

Validity: The measure of the accurate components of a program and their value.
Validity verifies if the research measured what it actually intended to measure (Airasian
etal., 2019).

Limitations

The researcher’s intent was to provide clear and usable data for new teacher
programs and every attempt was made to eliminate effects of external variables through
delimiting the study. However, it should be recognized limitations existed. Educational
research is a difficult field of study and thus, limitations are inherent. This qualitative
study noted the following limitations, which included any variable that was outside the
control of the researcher.

1. Teachers may not have responded to the interview questions honestly or may have
answered questions based on what they believed the researcher was trying to
confirm.

2. Teachers may not have been able to adequately describe their feelings and
opinions of their learning experiences.

3. The study generalized all new teacher mentoring programs in the state based on a
limited number of interviews.

4. Specific pairing of each mentee to their mentor was out of the researcher’s

control.
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5. Additional limitations included the inconsistencies in the quality of new teachers’
mentoring programs from school districts across the state of Missouri and their
mentoring experiences.

6. The researcher strove to reduce bias and subjectivity due to being the only coder
and analyzer of the data.

Delimitations
The following delimitations were present in this qualitative study, which was
intentionally designed to provide the most accurate and relevant data.

1. Sample population was limited to the 12 Missouri interviewees.

2. This study was limited to the three schools in the state of Missouri the researcher
chose based on specific criteria to be considered a high-performing school and
participated in a mentoring program.

3. This study was limited to Missouri schools that were willing to participate.

Assumptions
Throughout the study, the researcher made the following assumptions.

1. It was assumed participants provided accurate and honest feedback, to the best of
their ability, to questionnaires and focus group interview questions.

2. It was assumed the three Missouri schools involved in the qualitative study
included the Missouri Mentoring Program Standards (Missouri DESE, 2017a)
within their new teacher training since it was a required licensing component for

all teachers in the state of Missouri.
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Design Controls

The purpose of this basic narrative qualitative study was to explore the
experiences of professional learning and new teacher mentoring programs from three
first-year teachers, three second-year teachers, and their six mentors from three highly
effective schools in the state of Missouri. A basic narrative qualitative study design
(Creswell & Creswell, 2018) was used to purposefully select participants and explore
mentoring practices involved in high-performing school systems. A basic narrative
research strategy was used to gather information through participants’ stories, interviews,
and related documents (Creswell & Creswell, 2018).

In order to collect the data, the researcher used semi-structured interviews
followed by open-ended questions. Otter, an outside transcription service, was used for
analysis of the interviews and recordings to increase accuracy of the data and to prevent
bias by the researcher. To ensure the most accurate and honest data available, the
researcher assured respondents the survey would be handled with complete anonymity
and confidentiality for responding schools. The guarantee of confidentiality was a control
to encourage teachers to answer questions honestly.

The limitations of the study included participants possibly not answering
questions honestly or answering questions by trying to appease the researcher. It could
have also been difficult for some teachers to adequately describe their feelings by putting
them into words. Another limitation of the study included only having 12 participants
and the inconsistencies of new teacher mentoring programs across the state of Missouri.
The researcher endeavored to reduce bias by using an outside transcription service and

being the only coder and analyzer of the data.
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The delimitations of the study included the sample population being limited to the
12 Missouri interviewees. The study was also limited to the three schools in the state of
Missouri that were willing to participate. The researcher chose the participating three
schools based on specific criteria to be identified as a high-performing school and a
recognized formal mentoring program.

The study assumed participants provided accurate and honest feedback, to the best
of their ability, to questionnaires and focus group interview questions. It was also
assumed the three Missouri schools involved in the qualitative study included the
Missouri Mentoring Program Standards (Missouri DESE, 2017a) into their new teacher
training. Participation in a new teacher training program was a required licensing
component for all teachers in the state of Missouri.

In an effort to control for limitations and delimitations, the researcher focused on
potential weaknesses by setting boundaries. The researcher conducted a content analysis
by coding transcripts to identify and analyze themes, elements, and categories based on
Learning Forward (n.d.) standards. Both content and thematic analysis of data was
performed to dive deeper into the themes and patterns presented by the respondents.
Summary

The purpose of this narrative qualitative study was to report the stories of three
first-year teachers, three second-year teachers, and their six mentors from three highly
effective Missouri schools to explore perceptions of their current journey of being
engaged in continuous professional learning and new teacher mentoring programs to
develop and increase teacher quality. Exploring teacher experiences regarding effective

mentoring programs will provide insight for school leaders so they might better
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understand how to establish a culture of continuous professional learning to increase
teacher quality (Darling-Hammond, 2013; Hattie, 2012). The study applied Learning
Forward (n.d.) standards for continuous professional learning as the lens for developing
and training quality teachers around the framework for teaching (Danielson, 2007).
School systems must strive to put the necessary structures in place for learning to thrive
(Dweck, 2016; Hoy & Miskel, 2008).

This research study was divided into five chapters. In Chapter Two, the
researcher will provide a review of literature organized thematically with more
information about effective mentoring programs including organizational methods and
will list the components of effective mentoring programs such as multiyear mentoring,
required observations by mentee and mentor, beginning teacher professional
development, budgeting and program funding, implementing professional teaching
standards, intentional contact time with mentor teachers, and quality training for mentors.
In Chapter Three, the researcher will discuss the methodology for conducting the study.
A basic narrative qualitative study research design (Creswell & Creswell, 2018) was used
to purposefully select 12 participants and explore mentoring practices involved in three
high-performing school systems with high state assessment scores, low teacher turnover
rates, and a current formal mentoring program. The researcher conducted a content
analysis by coding transcripts to identify and analyze themes based on Learning Forward
(n.d.) standards. It includes an introduction, a description of the participants was
discussed along with the research setting, design, instrumentation used, data analysis, and
a summary. Chapter Four includes the findings of the study and an analysis of the data

including tables and figures noting the significance of the study. Triangulated sources of
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data were also examined for evidence from multiple sources outside of the interviews
with related data presented to reduce bias, ending with a summary of key findings in the
conclusion. Chapter Five contains a brief summary of the problem along with a
discussion and interpretation of the implications of the findings, which relate back to the
research questions and problem statement. Implications for practice are discussed along
with recommendations for further research followed by a summary of the chapter. A key

list of references is presented along with appendices of related documents.

21



CHAPTER TWO
REVIEW OF LITERATURE
This study was centered on the vital importance of establishing a culture of
continuous professional learning to develop and increase teacher quality (Bandura, 1977;
Danielson, 2007, 2013; Darling-Hammond et al., 2017; Donohoo, 2017; Hattie, 2012;
Wong & Wong, 2018). Studies around the country have shown (Britt-
Stevens, 2014; Callahan, 2016; Darling-Hammond et al., 2017; Dudick, 2016; Perry,
2016; Zhukova, 2018), new teacher mentoring programs have a positive effect on
developing quality teachers when implemented appropriately. Creating a culture in
which teachers have opportunities for continual learning is the likeliest way to develop
quality teachers, which leads to greater achievement in student learning (Cochran-Smith
et al., 2020; Darling-Hammond, 1998, 2013; Pedota, 2015; Perry, 2016; Svendsen, 2020;
Wong & Wong, 2018). Research-based strategies must be used in order to effectively
train and support beginning teachers (New Teacher Center, 2016a; Sowell, 2017).
Learning Forward’s (n.d.) Standards for Professional Learning provided school districts
with an in-depth framework for continuous professional learning to improve teacher
quality (Lewis, 2018). Based on research and numerous reports by several national
education agencies (Zembytska, 2016), of all the governmental programs and incentives
used to retain effective teachers in American public schools since the 1980s, new teacher
mentoring has proven to be the most highly efficient and cost effective (Zembytska,
2016). Although many schools employ teacher mentoring programs, school districts do
not implement them adequately or with fidelity and validity (New Teacher Center, 20164a;

Zembytska, 2016).
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In Chapter Two, the researcher presents an extensive literature review of new
teacher mentoring programs and continuous professional learning to develop quality
teachers. The literature review begins by outlining and explaining what it takes to
become a quality teacher, followed by a continuum for developing and training quality
teachers, which includes the following: the value of recruiting appropriate teacher
candidates, preparation and preservice programs, and new teacher induction programs.
An in-depth review of literature will be provided related to professional learning, which
is the last phrase of the continuum along with professional learning specific to new
teachers. Components of effective new teacher mentoring programs are explored with
sections outlining the value of multiyear mentoring, observations by mentee and mentor,
contact time with mentors, mentor/mentee coaching and collaboration, and quality
training for mentors. Research is also provided related to the current perceptions of new
teachers about their experiences with mentoring programs to provide the researcher
background information as a baseline for the study. The researcher concludes Chapter
Two with a look at the price of teacher attrition, mobility, and retention to school districts
as the lack of support for new teachers has led to higher teacher attrition rates, which cost
school districts each year (Sowell, 2017; Zembytska, 2016). Therefore, retaining effective
and quality teachers has become a top priority for school districts in the last several years
as the cost of replacing and training teachers has become a drain on school funds
(Zembytska, 2016).

Developing Quality Teachers
Quality teachers are defined as educators who strive to improve instructional

practices by utilizing high-impact teaching strategies (Hanover Research, 2016). Teacher
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quality has become an area of concern for school districts today due to the significant
impact on student learning (Geeraerts et al., 2015). Charlotte Danielson (2013) and
Wong and Wong (2018) have defined a framework for developing quality teachers that
included having high learning expectations for students and knowledge of how to teach
lessons for student mastery (Danielson, 2007, 2013; Wong & Wong, 2018). The
centerpiece of the framework for teaching is student engagement, which requires specific
professional learning for teachers (Danielson, 2007, 2013). Learning Forward’s (n.d.)
Standards for Professional Learning were also built around student learning and provided
school districts with an in-depth framework for continuous professional learning using
context, process, and content standards to improve teacher quality (Lewis, 2018).

John Hattie (2012) identified a number of teacher characteristics that have a
measurable impact on student learning and achievement. His work provided insight into
teaching practices that show the greatest impact on student achievement (Cochran-Smith
et al., 2020; Hattie, 2012). John Hattie (2012) defined quality expert teachers as being
able to organize and teach content effectively, create positive learning environments,
monitor student learning by providing meaningful feedback, believe all students can
reach success standards, and understand the difference between surface and deep student
learning outcomes. Essentially, high-quality expert teachers believe they are personally
responsible for student learning (Bransford, Brown, & Cocking, 2004; Danielson, 2019;
Hattie, 2012). John Hattie (2012) challenged teachers to, “Know thy impact” (p. ix). Itis
vital for new teachers to understand the impact they have on students in order to become
an effective expert teacher (Danielson, 2019; Donohoo, 2017; Hattie, 2012). The

ultimate goal for teachers is to develop the skill of evaluating and reflecting on the effect
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they have on their students (Danielson, 2019; Hattie, 2012). Collective teacher efficacy
is the belief teachers can positively influence students and make a difference over and
above other educational impacts of their homes and communities (Donohoo & Katz,
2019; Mosoge, Challens, & Xaba, 2018). Learning organizations with high teacher
efficacy are more willing to try new teaching methods and are more accepting of change
(Donohoo, 2017; Mosoge et al., 2018).

John Hattie (2016) listed collective teacher efficacy as the most important factor
that influences students (Donohoo & Katz, 2017; Hattie, 2016; Marzano, Pickering, &
Pollock, 2001). Teachers who feel like they are making a difference in the lives of their
students have higher job satisfaction rates and feel directly connected to the efficacy of
their profession (Darling-Hammond, 2010; Donohoo, 2017). When teachers are
confident in their impact, enthusiasm increases, which also results in higher student
engagement and achievement (Darling-Hammond et al., 2017; Donohoo, 2017; O’Quinn,
2018). John Hattie (2016) reported it is more than teachers believing in the process; it is
actually doing the work. Teachers must work together to generate high-quality, effective,
and challenging instructional methods to create a combined belief of knowing they are
the reason behind effective student learning (Danielson, 2019; Hattie, 2016).

Experienced teachers are not necessarily expert teachers (Hattie, 2012; Wong &
Wong, 2018). The degree of challenge and the depth of learning for students should
move from surface learning to deep learning as teachers exhibit an understanding of more
than just concepts but integrated, more coherent content, with higher order thinking
(Bransford et al., 2004; Hattie, 2012). It’s not just what teachers put in; it is the outcome

teachers get from students that contributes to becoming a truly effective and expert
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teacher (Wong & Wong, 2018). High-performing school systems are strategic in their
approach to developing high-quality teachers (Jensen et al., 2016). They invest in the
profession of teaching and learning by providing a structure of support (Darling-
Hammond et al., 2017). School districts are environments that not only promote student
learning but are also learning organizations for teachers (Danielson, 2019). To move a
novice teacher to a quality expert teacher, it is important to provide new teacher induction
programs, professional learning for all teachers, specialized training for new teachers, and
a strong mentoring program (Darling-Hammond, 1998; Darling-Hammond et al., 2017,
Donohoo, 2017; Hoy & Miskel, 2008; Svendsen, 2020).
Continuum for Developing and Retaining Quality Teachers

Developing quality teachers takes time and support, with each developmental
phrase building upon another (Darling-Hammond, 2013). This study was based on the
importance of creating a culture of continuous professional learning to develop and
improve teacher quality (Bandura, 1977; Danielson, 2007, 2013; Darling-Hammond et
al., 2017; Donohoo, 2017; Hattie, 2012; Wong & Wong, 2018). High-performing school
systems understand all teachers are capable of learning and improving their performance
(Danielson, 2019; Darling-Hammond et al., 2017). They devote time and provide
structure around the art of teaching and learning (Danielson, 2019; Darling-Hammond et
al., 2017). In order for schools to be effective learning organizations, they must create
structures that promote changes in an individual’s knowledge or behavior (Hoy &
Miskel, 2008). Students learn more when teachers are also actively involved in the
learning process (Wong & Wong, 2018). New teacher induction programs, professional

learning for all teachers, specialized training for new teachers, and a strong mentoring
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program are integral parts of the continuum for developing and retaining quality teachers
(Darling-Hammond, 1998; Donohoo, 2017; Hoy & Miskel, 2008). The four levels of the
continuum for developing and retaining quality teachers begin with recruiting quality
beginning teachers, establishing a solid foundation through teacher preparation programs,
providing new teacher induction programs, and offering effective professional learning
for all teachers along with specialized training related specifically to new teachers.

Recruiting new teachers. Encouraging and advocating for individuals with the
right blend of academic abilities and passion for student learning are the keys to
recruiting quality new teachers (Christensen, Davies, Harris, Hanks, & Bowles, 2019).
The problem is not always the number of available teacher candidates; the challenge is
selecting the most promising applicants (Darling-Hammond et al., 2017). It is important
for districts to implement recruitment strategies to help draw talented and high-quality
teacher graduates (Darling-Hammond, 2013; O’Doherty & Harford, 2018). In fact, Linda
Darling-Hammond (2010) believed our nation should focus on recruiting and retaining
effective expert teachers as it is the most important factor directly related to student
achievement (Cochran-Smith et al., 2020; Marzano et al., 2001).

To create an effective educational system, school districts must be purposeful
(Darling-Hammond, 2013). There are four major factors that have strong influences on
teacher recruitment and retention: (a) teachers’ pay and/or benefits, (b) working
environment, (c) training and/or preparation programs, and (d) mentoring and support
while in the classroom (Darling-Hammond, 2010). High-performing school systems train
and develop teachers and instruction systematically (Darling-Hammond et al., 2017). In

countries with low teacher attrition rates, universities are not trying to recruit large
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numbers of teacher candidates; they are investing their time in candidates who they
believe are in the field of education as a lifelong career (O’Doherty & Harford, 2018;
Young, 2020).

Preparation/preservice programs. According to the National Council on
Teacher Quality (NCTQ, 2020), teacher preparation programs do not appropriately
provide new educators with a solid foundation grounded in researched based tools,
curriculum, texts, and assessments related to evidence-based instructional methods to
properly prepare them for the classroom (Canaslan-Akyar, 2020; NCTQ, 2020). The
type of teacher preparation program students attend matters and many are not
appropriately preparing new teachers for the classroom (Geeraerts et al., 2015; NCTQ,
2020). A direct correlation has been found between professional
development/collaboration and a teacher’s confidence in their abilities, which leads to a
sense of enjoyment in teaching (Donohoo, 2017). Therefore, school districts must
provide quality professional learning for their teachers (Donohoo, 2017). Many teacher
preparation programs allow anyone with interest to become teachers, measure their
performance once in the field, and then weed out those who were not successful (Darling-
Hammond et al., 2017). Linda Darling-Hammond (2010) stated this is not the way high-
performing school systems function and comes at the detriment of students. High-
performing school systems operate on the belief teachers can learn competency skills and
can improve their performance with effective systems of support and training in place
(Darling-Hammond et al., 2017).

Today, most universities have a set of standards and curriculum expectations that

teacher education majors must learn and display (Young, 2020). However, due to the
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shortage of teacher candidates, Missouri DESE (2020a) has offered several different
types of programs for alternative teacher certification that do not have student teaching as
a requirement. This has created a serious gap in training for new teachers with no
experience in what to do on the first day of school (Wong & Wong, 2018). Successful
student teacher induction programs provide a solid foundation by integrating not only the
content knowledge but also training on how to teach and implement the content starting
on Day 1 (Wong & Wong, 2018). In recent years, effective teacher preparation programs
have expanded their programs to include university partnerships that provide clinical
training to bridge teaching theory with the actual practice (Darling-Hammond et al.,
2017). Teacher candidates are given more opportunities to extend their learning by
participating in more extensive mentoring programs with guidance and support provided
by a mentor teacher in a classroom setting before they begin their teaching career
(Lojdova, 2020).

New teacher induction programs. Many leaders in the education industry
recognize the importance of effective new teacher mentoring and induction programs
(Carr et al., 2017; Darling-Hammond, 1998; Dudick, 2016; Perry, 2016; Shanks et al.,
2020; Wong & Wong, 2018; Zembytska, 2016). The first year of teaching is the most
crucial (Wong & Wong, 2018). New teachers feel vulnerable, isolated, and deeply
concerned with how other teachers perceive them. Yet, they are afraid to ask for help
(Wong & Wong, 2018). Recent reports revealed almost one fourth of educators leave the
profession within the first years of their career due to a lack of administrative support and
dissatisfaction (Britt-Stevens, 2014; Zembytska, 2016). Wong and Wong (2018) reported

50% of teachers leave the education profession by their fifth year. Missouri DESE
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(2017h, 2019) reported first-year teacher retention rates ranged between 60.5% and
65.9% from 2012 to 2016 (Shuls, 2019). Missouri teachers that have less than 10 years’
teaching experience was 49.9% (Missouri DESE, 2018). School districts with structured
new teacher induction programs care about the success of their new teachers (Shanks et
al., 2020; Wong & Wong, 2018).

Today, 29 states in the U.S. require some type of support for new teachers (New
Teacher Center, 2016b). Despite the statistics, 21 states do not require any type of new
teacher training, with only nine states in the U.S. requiring support for new teachers
beyond the first 2 years on the job (New Teacher Center, 2016b). The problem lies in the
ineffective implementation of new teacher programs (Zembytska, 2016). Many programs
do not include accountability measures or structure. Today, mentoring programs across
the country are not given the support and attention needed by decision makers and school
leaders (Britt-Stevens, 2014; Perry, 2016; Zembytska, 2016). School districts must
understand the essential need for training new teachers to become high-quality educators.
In order for schools to be effective learning organizations, they must create structures that
promote changes in an individual’s knowledge or behavior (Hoy & Miskel, 2008). This
rationale applies not just to the students within a school district but applies to the staff
members as well. Learning is a complex cognitive process through a behavioral
perspective (Hoy & Miskel, 2008).

New teachers should be given opportunities to explore their newfound knowledge
by putting it into practice through mentoring and apprenticeship programs. The learning
new teachers develop should not be a transfer of information from the mentor but should

include a chance to open the vault of their own process of learning and discovery (Irby et
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al., 2020). Hoy and Miskel (2008) listed five features of cognitive apprenticeships. First,
new teachers should be given opportunities to observe and model an expert in the field
(Darling-Hammond et al., 2017; Hoy & Miskel, 2008). Donohoo (2017) stated teachers
should be provided opportunities to observe others through vicarious experiences.
Secondly, support should be given to the new teacher throughout the coaching and/or
tutoring cycle, which also included feedback and modeling (Darling-Hammond et al.,
2017; Hoy & Miskel, 2008). New teachers need encouragement through social
persuasion to overcome challenges through collaboration and support (Donohoo, 2017).
Third, conceptual scaffolding is provided to the new teacher and then gradually reduced
as the new teacher becomes more comfortable (Hoy & Miskel, 2008). They should be
given mastery experiences to build their collective efficacy (Donohoo, 2017). Fourth, the
new teacher should be given time to put their learning into words (Darling-Hammond et
al., 2017; Hoy & Miskel, 2008). Finally, time should be given to the new teacher to
reflect on their progress and problem-solving skills (Darling-Hammond et al., 2017; Hoy
& Miskel, 2008). Having an affective state of mind considers the feeling of excitement
or anxiety associated with a new teacher’s perceptions of their teaching capability and
leads to higher teacher efficacy beliefs (Donohoo, 2017).
Professional Learning

Professional development that engages teachers and has an effect on students in
the classroom is defined as professional learning (Easton, 2015). Learning Forward (n.d.)
is a professional association dedicated exclusively for professional development to
improve educator effectiveness, which is fundamental to student learning (Learning

Forward, n.d.). Learning Forward (n.d.) stated professional learning should lead to
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effective teaching practices, supportive leadership, and improved student outcomes.
Effective professional learning should lead to change, which can be a difficult process for
many teachers (Easton, 2015). However, high-performing school systems recognize all
teachers, even veteran staff members, can learn and improve their craft (Danielson, 2019;
Darling-Hammond et al., 2017; Learning Forward, n.d.; Wong & Wong, 2018). They
devote strategic blocks of time and structure to the professional teaching and learning
(Danielson, 2019; Darling-Hammond et al., 2017; Learning Forward, n.d.; Wong &
Wong, 2018).

Learning Forward’s (n.d.) Standards for Professional Learning provided an in-
depth framework for continuous professional learning to improve teacher quality (Lewis,
2018). Learning Forward has structured the strategies for teacher professional learning
by organizing them into three broad standards of context, process, and content (Easton,
2015). These three overarching professional learning standards bring teachers together
in a collaborative learning community to promote shared leadership, encourage data
collection with research-based decision making, guide knowledge of how people learn,
prepare teachers to deepen content knowledge, and create a supportive learning
environment with high expectations (Easton, 2015).

The first standard of context is based on creating a culture of continuous
professional learning that leads to improving the schools’ capacity to function as a
learning community to increase the growth of both teachers and students (Easton, 2015).
The Context Standard consists of Learning Communities, Leadership, and Resources
(Lewis, 2018). Learning communities promote continuous improvement, collective

responsibility, and an alignment of goals to strengthen educator practice and increase
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student results (Learning Forward, n.d.). The goal of a learning community must be to
create effective teachers, which must be grounded in quality professional learning
(Danielson, 2007; Wong & Wong, 2018). Effective teachers recognize schools primarily
exist to provide student learning experiences and the greatest outcome on student learning
and achievement is the effectiveness of the teacher (Wong & Wong, 2018). Therefore,
training quality teachers through effective profession learning opportunities is vital and
school leaders must support collaboration time and the value it has on creating effective
learning communities and high-quality teachers (Donohoo & Katz, 2017; Learning
Forward, n.d.). High-performing international countries understand the value of
professional learning and collaboration by only requiring an average of 19 hours a week
for teaching responsibilities as compared to 27 hours a week for teachers in the United
States, which leaves more time for support and training (Darling-Hammond et al., 2017).
The extra amount of time high-performing countries set aside for their new teachers is
largely spent planning for quality instruction and engaging in cycles of instructional
improvement (Jensen et al., 2016). Professional learning is viewed as the component to
improve student learning and ultimately to improve schools (Jensen et al., 2016).
Teachers in the United States spend 50% more time than the international average
engaged in direct instruction (Darling-Hammond et al., 2017).

Learning is more productive and meaningful if teachers are reflective, intentional,
and collaborative, which does not always come naturally (Bransford et al., 2004;
Danielson, 2019; Darling-Hammond et al., 2017; Svendsen, 2020). Effective teachers
learn through interactions and conversations with each other (Bransford et al., 2004;

Wong & Wong, 2018). Therefore, teachers must be surrounded with a positive culture of
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support, solid leadership, and intentional collaboration through professional learning
opportunities (Doennig, 2019; New Teacher Center, 2016a). Effective school districts
create learning communities for peer-to-peer support and to maintain a consistent focus
of shared goals (Learning Forward, n.d.). Leadership training is vital to model, develop,
support, and improve advocacy skills along with understanding the critical responsibility
of providing effective professional learning to the organization (Learning Forward, n.d.).
In order for schools to promote effective professional learning, leadership must create
structures to encourage changes in an individual’s knowledge or behavior (Hoy &
Miskel, 2008). Teachers who are chosen as leaders in high-performing school systems
must be collaborative and are held accountable for student learning (Darling-Hammond,
2013; Jensen et al., 2016). Effective leaders are facilitators and identify professional
learning as a key strategy to developing quality teachers to improve student learning
(Learning Forward, n.d.). School leaders must advocate for professional learning by
modeling the importance of being a lifelong learner (Learning Forward, n.d.).

Effective resources must also be provided to produce quality data, results, and
outcomes to facilitate informed decisions (Learning Forward, n.d.). Quality professional
learning should be student focused and include effective curriculum/resources,
instruction, and assessment to improve student growth and academic outcomes (Goldman
& Pellegrino, 2015; Zhukova, 2018). Goldman and Pellegrino (2015) defined curriculum
resources as what is being taught, instruction as how the curriculum resources are taught,
and assessment as how the learning is evaluated. Curriculum is the method or course of
study and learning experiences that identified what students are expected to learn in a

specific subject (Wong & Wong, 2018). Curriculum should not only include a textbook
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but also a host of materials and learning resources that foster deeper learning using a
multitude of varied representations of concepts (Goldman & Pellegrino, 2015; Wong &
Wong, 2018). The resources and learning materials teachers use to create effective
lessons should be based on state standards, which are the core backbone of curriculum
(Wong & Wong, 2018). Curriculum, instruction, and assessment must be in alignment
and should reinforce one another to truly be effective and achieve higher student
achievement (Goldman & Pellegrino, 2015).

The second standard of process is the strategic selection and design of
professional learning based on the needs of teachers and students in the school district
(Easton, 2015). Process Standards include Data and Learning Designs to provide
information to teachers for data-driven decision making (Lewis, 2018). Instructional
design should begin by identifying the end goal of student learning and then working
backward to determine how to get there (Wong & Wong, 2018). Learning designs must
also include the research and theories behind effective learning in order to facilitate the
engagement process for teachers and students (Learning Forward, n.d.). It is vital school
districts use reliable, up-to-date, and appropriate data when making major professional
learning decisions (Lewis, 2018). Teachers who use assessment data to understand
student progress significantly enhance knowledge and skill development by using the
data to plan, revise, and evaluate instructional activities and strategies (Goldman &
Pellegrino, 2015). Data from multiple sources should be used to enrich decision making
for a balanced and comprehensive analysis of student performance (Learning Forward,
n.d.). Douglas Reeves (2009) stated we must use a system’s thinking approach when

focusing on a continuous cycle of improvement, which begins by analyzing and
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prioritizing data through a needs assessment treasure hunt to find out where students are
performing (Reeves, 2009). Schools must use data to implement learning goals for areas
of weakness and then continue to monitor student growth while continuously adjusting
teaching practices (Reeves, 2009). The selection and design process of professional
learning should be strategic and based on the needs of teachers and students in the school
district (Easton, 2015). Therefore, data-based decision making should be the driving
force to know where students are performing and be part of the process of moving them
forward (Hattie, 2012; Learning Forward, n.d.).

Students do not come to classrooms as blank slates but arrive with a host of
background knowledge, beliefs, and conceptions from various life experiences (Goldman
& Pellegrino, 2015). Teachers must understand and recognize preexisting conceptions of
learning in order for students to grow and grasp new concepts (Goldman & Pellegrino,
2015). Therefore, assessment data is imperative to understand where students are and
where they need to be in their learning (Wong & Wong, 2018). Teachers need specific
professional learning and training on collecting and analyzing assessment data in order to
be effective educators (Svendsen, 2020; Wong & Wong, 2018).

The third standard is content, which must be focused with everyone moving in the
same direction by connecting student data to professional learning (Easton, 2015). The
content standard includes implementation and outcomes and is considered to be the most
critical part of school improvement as it addresses the importance of teachers putting
their learning into practice (Lewis, 2018). Implementation of research-based strategies is
vital to fill the gap in learning using standards when analyzing the data through

developing specific, measurable, attainable, relevant, and timely goals for areas of
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weakness (Reeves, 2009). The major challenge of teacher professional learning is to
weed through all the learning opportunities that will not only positively impact student
outcomes but that will also grow and increase teacher outcomes (Hattie, 2012; Svendsen,
2020). Implementation of professional learning in an appropriate and timely manner by
providing constructive feedback and reflection leads to changes in educator practice and
increases in student learning (Learning Forward, n.d.). Instructional strategies and focus
should always be grounded on improving student learning (Wong & Wong, 2018).
Outcomes and professional standards act as guides to hold students and educators
accountable for their learning to increase achievement and build consistency (Learning
Forward, n.d.). One of the most promising practices that leads to instructional
improvement includes bringing teachers together to collaborate by analyzing samples of
student work (Goldman & Pellegrino, 2015).

Learning communities operate outside the classroom doors as well. Therefore,
content must also improve the learning for all students in regard to equity, quality
teaching, and family involvement (Easton, 2015). There is a collective responsibility for
student learning in the surrounding community that involves families and stakeholders
(Learning Forward, n.d.). Students benefit when teachers collaborate and combine
learning experiences with stakeholders in their community (Learning Forward, n.d.).
School leaders should involve stakeholders when evaluating their professional learning
experiences to determine the equity and impact professional learning is having on student
learning (Lewis, 2018). Using time well when working to improve the quality of
professional learning can be a challenge (Easton, 2015). In order to learn effectively,

teachers need to be explicitly taught teaching strategies and practice teaching skills
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extensively in a variety of situations (Hoy & Miskel, 2008). Teachers need to be
empowered and provided with training and experiences that allow them to grow as
leaders and learners (Donohoo, 2017). According to the New Teacher Center (2016a),
effective teachers are surrounded with a positive culture of support, collaboration,
professional learning opportunities, trust, and instructional development. Teachers, like
students, learn best when they are:

e studying, doing, and reflecting;

e collaborating with fellow teachers;

e observing students at work; and

e sharing what they’ve learned (Darling-Hammond, 1998; Donohoo, 2017).

Strategies and standards for powerful professional learning, according to Learning

Forward (n.d.), is central to a cycle of improvement when leaders and teachers know the
reality of their context, select the most appropriate learning process, and then pay careful
attention to the content of the provided professional learning (Easton, 2015; Jensen et al.,
2016). High-performing school districts are strategic in their approach to professional
learning by supporting student learning within a constant cycle of improvement (Darling-
Hammond et al., 2017; Jensen et al., 2016). Professional learning is an ongoing practice
and starts with creating context by establishing an environment that thrives when learning
occurs (Easton, 2015; Learning Forward, n.d.). Teachers address the processes they will
use when deciding how they will learn (Easton, 2015). All educators, veteran and new,
should strive to shift from their current reality of student effectiveness to the preferred
desired content with specific outcomes of enhanced student learning (Learning Forward,

n.d.).
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Teachers who are able to have their voices heard and are involved in shaping their
learning have reduced anxiety, are more likely to change their practices, and have deeper
implementation results (Donohoo, 2017). School districts that value their teachers by
intentionally providing quality research-based mentoring programs will reap the benefits
through higher teacher retention rates and improved student achievement scores
(Cochran-Smith et al., 2020; New Teacher Center, 2016a; Sowell, 2017). Effective
professional learning through mentoring and induction practices effectively supports new
teachers in their first year of teaching and has shown to increase teacher quality, which
leads to an increase in student learning (Darling-Hammond, 2013).

Professional Learning for New Teachers

The purpose of professional learning is to develop the knowledge, skills,
practices, and dispositions of all educators, both veteran teachers and new teachers, to
improve instructional practices (Learning Forward, n.d.). However, school leaders
should provide professional development opportunities specifically geared for new
teachers and their unique requirements (Britt-Stevens, 2014; Perry, 2016). New teachers
are expected to perform the same tasks and responsibilities as veteran staff on the first
day of school without any training (Wong & Wong, 2018). However, new teachers do not
have any experience teaching by themselves starting on Day 1 (Wong & Wong, 2018).
Wong and Wong (2018) stated new teachers need specific professional learning focused
on the first days of school with a clear plan on how to create a classroom environment
that is consistent with routines throughout the year.

Wong and Wong (2018) stated the first 3 years of a new teacher’s career are the

most crucial. New teachers should be trained on how to be effective through supported
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activities that include mentoring, working collaboratively with coworkers, and providing
opportunities for meaningful mentor observations (Pedota, 2015; Zembytska, 2016).
Strong education systems require all teachers have an intensive professional learning
focus on pedagogical teacher content knowledge and also require new teachers to attend
workshops and seminars on lesson preparation, homework, and lesson design once a
month (Jensen et al., 2016). It is the district’s job to ensure proper training and support
through professional development opportunities are provided in a timely manner
(Dudick, 2016). Therefore, new teachers should be provided with support and training on
effective teaching methods as soon as possible (Sowell, 2017). School leaders should
provide professional development opportunities specifically geared for new teachers and
their unique requirements starting at the beginning of the school year (Britt-Stevens,
2014; Perry, 2016).

According to the NCTQ (2020), teacher preparation programs do not
appropriately provide new educators with researched-based tools, curriculum, texts, and
assessments related to evidence-based instructional methods to properly prepare them for
the classroom. The type of teacher preparation program students attend matter and many
are not appropriately preparing new teachers for the classroom (Geeraerts et al., 2015;
NCTQ, 2020). Therefore, school districts must provide quality professional learning for
their new teachers to help fill the gap in new teacher learning (Darling-Hammond et al.,
2017; Donohoo, 2017). A study of new teacher mentoring programs in Georgia found
several mentoring programs were deemed ineffective when school systems failed to
provide new teachers with a mentor in a timely manner, specific standards or

expectations for the program were not followed, and low-income and high-income
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schools were treated unequally (Belanger, 2018). Another study on new teacher
mentoring programs in Austria reported inadequate teacher professional learning
opportunities led to gaps in student learning (Young, 2020). When public confidence in
teacher education is low, teacher productivity suffers (Young, 2020). A direct
relationship has been found between effective professional learning and a new teacher’s
confidence level in their skills which eventually leads to a higher satisfaction level in
teaching (Darling-Hammond et al., 2017; Donohoo, 2017).

In order to learn effectively, new teachers need to be explicitly taught teaching
strategies and practice teaching skills extensively in a variety of situations and
professional learning opportunities (Hoy & Miskel, 2008). Effective professional
learning should lead to change, which can be a scary process for many new teachers
(Easton, 2015). The type of teaching required today is very different from the past when
all that was required was merely to cover the curriculum or get from the front of the book
to the back (Darling-Hammond et al., 2017). This is not the case anymore. Education
today is not focused on what the teacher has covered in a textbook but where a student is
performing in their learning and growth (Wong & Wong, 2018). Therefore, professional
learning for new teachers must lead to effective teaching practices, supportive leadership,
and improved student outcomes (Learning Forward, n.d.). Data must be the driving force
to know where students are performing and where they need to be (Hattie, 2012;
Learning Forward, n.d.). Wong and Wong (2018) remind us that schools exist and
teachers are employed for primarily one reason, which is to help students learn and

achieve.
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The state of Missouri required all new teachers attend a Beginning Teacher
Assistance Program, which covered classroom environment, student engagement,
professional communication, and education related law (Missouri DESE, 2020b). New
teacher professional development should also focus on classroom management,
differentiation, working with caregivers, motivating learners, and literacy (Gjddapah,
2016). A study on teacher knowledge and understanding from Singapore reflected
teachers’ instructional pedagogy changed and improved over time as conceptual
procedures deepened (Silver, Kogut, & Huynh, 2019). Therefore, it is vital school
districts provide new teachers with appropriate professional learning experiences,
tangible modeling, and effective instructional practices throughout the year (Darling-
Hammond et al., 2017). In a study by Rita Soulen (2020), new teacher professional
development should be collaborative by starting small and evolving over time to build a
relationship with trust and confidence (Soulen, 2020).

The first year of teaching is the most crucial (Shanks et al., 2020; Wong & Wong,
2018). Recent reports revealed almost one fourth of educators leave the profession
within the first 3 years of their career due to a lack of administrative support and
dissatisfaction (Britt-Stevens, 2014; Zembytska, 2016). Wong and Wong (2018) reported
50% of teachers leave the education profession by their fifth year. Missouri DESE
(2017h, 2019) reported first-year teacher retention rates ranged between 60.5% and
65.9% from 2012 to 2016 (Shuls, 2019). Missouri teachers that have less than 10 years’
teaching experience was 49.9% (Missouri DESE, 2018).

To appropriately sustain and train new teachers, school districts need to be

transformed into intentional learning organizations (NCTAF, 2007; Sowell, 2017). New
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teachers might gain specific teaching and content knowledge but lack the experience of
how to effectively implement their new learning without support and guidance (Mathipa
& Matlabe, 2016). School leaders must support and recognize the amount of time
required for effective professional development and the value it has on teacher collective
efficacy (Donohoo & Katz, 2019; Learning Forward, n.d.). Schools that allot specific
time for collaboration around professional learning reap significant investments by
creating quality teachers (Learning Forward, n.d.). Schools with structured new teacher
professional learning and induction programs care about the success of their new teachers
(Wong & Wong, 2018). Therefore, it is important schools put the structures in place to
promote changes in teachers’ knowledge and behavior in order to be an effective learning
organization (Hoy & Miskel, 2008).

According to the New Teacher Center (2016a), effective teachers are surrounded
with a positive culture of support through continuous professional learning opportunities,
collaboration, trust, and instructional development (Learning Forward, n.d.; Mathipa &
Matlabe, 2016; Wong & Wong, 2018). The way new teachers entering the profession
were trained and supported plays a critical role in the long-term success of effective
school districts (Britt-Stevens, 2014; Dudick, 2016; Irby et al., 2020; Leuchtmann, 2019;
O’Quinn, 2018; Pedota, 2015; Perry, 2016; Zembytska, 2016; Zhukova, 2018).
Therefore, collaborative continuous professional learning should be structured into every
school day for new teachers (Darling-Hammond, 1998; Jensen et al., 2016; Learning
Forward, n.d.) and roles should be clearly identified from Day 1 (Mathipa & Matlabe,

2016; Wong & Wong, 2018).
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Effective teacher mentoring and induction programs are fundamental in providing
a culture of support for new and beginning teachers (Carr et al., 2017; Darling-
Hammond, 2013; Dudick, 2016; Perry, 2016; Wong & Wong, 2018; Zembytska, 2016).
Consequently, teaching should be viewed as a team sport and not an individual act of
courage (Darling-Hammond et al., 2017). Collaboration is an imperative part of a new
teacher’s training and should be expanded to include supported activities that include
mentoring, working collaboratively with coworkers, and observations (Pedota, 2015;
Zembytska, 2016). Mentoring has become a significant driver and component of
effective professional learning in high-performing school systems (Darling-Hammond,
1998, 2013, 2017; Jensen et al., 2016).
Components of an Effective Teacher Mentoring Program. Mentoring is raising
people to a higher level and helping them be successful through teacher collaboration
(Carr et al., 2017). Teacher mentoring programs help transition new teachers from the
role of a student to the role of a professional along with the adjustment to the workplace
environment (Geeraerts et al., 2015). Learning Forward (n.d.) advocated for the use of
professional learning standards to articulate the critical link between teacher support
systems, training, and instructional practices (Darling-Hammond et al., 2017). High-
performing schools are strategic in their approach by understanding professional learning
such as mentoring opportunities should be a constant cycle of improvement (Darling-
Hammond et al., 2017; Jensen et al., 2016; Svendsen, 2020).

It is vital to evaluate, study, and understand effective components of mentoring
programs to provide appropriate support to new teachers (Carr et al., 2017). Mentoring

empowers new teachers by allowing them to feel supported along with providing
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effective feedback and resources (Carr et al., 2017; Monroe, 2017). Bandura’s (1977)
work on social cognitive theory and self-efficacy points out it would be very difficult,
even harmful, if people rely on their own actions when learning something new (p. 22).
Bandura went on to state modeling new behavior through observations is the most value
way to grow an action. In response to high teacher shortage rates, school districts must
move away from attempting to increase the supply of available teachers and move toward
providing quality organizational conditions (Ingersoll, 2001). Creating a system of
change with policies to affect teaching included ensuring early-career teachers have high-
quality induction and mentoring programs (Darling-Hammond, 2013; Zhukova, 2018).
School districts must develop strong systems of support within their new teacher training
programs in order to be effective (Carr et al., 2017). Jenni Donohoo (2017) identified
mentoring as a coaching cycle that included co-planning, co-teaching, co-analyzing, and
co-reflection time. Mentoring reduces isolation by providing support and offers new
teachers deeper insights into student learning, which increases collective efficacy
(Donohoo, 2017).

A recent study of three school districts in Southeastern South Carolina found new
teachers who were given a mentor during their first year on the job wanted to return to
their position and experienced higher job satisfaction rates than teachers who did not
receive a mentor teacher (Britt-Stevens, 2014). Sowell (2017) reported effective
mentoring has the ability to completely transform and advance new teachers into lifelong
learners. High-performing school systems encourage teachers to be lifelong learners who

show growth in their instructional performance (Danielson, 2019; Darling-Hammond et
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al., 2017). Educational systems that effectively support new teachers are able to retain
teachers, which leads to improved student academic achievement (Sowell, 2017).

The key to long-term successful schools was related to the way new teachers
entering the profession were trained and supported (Britt-Stevens, 2014; Darling-
Hammond et al., 2017; Dudick, 2016; Irby et al., 2020; Leuchtmann, 2019; O’Quinn,
2018; Pedota, 2015; Perry, 2016; Zembytska, 2016; Zhukova, 2018). More than half of
school districts in the country have implemented some type of mentoring program but
many do not have research-based effective components (New Teacher Center, 2016b).
New teachers need extra support and scaffolding to enable them to continue to learn and
develop a broad range of strategies and skills for the complex job of teaching (Darling-
Hammond et al., 2017).

A study of teacher preparation programs identified the vital importance and value
of higher education and school systems working together to improve quality teachers
(Young, 2020). A key finding was in the value of professional experience placements
and integration in the classroom (Young, 2020). New teachers need to be provided high
levels of support and experiences that connect theory to practice (Young, 2020). An
important factor of effective mentoring programs is not the existence of mentoring
programs but is in the specific characteristics and how they are implemented (Sparks et
al., 2017).

New teachers report mentoring programs must include a high rate of trust in the
relationship between the new teacher and the mentor in order to function effectively,
which can take time (Galamay-Cachola et al., 2018). Therefore, when pairing mentors

and mentees, school districts should take the human element into consideration by
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allowing time to become acquainted and to build a relationship before school begins
(Mathipa & Matlabe, 2016). New teachers get busy in the art of teaching and need to be
encouraged to reflect on theory and practice around student learning, which takes
discipline and time (Young, 2020). Through combined research from several studies
around the country, effective new teacher mentoring programs should include these
elements: multiyear mentoring requirement, classroom observations, mandatory contact
time with a mentor, specialized training for veteran mentor teachers, and collaboration
through effective instructional coaching (Callahan, 2016; Darling-Hammond, 2013;
NCTAF, 2007; New Teacher Center, 2016a; Sowell, 2017).

Multiyear mentoring. The most crucial time in a new teacher’s life is during the
first 3 years of their practice (Wong & Wong, 2018). Therefore, mentoring should be
required for a minimum of the first 2 years of a new teacher’s career (Callahan, 2016;
Darling-Hammond et al., 2017; New Teacher Center, 2016a; Wong & Wong, 2018;
Zembytska, 2016). A vast majority of teachers report their first year of teaching as being
extremely stressful and describe it as a trial and error type experience (Zembytska, 2016).
This is why the most effective learning around quality instruction through mentoring
occurs during the second and third years of teaching (Geeraerts et al., 2015; New Teacher
Center, 2016a). Consequently, to move a novice teacher to a highly qualified effective
teacher takes three to seven years (Callahan, 2016).

The first Professional Learning Standard of Context is based on creating a culture
of continuous professional learning to increase the growth of both teachers and students
that does not stop after the first year of teaching (Easton, 2015). High-performing

education systems recognize the value of multiyear mentoring by encouraging a majority
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of teachers to partner with a mentor throughout their career (Jensen et al., 2016).
According to the New Teacher Center (2016a), effective teachers should be surrounded
with a positive culture of support, collaboration, professional learning opportunities, trust,
and instructional development. According to Learning Forward (n.d.), effective
professional learning included meaningful collaboration with other educators, which
leads to stronger teacher efficacy and a system of collective responsibility and support
(Donohoo, 2017; Easton, 2015; Svendsen, 2020).

Missouri’s mentoring program standards require new teachers to be involved in a
systematic and specific 2-year mentoring and professional growth plan, which includes
priority indicators for beginning educators (Missouri DESE, 2017a). Teachers need to be
empowered and provided with training and experiences that allow them to grow as
leaders and learners (Donohoo, 2017). Peer-group mentoring (PGM) is a new and
upcoming model for mentoring that provides new teachers with a system of support
through continuous multiyear professional development (Geeraerts et al., 2015). The
traditional model of mentoring is based on a mentor teacher transmitting knowledge to a
new teacher over several contact periods in contrast to the PGM model, which bases
mentoring on a sharing of knowledge and ideas fluidly by both the mentor and new
teacher (Geeraerts et al., 2015). A study in large urban school districts located in the
Southern United States (Wiens, Chou, Vallett, & Beck, 2019) revealed an increase from
69% to 79% over a 4-year period of new teachers remaining in their same school district
after participating in a multiyear peer mentoring program (Wiens et al., 2019). Multiyear

new teacher mentoring programs are important as teachers greatly improve their
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influence on student learning in the first three to five years of teaching (Wiens et al.,
2019).

Observations by mentee and mentor. New teacher mentoring involves pairing
new teachers with a mentor teacher to improve instructional practices and support student
learning (Wiens et al., 2019). The two most common types of new teacher mentoring
include an apprentice model and a laboratory model (Canaslan-Akyar, 2020). The
apprentice model of new teacher mentoring identified the mentor as a role model for the
new teacher to observe and emulate (Canaslan-Akyar, 2020). The laboratory model
switched the roles by allowing the mentor to observe the mentee to provide constructive
and beneficial feedback (Canaslan-Akyar, 2020). High-performing educational systems
require mentees and mentors to observe each other at least once every 2 weeks (Jensen et
al., 2016). Observations are an effective form of professional learning because they
permit staff members an opportunity to see real and authentic student learning
experiences (Easton, 2015). Mentees gain valuable insight when witnessing firsthand a
veteran mentor teacher work through their normal routine, which allows for a better
understanding of actual daily experiences rather than verbally discussing classroom
structures (Easton, 2015). Collaboration around common lessons between the mentor
and mentee is a valuable opportunity for mentors and mentees to observe each other and
then reflect on the pros and cons of each lesson (Easton, 2015). Reflecting and feedback
should be part of every observation, which leads to educator growth and development
(Belanger, 2018; McCollum, 2014). The Missouri Department of Elementary and
Secondary Education (2016, 2017a) required new teachers observe mentors a minimum

of four class periods each year. Mentors aid new teachers by helping them co-plan

49



lessons and problem solve to improve teacher quality (Easton, 2015). Mentors should
provide appropriate and timely constructive feedback to the mentee to promote change in
educator practice and increase student learning (Learning Forward, n.d.). Reflecting on
teaching practices allows the mentee to analyze instruction through the lens of student
learning to improve teacher practice and student outcomes (Danielson, 2013). Research
has shown an increase in instructional practices, improved student behavior, and greater
teacher enthusiasm when new teachers are influenced by highly qualified and trained
mentors (Leuchtmann, 2019). Direct contact with mentor teachers through observations
and modeling provides valuable experiences for new teachers (Dudick, 2016). Mentors
can empower new teachers when they model effective practices through coaching and
instructional activities (Mathipa & Matlabe, 2016). Co-teaching observations and co-
planning become increasingly effective when combined with continuous professional
development (Mark, 2017). The Professional Learning Standard of Content included
Implementation and is considered to be the most critical part of school improvement as it
addresses the importance of teachers putting their learning into practice (Lewis, 2018).
The ultimate goal for teachers is to develop the skill of evaluating and reflecting on the
effect they have on their students (Goldman & Pellegrino, 2015; Hattie, 2012). Itis also
important to recognize the characteristics that define and identify effective teachers
(Hanover Research, 2016). Therefore, new teachers should observe master veteran
teachers and their mentor several times throughout the first 2 years in the classroom
(Leuchtmann, 2019).

In a study of five states (Delaware, Georgia, North Carolina, Tennessee, and

Texas) and their teacher evaluation systems, all five required classroom observations
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(Shakman et al., 2012). However, each were different in their expectations (announced
or unannounced), the number of required observations (one to four), time length (15
minutes to 45 minutes), and nature of the observations (Shakman et al., 2012). The study
found a need for reform in teacher effectiveness using evaluation systems through
professional learning (Shakman et al., 2012). To be effective, beginning teachers need
direction and focus (Zembytska, 2016). Providing teachers with feedback using
standards and data-based evidence, guided instructional practices, and a solid structure
ensures continuous instructional growth (Learning Forward, n.d.; New Teacher Center,
2016a).

High-performing international countries value professional learning and
collaboration and therefore spend an average of 19 hours a week teaching as compared to
27 hours a week for teachers in the United States (Darling-Hammond et al., 2017).
Mentors are not to be evaluators but should act as coaches for guidance and instruction
(New Teacher Center, 2016a). Observing veteran teachers in their classroom
environment is a powerful opportunity for mentees to acquire firsthand knowledge by
being part of the culture in a successful classroom (Britt-Stevens, 2014). Effective
professional learning should include practical real-world experiences of teaching
(Donohoo, 2017; Easton, 2015; Svendsen, 2020). Job-embedded professional learning
designs engage teachers in pairs or teams during the workday to apply learning theories,
research, and real-world models of human learning, which is extremely valuable but can
be time consuming (Learning Forward, n.d.).

Contact time with mentor. Contact time is a critical factor for mentor and

mentee teachers (Darling-Hammond, 1998; Hoy & Miskel, 2008; Leuchtmann, 2019).
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To be effective, districts must be intentional when setting time aside for mentors and
mentees to collaborate (Darling-Hammond et al., 2017; Lowder, 2017; New Teacher
Center, 2016a). Mentee teachers should strive for at least one half-day to one full day
each month to work with their mentor (Leuchtmann, 2019). Administrators should
ensure contact time is built into new teachers’ schedules and protected to allow for
maximum support (Leuchtmann, 2019; McCollum, 2014; New Teacher Center, 2016a).
Mentors and new teachers need ample time to reflect, observe, and collaborate to
improve instruction and provide emotional support, which is vital in the first year of
teaching (Belanger, 2018; McCollum, 2014).

A study of mentoring programs in Alabama recognized the vital importance of
contact time by requiring mentors meet with their mentees 2.5 hours each week (Sparks
etal., 2017). Participants of the study complained it was extremely difficult to find large
amounts of time each week and recommended the district provide substitute teachers to
cover their duties during collaboration (Sparks et al., 2017). A mentoring study from the
Philippines recommended mentors and mentees also be provided more time for post
conference discussion and collaboration (Galamay-Cachola et al., 2018). Missouri DESE
(2019) encouraged the importance of contact time between mentors and mentees by
recommending release time through common planning or fewer additional assignments to
ensure quality time was achieved.

In some high-performing school systems, new teachers are given two mentors to
allow more time to participate in activities such as shadowing, research groups, and
lesson observations up to three half-days per week (Jensen et al., 2016). School districts

have realized the value of mentor teachers and their effect on new teachers by utilizing
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them in different ways. A study from Belgium explored alternative field experience
models for new teachers, which was inspired by collaborative learning such as team
teaching (Simons, Baeten, & Vanhees, 2018). Advantages of collaborative team teaching
included more direct instructional time, a decreased workload, and better classroom
management (Simons et al., 2018). Advantages of new teachers having access to two
mentors include a wider range of observation experiences and more time to observe
teaching practices (Young, 2020). Effective mentoring takes time and mentors must be
committed to develop a relationship with new teachers (Hopkins, 2018). With
technology today, mentoring programs do not need to always be structured in a face-to-
face format as many districts are now allowing time for mentors to meet with new
teachers using virtual formats (Hopkins, 2018). Effective mentors do not need to have all
the answers but must strive to develop a trusting relationship by providing new teachers
with problem-solving skills and various resources, which takes time and commitment
(Hopkins, 2018). Districts reap significant investments in their teachers when allotting
time for collaboration and professional learning (Learning Forward, n.d.). School
districts that have set time aside for mentors and mentees to meet for intensive training
and support have seen dramatically reduced attrition rates (Darling-Hammond, 2010). A
study of mentor programs in Alabama found new teachers attributed their positive
attitude toward education as a career directly to the time, emotional support, and
encouragement they received from their mentor teacher (Sparks et al., 2017). School
leaders must support collaboration time and the value it has on teacher collective efficacy
and responsibility by allowing time for the mentor and mentee to work (Donohoo &

Katz, 2017; Learning Forward, n.d.). The culture within the building should include a
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shared responsibility for each teacher’s continued growth and success (NCTAF, 2007;
Pedota, 2015).

Mentor/mentee coaching and collaboration. Teachers improve their practice
when collaborating with their peers (Vaughan, Clampitt, & Park, 2016). The
Professional Learning Standard of Content included Implementation, which is a huge part
of teacher instructional improvement because it addresses the importance of teachers
putting their learning into practice (Lewis, 2018). Researchers found the greatest gains in
student learning were attributed to teachers who were collaborative and involved in peer
learning, which created highly qualified, more experienced, and effectively trained teams
of teachers (Darling-Hammond et al., 2017). New teachers also need guidance and
direction from mentors dealing with the major challenge of weeding through the massive
amounts of professional learning opportunities to know which would positively impact
student outcomes and also increase teacher outcomes (Svendsen, 2020).

The Number 1 factor that has been shown to influence outcomes and student
achievement has been collective teacher efficacy (CTE; Donohoo, 2017; Hattie, 2012,
2016; Mosoge et al., 2018). In order to appropriately sustain and train new teachers,
school districts need to be transformed into intentional collaborative learning
organizations (NCTAF, 2007; Sowell, 2017). CTE has been defined by Jenni Donohoo
(2017), Provincial Literacy Lead of the Ontario Ministry of Education’s Curriculum and
Assessment Policy Branch, and John Hattie (2016), Visible Learning Plus, as an
educator’s belief in their ability to positively influence student outcomes, including
students who are disengaged and/or disadvantaged. CTE is basically a teacher’s sense of

competence (Donohoo, 2017). New teachers develop CTE and confidence in their
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teaching capabilities through support and collaboration with their peers (Geeraerts et al.,
2015).

Collective teacher efficacy is also the belief teachers can positively influence
students and make a difference over and above other educational impacts of their homes
and communities (Donohoo & Katz, 2017; Mosoge et al., 2018). Learning organizations
with high teacher efficacy are more willing to try new teaching methods and are more
accepting of change (Donohoo, 2017). Therefore, professional learning should be viewed
as central to new teachers and the profession through a continuous cycle of improvement
(Jensen et al., 2016). New educators become motivated when they see students engaged
and performing at high levels, which increases their confidence and influence (Donohoo,
2017). Mentee and mentor teachers must work together to generate high-quality,
effective, and challenging instructional methods to create a combined belief of knowing
they are the reason behind effective student learning (Geeraerts et al., 2015; Hattie,
2016).

Implementation of effective practices is gained through professional learning in
an appropriate and timely manner by providing constructive feedback and reflection
through collaboration and leads to changes in educator practice and increases student
learning (Learning Forward, n.d.). New teachers should be trained on how to be effective
through supported activities that include mentoring, working collaboratively with
coworkers, and observations (Pedota, 2015; Zembytska, 2016). Effective mentors should
be strong communicators, trustworthy, nonjudgmental, sympathetic, and respectful in
order to be a positive role model for new teachers (Sasser, 2018). Another study found

communication to be essential between mentors and mentees to encourage effective
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instructional practices (Young, 2020). Written documentation outlining professional
expectations and standards of practice between the mentor and mentee provided more
focus and productive collaboration around quality teaching (Young, 2020). A strong
connection can be made between teacher success and a positive mentor/mentee
relationship (Sparks et al., 2017). Beginning teachers need to be encouraged and
supported, which allows them to grow into high-quality educators with multiple tools
from which to draw (Dudick, 2016). Without supports, learning to be an effective
teacher is very difficult (Kutsyuruba, 2016; Shanks et al., 2020). New teachers
need to know what and how to teach effectively (Wong & Wong, 2018). Missouri
teachers show competency by following Missouri Teaching Standards, which include
having content knowledge aligned with appropriate instructional methods, an
understanding of the growth and development of student learning using critical thinking
skills, and using strategies to implement effective practices (Missouri DESE, 2013;
Hanover Research, 2016). According to a study from Texas, an effective approach to
promote effective practices, collaboration, and coaching between mentors and mentees is
to utilize a co-teaching model (Montgomery & Akerson, 2019). Ninety-eight percent of
participants in the co-teaching new teacher training program perceived themselves as
better equipped to teach collaboratively (Montgomery & Akerson, 2019). Co-teaching
between a mentor and mentee paves the way for effective teaching practices on a daily
basis and leads to improved learning outcomes for students (Montgomery & Akerson,
2019). Another innovative format for supporting new teachers was recognized by Rita

Soulen (2020) from North Carolina as she identified mentoring as moving toward
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collaboration using interventions over time (Soulen, 2020). Soulen recognized mentoring
contained stages of collaboration and support for new teachers by

e providing information and engagement at the beginning of the year,

e moving to empowerment through mentoring and introduction to develop a level

of trust,
e building instructional skills through partnerships, and
e constructing a collegial professional relationship through co-teaching experiences.
This method of support gives new teachers confidence and builds stronger

professional relationships as it starts small and then evolves (Soulen, 2020). Many
school districts do not allow time for trust to develop between the mentor and mentee,
which can be an important part of the mentee/mentor relationship (Galamay-Cachola et
al., 2018). The Missouri Teacher Standards follow a developmental sequence or
progressive pattern that illustrates how a teacher’s knowledge and skills mature and
strengthen throughout their career (Missouri DESE, 2013). Professional learning in
curriculum and instruction should be a continuous cycle of improvement through
collaborative experiences between the mentee and mentor (Darling-Hammond, 2017,
Svendsen, 2020). Teachers are expected to use sound professional judgment and to use
the standards to inform and improve their own practice. The Context Standard for
Professional Learning promotes learning communities as an effective method to improve
schools by encouraging continuous improvement, creating collective responsibility, and
producing an alignment of goals to develop quality teachers (Learning Forward, n.d.).
School leaders must support collaboration time and the value it has on creating effective

learning communities and high-quality teachers (Donohoo & Katz, 2017; Learning
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Forward, n.d.). John Hattie (2016) reported effective professional learning is more than
teachers just knowing best practices for instructional improvement; it is actually putting
them in place.

Mentees and mentors must work together to generate high-quality, effective, and
challenging instructional methods to create a combined belief of knowing they are the
reason behind effective student learning and engagement (Hattie, 2016). According to
the NCEE (2016), high-performing schools systematically plan effective curriculum and
write lesson plans through collaboration with peers and colleagues (Darling-Hammond et
al., 2017; NCEE, 2016). Mentees and mentors must collaborate around curriculum
lesson planning to provide students with knowledge to think critically, solve problems,
and communicate effectively (Svendsen, 2020).

High-performing school systems develop effective collaborative professional
learning for new teachers through incremental improvements using student achievement
data as the driving force (Darling-Hammond et al., 2017; Jensen et al., 2016). New
teachers must be able to monitor student learning by providing meaningful feedback and
understand the difference between surface and deep student learning outcomes (Hattie,
2012). Therefore, assessments should be written and graded collaboratively by mentees
and mentors to develop a strong shared understanding of the standards and the high
expectations students are projected to reach (Svendsen, 2020). Collaborative assessment
writing and grading provide substantial learning opportunities for new teachers
(Svendsen, 2020). This allows for effective and active adult learning, which involves
teachers collecting, evaluating, and acting on feedback to modify their teaching practices

based on student data (Jensen et al., 2016).
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New teacher mentoring programs are a vital component of collaborative
professional learning in high-performing school systems (Darling-Hammond, 2013;
Jensen et al., 2016). Mentoring provided new teachers a lifeline while giving mentor
teachers a chance to leave their mark on the profession (Easton, 2015). Therefore, mentor
teachers need training on collaboration and effective instructional practices (Pedota,
2015; Zembytska, 2016).

Training quality mentors. A critical factor in a successful mentoring program is
selecting and training quality mentors (Belanger, 2018; Britt-Stevens, 2014; Leuchtmann,
2019). The quality of a mentor directly affects the quality of the mentee (Callahan,
2016). This is the area where most school districts drop the ball on new teacher training
(Leuchtmann, 2019). Selecting a mentor using the “buddy-system” does not lead to an
effective mentoring program (New Teacher Center, 2016a). Effective and successful
mentors are not the type of teachers who simply want a job to earn money. They are
teachers who want to make a difference in the lives of students by creating a system of
support using a structure of continuous improvement through effective professional
learning (Learning Forward, n.d.; Svendsen, 2020). They are driven teacher-leaders who
advocate for professional learning (Darling-Hammond et al., 2017; Learning Forward,
n.d.). Mentor teachers benefit by having to deepen their own knowledge by serving as
teacher leaders (Darling-Hammond, 1998; Learning Forward, n.d.). Teacher leaders have
their minds set on growing and collaborating with others to become more effective
educators (Learning Forward, n.d.; Wong & Wong, 2018).

Mentees will emulate what they see from others (Wong & Wong, 2018).

Therefore, high-performing school systems ensure new teachers spend a large part of
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their learning time in collaboration with their mentor and their peers (Darling-Hammond
etal., 2017; Learning Forward, n.d.). School leaders should choose mentors who are
committed, dedicated, and hardworking (Leuchtmann, 2019; Wong & Wong, 2018). It
takes a devoted teacher leader with these qualities to be worthy of the responsibilities of a
mentor. Alaska, Hawaii, Maryland, and Washington require new teachers have full-time
teacher mentors (New Teacher Center, 2016b). Full-time mentors should be specifically
trained to support new teachers (Lowder, 2017). It allows them more quality contact time
in which to be more focused in their training.

Strong professional development for mentors is essential to create highly qualified
teachers (Callahan, 2016; Leuchtmann, 2019; Lowder, 2017). Mentors should have
training on leadership, coaching, instructional skills and delivery, interpersonal skills,
classroom management, and student engagement, and must be able to model these
characteristics in their own instruction (Leuchtmann, 2019). Effective professional
learning includes meaningful collaboration with other educators which leads to stronger
teacher efficacy and accountability (Donohoo, 2017; Easton, 2015; Learning Forward,
n.d.; Svendsen, 2020). Missouri DESE (2017a) recognized this by requiring mentor
teachers have a strong understanding of pedagogy and instructional expertise.

Mentor teachers play a key role in leading professional learning communities,
which taps into sources of efficacy and accountability (Donohoo, 2017; Easton, 2015;
Learning Forward, n.d.). Mentor teacher leaders should advocate for the importance of
professional learning for all teachers by modeling expectations through their actions and
attitude (Learning Forward, n.d.). Learning Forward has developed strategies for teacher

professional learning to bring teachers together in collaborative learning communities,
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which promoted shared leadership, encouraged data collection with research-based
decision making, guided knowledge of how people learn, helped prepare teachers to
deepen content knowledge, and created supportive learning environments with high
expectations (Easton, 2015). It is imperative mentor teachers share quality effective
instructional practices with their protégés (Learning Forward, n.d.).

Mentors are not evaluators (Britt-Stevens, 2014). Their primary job is to promote
the growth and development of the beginning teacher to improve instructional practices
and learning. Their role is ultimately for support and guidance (Britt-Stevens, 2014).
New teachers have often identified collaboration and engagement with their mentors as
being one of the most valuable components of their New Teacher Training Program
(Leuchtmann, 2019). Missouri’s mentoring program standards require mentors receive
comprehensive training and support on cognitive coaching skills, collaborative training,
observation/feedback training, and an awareness of the phases of first-year educators
(Missouri DESE, 2017a).

Linda Darling-Hammond (2010) stated it is imperative to develop procedures
such as quality mentoring programs that draw, retain, support, and train highly effective
teachers who are well prepared and committed (Darling-Hammond, 2013). Not only do
new teachers benefit from mentoring, mentor teachers also gain by deepening their
knowledge when they serve as teacher leaders (Darling-Hammond, 1998). Through
combined research from several studies around the country, effective new teacher
mentoring programs should include a multiyear mentoring requirement, classroom
observations, mandatory contact time with a mentor, specialized training for veteran

mentor teachers, and collaboration through effective instructional coaching (Callahan,
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2016; Darling-Hammond, 2010; NCTAF, 2007; New Teacher Center, 2016a; Sowell,
2017).
Perceptions of New Teacher Mentoring Programs

Mentees entering the teaching profession have high expectations of their mentors
in terms of guidance and support (Galamay-Cachola et al., 2018). Belanger (2018) found
77.5% of first-year teachers surveyed perceived their mentors to be “very helpful” or
“extremely helpful” in providing emotional support and reduced the new teacher’s stress
level (p. 100). Multiple studies around the country (Belanger, 2018; Britt-Stevens, 2014;
Callahan, 2016; Darling-Hammond et al., 2017; Dudick, 2016; Perry, 2016; Zhukova,
2018) have also shown new teacher mentoring programs have a positive effect on
developing quality teachers when implemented appropriately but many new teachers do
not receive the intended support and benefits (McCollum, 2014). New teacher mentoring
programs are recognized by federal and state education agencies as important
components of teacher effectiveness (New Teacher Center, 2016a; Pedota, 2015).
However, many school districts do not implement new teacher trainings appropriately or
they lack the essential elements to be effective (Callahan, 2016; McCollum, 2014).

Recent studies on teacher perceptions of new teacher mentoring programs in
Georgia revealed feelings of ineffectively administered programs, inequities between
low-income and high-income schools, and inconsistent mentoring standards (Belanger,
2018). A separate study on mentoring programs in Austria reported low public
confidence in initial teacher education, insufficient integration of quality teacher
education partnerships, inadequate support for new teachers, and gaps in data of

effectiveness (Young, 2020). New teachers report school systems do not put enough
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value on the trust factor between the mentor and mentee as it lays the foundation for
effective collaboration and productivity, which takes time (Galamay-Cachola et al.,
2018). Therefore, new teachers should be provided with a mentor for support and
training on effective teaching methods as soon as possible (Sowell, 2017). New teachers
in Georgia reported mentors should be carefully selected, highly trained, and provided a
clear understanding of their vital role and responsibilities (Belanger, 2018). The
development of a positive mentoring relationship is essential to the learning of a new
teacher (Galamay-Cachola et al., 2018). Belanger (2018) reported new teacher mentoring
programs should be allotted an appropriate amount of time to develop a meaningful and
trusting relationship between the mentor and the mentee (Belanger, 2018). Schools must
provide new teachers with release time to reflect, observe, and collaborate with their
mentors, which can become a budget concern (Belanger, 2018). Districts that implement
effective mentoring programs to support and care for new teachers save money by having
higher rates of teacher retention (McCollum, 2014).
Cost of Teacher Attrition, Mobility, and Retention

New teacher mentoring and induction methods have proven to be highly efficient
and cost effective. According to Zembytska (2016), mentoring is the core element to any
new teacher program. Britt-Stevens (2014) stated school districts must be intentional to
establish policies and implement strategies aimed at teacher retention in order to retain
quality teachers (p. 28). The calculated return on investment in the state of California
when providing quality new teacher mentoring programs was $1.66 for every dollar spent
(Zembytska, 2016). However, studies have also shown (Britt-Stevens, 2014; DeCesare,

McClelland, & Randel, 2017; Sowell, 2017; Zembytska, 2016; Zhukova, 2018), new

63



teacher mentoring programs have a positive effect on teacher retention and job
satisfaction rates, which can be a cost-effective approach for school districts.

Approximately 43% of new teachers make the decision to leave the teaching field
for other careers or professions within the first 5 years of their career (Carr et al., 2017;
Zembytska, 2016). Teacher attrition costs school districts money, time, and lowers
student achievement scores (NCTAF, 2007; Sowell, 2017). Researchers have suggested
it takes three to seven years for a beginning teacher to become an effective high-quality
instructor (Callahan, 2016). The NCTAF estimate the cost of finding and training a new
teacher to range from $4,366 in some rural districts to $17,872 in large cities (NCTAF,
2007). Callahan (2016) stated the NCTAF estimates the average cost of replacing a
teacher to be more than $12,000 while the cost of mentoring a new teacher was around
$5,000 (Carr et al., 2017). It is a time-consuming process to post a job, gather and sort
through resumes, set up interview committees, interview potential candidates, present the
teacher candidate for hire to the school board for approval, and then begin the training
process. Missouri DESE (2017b, 2019) reported first-year teacher retention rates ranged
between 60.5% and 65.9% from 2012 to 2016 (Shuls, 2019). Missouri teachers with less
than 10 years of teaching experience make up approximately 49.9% of educators
(Missouri DESE, 2018). Wong and Wong (2018) reported 50% of teachers leave the
education profession by their fifth year.

Thomas G. Carroll (2007), President of the NCTAF, stated,

Until we recognize that we have a retention problem, we will continue to engage

in a costly annual recruitment and hiring cycle, pouring more and more teachers

into our nation’s classrooms only to lose them at a faster and faster rate. This will
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continue to drain our public tax dollars, it will undermine teaching quality, and it

will most certainly hinder our ability to close student achievement gaps (p.1).

Teacher attrition rates have been an area of great concern in the education
industry for several years (Zembytska, 2016). Recent studies from the NCEE (2016)
have shown teacher attrition rates in the United States have not significantly changed or
improved in the last 10 years. State education agencies have passed down guidelines to
school districts to help with the problem but school districts have not been implementing
the programs effectively or with intentionality (Zembytska, 2016). Schools that host a
large number of beginning teachers have shown negative effects on student achievement
and placed schools at a disadvantage of those with more experienced staff members (New
Teacher Center, 2016a; Sowell, 2017; Zembytska, 2016). Many schools with high rates
of teacher attrition focus on closing the achievement gap by replacing staff members
when the problem actually lies in the gap of teaching quality (NCTAF, 2007; Sowell,
2017). A possible cause of this problem is the lack of time and support new teachers
experience in their first years on the job (Wong & Wong, 2018).

Teacher turnover tends to be higher among younger teachers and those who work
in low-income school districts with high free and reduced lunch rates (Di Carlo, 2015;
Ingersoll, 2001; Ingersoll, May, & Collins, 2019; Zembytska, 2016). Teachers often
wear many hats and do not have the same resources as those in larger more urban
districts. Research has shown (Sutcher, Darling-Hammond, & Carver-Thomas, 2016),
teachers who receive little preparation tend to leave the teaching profession at rates 2 to 3

times as high as those who have quality preparation programs. The most important
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finding in educational research has been defining the root problem to teacher turnover as
being related to the teaching field itself (DeCesare et al., 2016; Ingersoll, 2001).

The lack of support for new teachers has led to higher teacher attrition rates,
which negatively affect student achievement and cost school districts each year (Sowell,
2017; Zembytska, 2016). Therefore, retaining effective and quality teachers has become a
top priority for school districts in the last several years as the cost of replacing and
training teachers has become a drain on school funds (Zembytska, 2016). A direct
correlation has been found between professional learning/collaboration and a teacher’s
confidence in their abilities, which leads to a sense of enjoyment in teaching (Darling-
Hammond et al., 2017; Donohoo, 2017). Teachers who feel like they are making a
difference in the lives of their students have higher job satisfaction rates and feel directly
connected to the efficacy of their profession (Darling-Hammond et al., 2017; Lowder,
2017; Monroe, 2017). Studies around the country (Britt-Stevens, 2014; Callahan, 2016;
Darling-Hammond et al., 2017; Dudick, 2016; Perry, 2016) have shown new teacher
mentoring programs have a positive effect on developing quality teachers when
implemented appropriately. Based on research and numerous reports by several national
education agencies (Zembytska, 2016), of all the governmental programs and incentives
used to retain effective teachers in American public schools since the 1980s, new teacher
mentoring has proven to be the most highly efficient and cost effective (Zembytska,
2016).

Creating a school culture that provided and encouraged effective professional
learning opportunities, which included high-quality induction and mentoring programs, is

the driver to retaining new teachers (Darling-Hammond, 2013). Mentoring programs
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help reduce the isolation new teachers can experience by providing support and deeper
insights into student learning, which also increases collective efficacy (Donohoo, 2017).
The literature indicated new teacher mentoring programs have a positive effect on
instructional practices when implemented appropriately (Britt-Stevens, 2014; Callahan,
2016; Darling-Hammond et al., 2017; Dudick, 2016; Perry, 2016; Zhukova, 2018).
Creating a culture in which teachers have opportunities for continual learning is the
likeliest way to inspire greater achievement in student learning (Svendsen, 2020). High-
performing school systems maintain a continuous improvement cycle that produces a
culture of professional learning leading to high-quality teachers (Britt-Stevens, 2014;
Darling-Hammond et al., 2017).
Summary

Exploring teacher experiences regarding effective mentoring programs will
establish a culture of continuous professional learning to develop and increase teacher
quality (Darling-Hammond, 1998; Donohoo, 2017; Hattie, 2012). It is imperative school
systems put the necessary structures in place for learning to thrive (Dweck, 2016; Hoy &
Miskel, 2008). Schools districts directly benefit from the creation of effective new
teacher programs through lower teacher retention rates, positive school environments,
and higher student achievement scores (Britt-Stevens, 2014; Dudick, 2016; Pedota,
2015). New teacher mentoring programs are recognized by federal and state education
agencies as important components of teacher effectiveness (New Teacher Center, 2016a;
Pedota, 2015). However, many school districts do not implement new teacher trainings
appropriately or they lack the essential elements to be effective (Callahan, 2016).

According to researchers (Callahan, 2016; NCTAF, 2007; Darling-Hammond, 2010; New
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Teacher Center, 2016a; Pedota, 2015; Sowell, 2017), there are several research-based
components to an effective mentoring program: (a) beginning teachers should be
involved in a multiyear new teacher mentoring program, (b) new teachers and their
mentors should be required to observe each other multiple times during a school year, (c)
intentional contact time should be set aside for the mentor and mentee to meet, (d) new
teachers should be given extensive professional development opportunities through
coaching and collaboration that directly relates to their circumstances, and (e) training
quality mentors is a critical factor to maintain a successful mentoring program (DeCesare
et al., 2016; Missouri DESE, 2017a). Missouri’s mentoring program standards require
new teachers be involved in all seven research-based components of an effective
mentoring program (DeCesare et al., 2016; Missouri DESE, 2017a). Without intentional
guided support, learning to teach well is extremely difficult for new teachers (Galamay-
Cachola et al., 2018). Effective professional learning included meaningful collaboration
with other educators, which leads to stronger teacher efficacy and a system of collective
responsibility and support (Donohoo, 2017; Easton, 2015; Learning Forward, n.d.;
Svendsen, 2020).

In Chapter Three, the researcher will discuss the methodology for conducting the
study. The purpose of this basic narrative qualitative study was to explore the experiences
of three first-year teachers, three second-year teachers, and six mentors from three highly
effective Missouri schools regarding professional learning and new teacher mentoring
programs. Research questions are restated to maintain alignment throughout the study.
The selection and sampling of the participants are discussed along with the research

setting, design, instrumentation used for the study, data collection procedures, and data
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analysis, and then the chapter closes with a summary. The researcher conducted a
content analysis by coding transcripts to identify and analyze themes based on Learning
Forward (n.d.) standards. Chapter Four includes the findings of the study and an analysis
of the data including tables and figures noting the significance of the study. Triangulated
sources of data were also examined for evidence from multiple sources outside of the
interviews with related data presented to reduce bias, ending with a summary of key
findings in the conclusion. Chapter Five contains a brief summary of the problem along
with a discussion and implications of the findings, which relate back to the research
questions and problem statement. Implications for practice are discussed along with
recommendations for further research, followed by a summary of the chapter. A key list

of references is presented along with appendices of related documents.
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CHAPTER THREE
RESEARCH DESIGN AND METHODOLOGY

The purpose of this basic narrative qualitative study was to explore the
experiences of six first- and second-year teachers and six mentors from three highly
effective Missouri schools regarding professional learning and new teacher mentoring
programs. This study also aimed to explore the gap in research regarding new teacher
mentoring experiences and related professional learning in Missouri school districts
today. Reducing the gap of research by exploring teacher experiences regarding effective
mentoring programs will establish a culture of continuous professional learning to
develop and increase teacher quality (Darling-Hammond, 1998, 2010; Donohoo, 2017;
Hattie, 2012). It is imperative school systems put the necessary structures in place for
learning to thrive (Dweck, 2016; Hoy & Miskel, 2008). Missouri school leaders need to
be made aware of the perceptions new teachers and mentors have on the effectiveness of
mentoring programs while in the field. High-performing school systems train and
develop teachers and instruction systematically (Darling-Hammond et al., 2017).

The researcher chose to utilize a basic narrative qualitative study approach for
conducting the study. A basic narrative qualitative research strategy was used to gather
information through participants’ stories, interviews, and related documents (Creswell &
Creswell, 2018; Gall, Gall, & Borg, 2010). Inductive and deductive data analysis was
used to build patterns and themes to determine if more information needed to be gathered
(Creswell & Creswell, 2018). Qualitative interviews were conducted that included a
mixture of video, phone, and e-mail interviews in groups of one or two. Interview

questions were unstructured and generally open-ended to elicit views and opinions from
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participants (Creswell & Creswell, 2018). Computer software was used to transcribe
interviews and aid in the development of themes and patterns for data analysis.
Research Questions

The researcher explored the experiences of first- and second-year teachers and
mentors regarding professional learning and new teacher mentoring programs using basic
narrative qualitative research through personal interviews and related documents. The
central qualitative question driving the research was this:

What are the experiences of first- and second-year teachers and mentors regarding
new teacher mentoring programs in the state of Missouri?

The related subquestions for this study were the following:

Research Subquestion 1: What was the professional learning context in regard to
learning communities, leadership, and resources for the mentoring program that first- and
second-year teachers and mentors experienced in a school that met the criteria as high-
performing and a recognized formal mentoring program?

Research Subquestion 2: What was the professional learning process in regard to
data and learning designs for the mentoring program that first- and second-year teachers
and mentors experienced in a school that met the criteria as high-performing and a
recognized formal mentoring program?

Research Subquestion 3: What was the professional learning content in regard to
implementation and outcomes for the mentoring program that first- and second-year
teachers and mentors experienced in a school that met the criteria as high-performing and

a recognized formal mentoring program?

71



Research Subquestion 4: What were the experiences of mentor teachers regarding
their level of training to support new teachers in districts that met the criteria as high-
performing and a recognized formal mentoring program?

Participants

Participants for this basic narrative qualitative study were purposefully selected to
assist the researcher in exploring the research questions (Creswell & Creswell, 2018).
The researcher included six first- and second-year teachers and master mentor teachers
from three highly effective schools in the state of Missouri to gather different experiences
from three diverse perspectives. Most new teachers enter the teaching profession with
little training and no experience on how to begin the school year (Wong & Wong, 2018).
Therefore, exploring experiences from first- and second-year teachers and mentors
regarding mentoring programs guided the researcher in discovering professional learning
growth demonstrated by new teachers in their first 2 years. Involving mentors in the
study provided insight into the training and collaboration components of new teacher
mentoring programs. Missouri DESE (2019) reported there were 69,082 classroom
teachers from 2,413 schools in 518 districts registered within the state of Missouri.
Missouri DESE (2019) found 98.6% of teachers in the state of Missouri were regular
certified, .7% of teachers were temporarily certified, and 1% was teaching with a
substitute certificate, an expired certificate, or are not certified at all. School districts in
the state of Missouri were required to report information about their schools through a
data collection system managed by the Office of Data System Management at the
Department of Elementary and Secondary Education. The two main sources of data

collection in the state of Missouri were Core Data and the Missouri Student Information
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Systems (Missouri DESE, 2019). School districts were required to report data items in
Core Data and MOSIS six times during each school year (Missouri DESE, 2019). Data
submitted from Missouri school districts were compiled and available online through an
open data collection system or it could be accessed through Missouri’s Office of Quality
Schools.

The three schools chosen to be part of the study all received the National Blue
Ribbon Award issued by the U.S. Department of Education (2020). Recipients of the
National Blue Ribbon Award must be among their state’s highest performing schools
according to state assessments, must show exemplary performance in closing the gap of
subgroup achievement scores over the past 5 years, and maintain excellence in the fields
of academics, arts, and athletics (U.S. Department of Education, 2020). Therefore, the
researcher involved schools of differing demographics to gather diverse perspectives and
viewpoints. The three highly effective schools ranged in size from a large urban city
school with 217 students, to a rural school with a student population of 278 students, and
a rural city school with 669 students. The three schools ranged in size, demographics,
funding, and administrative support to reduce bias and weakness of the data and to gather
diverse perspectives (Creswell & Creswell, 2018).

The researcher assured the participants of their privacy and all information was
kept confidential. The 12 participants represented in the study included new teachers
who were in their first 2 years of teaching and mentors who were considered master
teachers with more than 5 years of teaching experience. The number of participants and
sample size in a study varies according to the type of research and should include a

variety of perspectives (Creswell & Creswell, 2018).
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Selection and Sampling

Purposive sampling of participants was used from three highly effective schools
within the state of Missouri. Coordinators of new teacher programs were contacted by
phone and e-mail to obtain permission to conduct the study and provide names of first-
and second-year teachers along with their mentor staff members who met or exceeded
highly qualified educator status in relationship to leadership, experience, and training
according to Missouri DESE guidelines and the school’s evaluation system. The total
number of participants in this study was 12, which included six first- and second-year
teachers and six mentor teachers. The three highly effective schools were chosen by
identifying buildings who met the following criteria:

¢ National Blue-Ribbon School Award winner within the last 3 years;

e recognized formal mentoring program;

e specific training provided for mentor teachers; and

e written documentation provided to new teachers outlining professional

learning requirements for the school year.

An e-mail was sent to each potential participant explaining the study and to
request informed consent (Appendix A). Confidentiality is an essential part of research
to protect the participants from stress, embarrassment, or unwanted publicity (Airasian et
al., 2019). It was vital to use aliases or pseudonyms for all teachers and schools in order
to protect the privacy and identities of participants (Creswell & Creswell, 2018).
Participants were identified as being from School A, School B, and School C. Mentor
teachers were identified as number one and two and mentee teachers were identified as

number three and four. Therefore, a mentor teacher from School A was identified as
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Participant A1 and A2 and a mentee teacher would be identified as participant A3 and
A4. Two new teachers and two mentor teachers were chosen from each of the three
highly effective Blue Ribbon schools. The total number of participants in this study was
12, which included six first- and second-year teachers and six mentor teachers.
Research Setting

The three highly effective schools were chosen by identifying schools that were
National Blue-Ribbon School Award winners, participated in a recognized formal
mentoring program, provided specific training for mentor teachers, and supplied written
documentation to new teachers which outlined professional learning requirements for the
school year. The three highly effective schools ranged in size from a large urban city
school with 217 students to a rural school with a student population of 278 students and a
rural city school with 669 students. The three schools ranged in size, demographics,
funding, and administrative support to reduce bias and weakness of the data (Creswell &
Creswell, 2018). Schools chosen to participate in the study were all identified as
National Blue-Ribbon School Award recipients, which recognizes schools with overall
academic excellence or progress in closing achievement gaps among student subgroups
(U.S. Department of Education, 2020). Research was conducted through email, phone
conversations, and virtual Zoom calls. The basic narrative qualitative research method
included a mixture of video, phone, and e-mail interviews conducted individually. Each
video and phone interview were conducted in a quiet, private room or office to eliminate
distractions and interruptions. Interviews took between 20- and 30-minutes using Zoom,
a video conferencing application, and Otter, an online transcription software application,

to aid in the development of themes and patterns for data analysis. Interview questions
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were unstructured and generally open-ended to help elicit honest, unbiased views and
opinions from participants (Creswell & Creswell, 2018; Appendix B).
Research Design

The purpose of this basic narrative qualitative study was to explore the
experiences of three first-year teachers, three second-year teachers, and their six mentors
related to professional learning and new teacher mentoring programs in the state of
Missouri through personal interviews and related documents. A basic narrative
qualitative research design was used to gather information based on participants’ stories,
interviews, and related documents (Creswell & Creswell, 2018; Gall et al., 2010). The
researcher chose a basic narrative qualitative research design to explore the real-life
stories of teachers and their experiences to capture the setting, emotion, thoughts, and
other phenomena involved in mentoring programs (Gall et al., 2010). A basic research
design was chosen over a case study because the researcher was seeking to study the
processes of new teacher mentoring programs rather than investigating a phenomenon
(Gall et al., 2010).

Coordinators of new teacher programs were contacted by phone and e-mail to
obtain permission to conduct the study and provide names of staff members who met or
exceeded highly qualified educator status in relationship to leadership, experience, and
training. An e-mail was then sent to each potential participant explaining the study and to
request informed consent (Appendix A). The first phase of basic research design
involved gathering experiences from the 12 teachers and their perceptions of new teacher
mentoring programs through personal interviews (Gall et al., 2010). Interviews were

audio recorded and transcribed using Otter, an online transcription software application.
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The second phase of basic research design included systematically interpreting
and organizing the events described by the 12 participants by coding themes and events
(Gall et al., 2010). The researcher conducted a content analysis by coding transcripts to
identify patterns and analyze themes based on Learning Forward (n.d.) standards.
Content and thematic analysis of data were performed to dive deeper into the themes
presented by the respondents. Creswell and Creswell (2018) stated the process for
qualitative research can be emergent, meaning the process may change or shift as the
researcher enters the field and begins collecting data (p. 182). This allows researchers to
delve deeper into a topic to learn more about the problem or issue being addressed
(Creswell & Creswell, 2018). In order to collect the data, the researcher used semi-
structured interviews followed by open-ended questions (Appendix B). An online
transcription service, Otter, was used for analysis of the interviews and recordings to
increase accuracy of the data and to prevent bias by the researcher.

Instrumentation

From the review of literature, the researcher’s primary purpose of this basic
narrative qualitative study was to report the experiences of six first- and second-year
teachers and six mentors from three highly effective Missouri schools regarding
professional learning and new teacher mentoring programs. The researcher’s intent was
to understand the personal experiences of first- and second-year teachers and mentors,
thus basic narrative qualitative research was a viable and effective option for the study.
Research using structured interviews for data collection is an effective way to gather
trends, attitudes, or opinions by studying a smaller sample of a larger population

(Creswell & Creswell, 2018). The researcher used a qualitative interview method, which

77



involved unstructured and generally open-ended questions to prompt the views and
opinions of the participants (Creswell & Creswell, 2018). Interviews were conducted and
included a mixture of individual phone and video interviews. The literature review in
Chapter Two guided the researcher when developing interview protocol. Interview
questions were developed based on Learning Forward (n.d.) standards, teacher
professional learning, new teacher mentoring programs, job satisfaction, promoting
instructional practices, and engagement.

The researcher utilized a pilot testing group made up of two first- or second-year
teachers and two mentors from a separate school district to examine and vet interview
questions for content and time management, and to identify any potential concerns. It is
important to conduct pilot testing to establish content validity and internal consistency,
and to improve questions, format, and instructions (Creswell & Creswell, 2018). Otter,
an online transcription service, was the primary form of instrumentation used for this
basic narrative qualitative study through structured interviews using open-ended
questioning strategies. Computer software aided in the development of themes and
patterns for data analysis. Roberts and Hyatt (2018) stated, “Researchers seek facts and
causes of human behavior and want to know a lot about a few variables so differences
can be identified. They collect data that are primarily numerical and results from
surveys, test, experiments, and so on” (p. 142). The researcher used semi-structured
interviews followed by open-ended questions (Appendix B) to understand the following
research questions. The researcher explored the experiences of first- and second-year

teachers and mentors regarding professional learning and new teacher mentoring
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programs using basic narrative qualitative research through personal interviews and
related documents. The central qualitative question driving the research was this:

What are the experiences of first- and second-year teachers and mentors regarding
new teacher mentoring programs in the state of Missouri?

The related subquestions for this study were the following:

Research Subquestion 1: What was the professional learning context in regard to
learning communities, leadership, and resources for the mentoring program that first- and
second-year teachers and mentors experienced in a school that met the criteria as high-
performing and a recognized formal mentoring program?

Research Subquestion 2: What was the professional learning process in regard to
data and learning designs for the mentoring program that first- and second-year teachers
and mentors experienced in a school that met the criteria as high-performing and a
recognized formal mentoring program?

Research Subquestion 3: What was the professional learning content in regard to
implementation and outcomes for the mentoring program that first- and second-year
teachers and mentors experienced in a school that met the criteria as high-performing and
a recognized formal mentoring program?

Research Subquestion 4: What were the experiences of mentor teachers regarding
their level of training to support new teachers in schools that met the criteria as high-
performing and a recognized formal mentoring program?

Interviews permit researchers to obtain important data that cannot be acquired
using other methods and can provide information from past events that otherwise would

not be known (Airasian et al., 2019). Interviews also allow the researcher to inquire and
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ask follow-up questions, which can be used for clarification to understand reasons behind
particular events and gather more in-depth data (Airasian et al., 2019). Airasian et al.
(2019) reminded researchers to listen more during an interview and to talk less (p. 371).
Listening is the most important part of the interviewing process (Airasian et al., 2019).
Validity

Validity is the measure of the accurate components of the data to ensure the
values are true and certain (Airasian et al., 2019). It also refers to the suitability,
importance, and effectiveness of specific inferences that were made by participants (Britt-
Stevens, 2014). The researcher included processes in the study to ensure the information
given in the stories and reports were credible and trustworthy to reduce bias (Gall et al.,
2010). Triangulated sources of data were examined for evidence from multiple sources
outside of the interviews such as evaluating the three schools’ handbooks, professional
learning opportunities, daily schedules, and evaluation tools (Creswell & Creswell,
2018). The researcher maintained a notebook with notes of thoughts, speculations, and
hunches throughout the interview process. All three schools were also asked about new
teacher program checklists to validate teacher experiences.

Qualitative validity is defined as the process by which the researcher checks for
the accuracy of the finding by engaging in certain procedures (Creswell & Creswell,
2018). Validity verifies if the research measured what it actually intended to measure. In
this study, the data obtained to identify the three highly effective schools were directly
taken from the Missouri Comprehensive Data System and the Office of Quality Schools.
The number of participants and sample size in a study varies according to the type of

research and should include a variety of perspectives (Creswell & Creswell, 2018).
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Therefore, the researcher involved schools of differing sizes and demographics to gather
diverse perspectives and viewpoints. The three highly effective schools ranged in size
from a large urban city school with 217 students to a rural school with a student
population of 278 students and a rural city school with 669 students.
Reliability

Reliability is the measurement or degree to which a tool or survey produces stable
and consistent results (Airasian et al., 2019; Gall et al., 2010). The researcher utilized a
pilot testing group made up of two first- and second-year teachers and two mentors from
a separate school district to examine and vet interview questions for content, time
management, and to identify any potential concerns. It is important to conduct pilot
testing to establish content validity, reliability, and internal consistency, and to improve
questions, format, and instructions (Creswell & Creswell, 2018). First- and second-year
teachers along with mentor teachers were involved in the study to provide a wide range
of responses in relation to experience and perspective. The researcher provided complete
study details in the event other future researchers sought to follow the same procedures
and test the reliability of the results. A researcher following the same protocol and
techniques should come up with the same results (Creswell & Creswell, 2018; Gall et al.,
2010). It is important to establish trustworthiness in a study to give it value and
credibility for future data analysis and to establish interrater reliability (Roberts & Hyatt,
2018).

Qualitative researchers must address and establish a sense of trustworthiness,
understanding, credibility, transferability, dependability, and confirmability of their study

and findings by including as much detail as possible so others can see the setting for
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themselves (Airasian et al., 2019). To ensure the most accurate and honest data available,
the researcher assured respondents the interviews would be handled with complete
anonymity and confidentiality for responding schools. The guarantee of confidentiality
was a control to encourage teachers to answer questions honestly. Researchers must also
understand and account for the factual accuracy during an interview along with the
meaning and interpretation of the behaviors or words used by the participants during an
interview (Airasian et al., 2019). Triangulated sources of data were used to build a
coherent justification for themes by examining evidence from multiple sources outside of
the interviews such as evaluating the three schools’ handbooks, professional learning
opportunities, daily schedules, and evaluation tools (Creswell & Creswell, 2018). The
researcher maintained a notebook with notes of thoughts, speculations, and hunches
throughout the interview process. All three schools were also asked to participate in
member checking by reviewing transcripts for accuracy (Creswell & Creswell, 2018) and
provided copies of their collaboration and observation schedules to validate teacher
experiences.
Data Procedures

Data collection and analysis were handled systematically and with meaning
(Appendix C). Data collection began after approval from the Institutional Review Board
(IRB) at Southwest Baptist University. The number of participants and sample size in a
study varies according to the type of research and should include a variety of perspectives
(Creswell & Creswell, 2018). Therefore, the researcher involved schools of differing
sizes to gather diverse perspectives and viewpoints. The three highly effective schools

ranged in size from a large urban city school with 217 students to a rural school with a
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student population of 278 students and a rural city school with 669 students.
Coordinators of new teacher programs were contacted by phone and e-mailed to obtain
permission to conduct the study. Names and contact information of first- and second-
year teachers and mentors who met or exceeded highly qualified educator status in
relationship to leadership, experience, and training according to Missouri DESE
guidelines were provided to the researcher. The total number of participants in this study
was 12, which included six first- and second-year teachers and six mentor teachers. The
researcher contacted the 12 participants to set up the interviews and gather the data.
Interviews were conducted and included a mixture of individual phone and video
interviews. Interview questions were unstructured and generally open-ended to elicit
views and opinions from participants (Creswell & Creswell, 2018; Appendix B).
Researchers must winnow the information during qualitative data analysis to aggregate
the data into a small number of themes and focus areas (Creswell & Creswell, 2018).
The researcher maintained a notebook with notes of thoughts, speculations, and hunches
throughout the interview process. Triangulated sources of data were used by examining
evidence from multiple sources such as handbooks, professional learning opportunities,
daily schedules, and evaluation tools. The researcher reviewed and organized all of the
printed evidence and documents as they related to the transcribed interviews. After
reading through the raw transcribed interview data and printed documents, the researcher
used computer software to aid in the development of themes and patterns for data
analysis. Patterns were identified using coding methods to organize and discover

interrelating themes of the raw data (Creswell & Creswell, 2018).
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Data Analysis

The researcher analyzed and organized the data collected from interviews with
first- and second-year teachers and mentors along with printed documents for similarities
and differences based on themes and general impressions using open coding (Creswell &
Creswell, 2018). Audio transcripts were transcribed using a digital transcription service,
Otter, to ensure the validity and reliability of the data. Printed evidence and documents
related to the participating schools’ new teacher mentoring programs were also provided
for analysis. The researcher reviewed the data and checked all transcripts to ensure there
were no mistakes during the transcription. Data analysis was handled according to
Creswell and Creswell’s (2018) recommendations, which included getting a general
sense of the whole by reading and rereading through all transcriptions and data carefully,
writing thoughts in the margins, making a list of all cluster topics, recognizing categories
and interrelationships, and finally, coding the data into categories and themes based on
Learning Forward (n.d.) standards. The researcher organized the data into a coherent
story by using a coding frame designed to capture the overall meaning of the stories and
narratives (Gall et al., 2010). Coding was conducted around related themes using
Learning Forward (n.d.) standards of content, process, and context for continuous
professional learning. Once the data were coded and themes were defined, connections
and correlations were identified. Themes were evaluated by looking through several
different lenses based on the theoretical framework of a basic narrative qualitative study,
which included mentoring programs and professional learning. Quotes from participants
were also used to aid in the development of themes. Creswell and Creswell (2018)

recommended identifying five to seven themes for a basic narrative qualitative study.
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Rationale for Data Treatment

Due to the high volume of data, the researcher was very structured when
collecting and organizing information from the 12 interviews. It is very important for
researchers to have a detailed research plan when managing the vast volume of data
involved in qualitative research (Airasian et al., 2019). It is important to establish
trustworthiness in a study to give it value and credibility for future data analysis and to
establish interrater reliability (Roberts & Hyatt, 2018). Qualitative researchers must
address and establish a sense of trustworthiness, understanding, credibility,
transferability, dependability, and confirmability of their study and findings by including
as much detail as possible so others can see the setting for themselves (Airasian et al.,
2019). Member checking and peer examination were used to ensure internal validity and
appropriate handling of the data. Member checking serves as a check throughout the data
analysis process to ensure the participants’ reality and meanings during the interview
were portrayed correctly (Airasian et al., 2019). Participants were sent a transcript of the
interview to ensure interruptions of the data were handled properly. The researcher
maintained a notebook with notes of thoughts, speculations, and hunches throughout the
interview process. After reading through the raw transcribed data, the researcher used
computer software to aid in the development of themes and patterns for data analysis.
Patterns were identified using coding methods to organize and discover interrelating
themes of the raw data (Creswell & Creswell, 2018).
Summary

Chapter Three discussed the methodology for conducting this basic narrative

qualitative study by aligning the research questions with the problem statement,
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methodology, design, instrumentation, data collection, procedures, and data analysis
method. Participants for this basic narrative qualitative study were purposefully selected
to assist the researcher in exploring the research questions (Creswell & Creswell, 2018).
The researcher included six first- and second-year teachers and six master mentor
teachers from three highly effective schools in the state of Missouri to explore
experiences of new teacher mentoring programs. Research was conducted using a
mixture of video, phone, and e-mail interviews conducted one-on-one. The researcher
chose a basic narrative qualitative research design to explore the real-life experiences of
teachers to capture the setting, emotion, thoughts, and other phenomena involved in
mentoring programs (Gall et al., 2010). Audio transcripts were transcribed using Otter, a
digital transcription service, to ensure the validity and reliability of the data.

Triangulated sources of data were used by examining evidence from multiple sources
such as handbooks, professional learning opportunities, daily schedules, and evaluation
tools. Data were analyzed and organized from interviews with first- and second-year
teachers and mentors along with printed documents for similarities and differences based
on themes and general impressions using open coding based on Learning Forward (n.d.)
standards (Creswell & Creswell, 2018). Chapter Four includes the findings of the study
and an analysis of the data including tables and figures noting the significance of the
study. Triangulated sources of data were also examined for evidence from multiple
sources outside of the interviews with related data presented to reduce bias, ending with a
summary of key findings in the conclusion. Chapter Five contains a brief summary of the
problem along with a discussion and interpretation of the implications of the findings that

relate back to the research questions and problem statement. Implications for practice are
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discussed along with recommendations for further research, followed by a summary of
the chapter. A key list of references is presented along with appendices of related

documents.
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CHAPTER FOUR
ANALYSIS OF DATA

The purpose of this basic narrative qualitative study was to explore the
experiences of six first- and second-year teachers and six mentors regarding professional
learning and new teacher mentoring programs from three highly effective schools in the
state of Missouri through personal interviews and related documents. This study was
centered on high-performing schools that had a culture of continuous professional
learning to develop and increase teacher quality and to bring awareness to Missouri
school leaders of the perceptions new teachers and mentors have on the effectiveness of
mentoring programs while in the field. The three participating highly effective schools
were U.S. Department of Education Blue Ribbon School Award winners within the last 3
years. The central qualitative question driving the research was this:

What are the experiences of first- and second-year teachers and mentors regarding
new teacher mentoring programs in the state of Missouri?

The related subquestions for this study were the following:

Research Subquestion 1: What was the professional learning context in regard to
learning communities, leadership, and resources for the mentoring program that first- and
second-year teachers and mentors experienced in a school that met the criteria as high-
performing and a recognized formal mentoring program?

Research Subquestion 2: What was the professional learning process in regard to
data and learning designs for the mentoring program that first- and second-year teachers
and mentors experienced in a school that met the criteria as high-performing and a

recognized formal mentoring program?
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Research Subquestion 3: What was the professional learning content in regard to
implementation and outcomes for the mentoring program that first- and second-year
teachers and mentors experienced in a school that met the criteria as high-performing and
a recognized formal mentoring program?

Research Subquestion 4: What were the experiences of mentor teachers regarding
their level of training to support new teachers in schools that met the criteria as high-
performing and a recognized formal mentoring program?

The researcher systematically interpreted and organized the events described by
the 12 participants to identify patterns and code transcribed data based on Learning
Forward (n.d.) standards. Patterns were identified when four or more participants
described the same thought or content. Content and thematic analyses of data were
achieved to dive deeper into the themes presented by the respondents. Creswell and
Creswell (2018) stated the process for qualitative research may change or shift direction
as the researcher begins collecting data. This process allowed the researcher to probe
deeper into a topic to learn more about the problem or issue being addressed (Creswell &
Creswell, 2018). In order to collect the data, the researcher used semi-structured
interviews followed by open-ended questions (Appendix B). An online transcription
service, Otter, was used for analysis of the interviews and recordings to increase accuracy
of the data and to prevent bias by the researcher.

Chapter Four includes the findings of the study and an analysis of the data
including tables and figures noting the significance of the study. Participant
demographics of the three chosen schools were outlined, which represented various

populations from diverse locations from around the state of Missouri. The three
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participating schools were identified as School A, School B, and School C. A description
of the format, structure, and required components of the three participating schools’ new
teacher mentoring program was presented. All three schools were specific and
intentional when training new teachers but each school had a different approach that
guided their program.

Interview procedures were presented in Chapter Four along with coding and
thematic analysis around the four research questions. The researcher coded key words
and phrases using transcribed text and interview notes to develop themes from the 12
participant experiences of new teacher mentoring programs. Triangulation of data was
used to increase the validity and reliability through member checking and assessment of
handbooks, professional learning schedules, and evaluation tools.

The researcher maintained a notebook with notes of thoughts, speculations, and
intuitions throughout the interview process. Each of the four research questions was
evaluated separately using detailed coding procedures and theme analysis, which
revealed seven common themes identified through the experiences of the 12 mentor and
mentee teachers. Triangulated sources of data were also examined for evidence from
multiple sources outside of the interviews with related data presented to reduce bias,
ending with a summary of key findings in the conclusion.

Participant Demographics

Participants in this study were all National Blue Ribbon Award winners under the
category of Exemplary High-Performing School within the last 3 years and were
strategically chosen by the researcher to represent various populations and demographics

from around the state of Missouri. To receive the U.S. Department of Education’s (2019)
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Blue Ribbon School Award under the category of Exemplary High-Performing School,
schools must be performing in the top 15% of the state in math and reading state
assessment scores, the top 40% of the state for each subgroup performance in math and
reading state assessment scores, and in the top 15% in the state for graduation rates and
college and career readiness measures. Recipients of the National Blue Ribbon Award
must be among their state’s highest performing schools according to state assessments,
must show exemplary performance in closing the gap of subgroup achievement scores
over the past 5 years, and maintain excellence in the fields of academics, arts, and
athletics (U.S. Department of Education, 2019). School A was a National Blue Ribbon
School Award winner in 2017. School B was a National Blue Ribbon School Award
winner in 2019 and School C received the award in 2020. All three schools are
geographically positioned in diverse areas of the state.

School A. School A was a public charter high school located in an urban large
city with 217 students in Grades 9 through 12. Students came from a designated
geographical area and were selected by lottery. The predominant racial and ethnic
composition of the school was 96% Black, with 65% of students eligible for free and
reduced priced meals. School A had 3% of its students receiving special education
services, with an average student-to-classroom-teacher ratio of 15:1. The principal in the
school had been in the position for 11 years.

School B. School B was a public elementary school located in a rural or small
city/town, with 278 students in Grades 1 through 3. The predominate racial and ethnic
composition of the school was 86% White, with 100% of students eligible for free and

reduced priced meals. School B had 14% of its students receiving special education
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services, with an average student-to-classroom-teacher ratio of 19:1. The principal in the
school had been in the position for 9 years.

School C. School C was a public elementary school located in a rural area with
669 students in Grade K through 5. The predominate racial and ethnic composition of the
school was 87.5% White, with 42% of students eligible for free and reduced priced
meals. School C had 10% of its students receiving special education services, with an
average student-to-classroom-teacher ratio of 19:1. The principal in the school had been
in the position for 1 year.
Description of Participating Schools’ New Teacher Mentoring Program

This study identified three high-performing schools to bring awareness to
Missouri school leaders of the perceptions new teachers and mentor teachers have on the
effectiveness of mentoring programs who are in the field. High-performing school
systems train and develop teachers and instruction systematically through the
development of a culture of continuous professional learning (Darling-Hammond et al.,
2017). All three participating school districts had an established formal new teacher
mentoring program based on Missouri Mentoring Program Standards (Missouri DESE,
2017a). Participation in a new teacher training program for 2 years was a required
licensing component for all teachers in the state of Missouri. All three schools were
specific and intentional when training new teachers but each school had a different
approach that guided their program.

School A. School A contracted with Teach for America (2020) in Kansas City,
Missouri, to facilitate training for their first- and second-year teachers, which was

developed in alignment with Missouri DESE’s (2020b) Beginning Teacher Assistance
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Program (BTAP). Teach for America provided a formal mentor for School A’s new
teachers to become strong classroom and community leaders by providing 2 years of
extensive coaching, modeling, constructive feedback, professional learning opportunities,
and other resources. New teachers in the program were required to complete
observations one time each month along with having their mentor teacher observe them,
followed by feedback and coaching cycles. Mentors were trained specialists provided by
TFA who modeled instructional practices, coached, and provided valuable feedback.
School A also provided their new teachers with an informal buddy mentor teacher in the
district based on close proximity and content area for daily support. School A had built
common plan time into teachers’ schedules for collaboration and data review. Three out
of 4 teachers who were interviewed from School A identified collaboration and strong
building leadership as key factors related to the success of their school and their new
teacher mentoring program.

School B. School B utilized an outside agency, Teacher Induction Program
Support System (TIPSS), to train and support mentor and mentee teachers in the district
based on researched-based strategies through positive structured coaching. TIPSS
provided formal training and coaching opportunities for mentor and mentee teachers
using a structured modeling approach. Teacher B4 stated the program highlighted
positive practices and how to make improvements rather than negative qualities, which
increased new teacher confidence levels. The TIPSS program focused on three principles
of learning to create a positive learning culture along with evidence related to standards
and formative assessment to create high-quality teachers. Resident mentor teachers

attended a full day training at the beginning of the school year before the program was
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initiated. School B placed mentee teachers with trained mentors who were in close
proximity and content area for daily support. School B had built common plan time into
teachers’ schedules for collaboration and coaching opportunities. New teachers were
formally observed four times per year by the TIPSS program specialist with several other
district observation opportunities taking place during the year as well.

School C. School C had a district-created new teacher mentoring program based
on the Missouri Mentoring Program Standards (Missouri DESE, 2017a) and Missouri
DESE’s (2020b) BTAP. The Buddy-Mentor Teacher Handbook was structured with a
monthly checklist outlining roles and responsibilities of both the mentor and the mentee.
Mentor teachers received training before school began each year on their role to model
and provide appropriate feedback for their mentee teacher. Teachers were required to
collaborate with their mentor two times per week for an hour to plan, reflect, and work on
common planning. First-year teachers were required to complete four observations each
year and second-year teachers were required to complete two observations during the
year. School C assigned mentor teachers based on close proximity and content area for
daily support. School C had built in common plan time for their teachers for
collaboration opportunities. Three out of four teachers from School C reported
collaboration and being intentional about evaluating data as key factors related to the
success of their school and their new teacher mentoring program.

Table 1 identifies six common components of new teacher mentoring programs
from the three participating highly effective schools. Schools A, B, and C had taken
different approaches when training and supporting their new teachers. However, each

had provided a structured program with outlined requirements and expectations.
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Table 1

Common Components of Schools A, B, and C’s New Teacher Mentoring Program

Component Number of respondents identifying component
Formal Handbook and Checklist 3/3
Provided Formal Mentor Training 33
Modeling and Coaching Components 33
Required Observations 3/3
Intentional Focus on New Teacher Training 3/3
Based on Missouri BTAP Standards 3/3

Table 1 identifies, based on coded transcribed data, the common components of
all three highly effective schools’ new teacher mentoring programs. All three schools’
new teacher mentoring programs followed standards from Missouri’s Beginning Teacher
Assistance Program and had a checklist with specific expectations to guide and direct
each new teacher’s experience. Observations were required by both the mentor and the
mentee with coaching and modeling components. All three schools also required new
teachers to observe other teachers in the district outside of their assigned mentor teacher.
Interview Procedures

Interviews for all 12 participants from the three Blue Ribbon schools were
conducted using a virtual meeting application, Zoom, along with email and phone
communication. The researcher began the interview process by forming a pilot testing

group made up of two first- or second-year teachers and two mentors from a separate
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school district to examine and vet interview questions for content and time management,
and to identify any potential concerns. Pilot testing is an important part of the interview
process to establish content validity and internal consistency, and to improve questions,
format, and instructions (Creswell & Creswell, 2018). Building-level administrators
from the three schools were contacted by phone and email to gain permission to conduct
the research and provided email addresses of individual mentor and mentee participants.
Participants were contacted by email and provided the Informed Consent Letter
(Appendix A). Participants responded to the researcher through email to set up an
interview day and time. The researcher sent each participant a Zoom meeting invite by
email. All interviews were conducted one-on-one and were recorded through the Zoom
application as well as being audio recorded for digital transcription using Otter. Initial
interviews were approximately 25 minutes. Follow-up emails and phone conversations
were also required to confirm information provided regarding mentoring handbooks and
related documents for validity and reliability of the data. Triangulated sources of data
were used to build a coherent justification for themes by examining evidence from
multiple sources outside of the interviews such as evaluating the three schools’ mentoring
handbooks, professional learning opportunities, daily schedules, and evaluation tools.
Data Analysis

Participants were identified as being from School A, School B, and School C.
Mentor teachers were identified as Number 1 and 2 and mentee teachers were identified
as Numbers 3 and 4. Two new teachers and two mentor teachers were chosen from each
of the three highly effective Blue Ribbon schools. The total number of participants in

this study was 12, which included six first- and second-year teachers and six mentor
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teachers. Therefore, a mentor teacher from School A was identified as Participants Al
and A2 and a mentee teacher was identified as Participants A3 and A4. Participant
quotes were also used to aid in the development of themes.

Triangulation of data. Triangulated sources of data were used to build a
comprehensive justification and provide validly and reliability of the data for the seven
themes by examining evidence from multiple sources outside of the interviews such as
evaluating the three schools’ handbooks, professional learning opportunities, daily
schedules, and evaluation tools (Creswell & Creswell, 2018). The researcher maintained
a notebook with notes of thoughts, speculations, and intuitions throughout the interview
process. All three schools were also asked to participate in member checking by
reviewing transcripts for accuracy (Creswell & Creswell, 2018) and providing copies of
their collaboration and observation requirements to validate teacher experiences. New
teacher mentoring handbooks from the three participating schools were also reviewed for
accuracy of interview data.

Coding procedures and theme development. Coding procedures included the
researcher reading through all transcribed data and taking notes to familiarize and get an
overview of the content. The researcher annotated and highlighted sections of
transcribed text by repeatedly searching for similarities between pieces of data. As
similarities emerged, common categories were sorted to collate data into groups and then
into identified codes (Caulfield, 2019). The researcher sorted transcribed text by hand
first and then analyzed data using the Otter software program to sort through each piece
of data to identify similarities and differences to clearly organize each coded phrase from

the data. The researcher identified 35 coded words and phrases from the 12 participant
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interviews. The 35 coded words and phrases were used to describe the content of the
data and were then grouped to identify patterns into a single theme. Seven themes were
identified from the 35 coded words and phrases.

Once the seven themes were established, the researcher went back and examined
transcribed text by individual participants for connections around coded themes. The 12
participants’ interview data were analyzed around each research question in relationship
to identified themes. The researcher then identified how many participants supported
each recognized theme.

Table 2, Table 3, and Table 4 identify the 35 coded words and phrases that were
sorted from interviews with the 12 participants by research question. Six of the
participants were first- and second-year teachers and six of the participants were mentor
teachers. The three tables show the number of occurrences of each coded word or phrase.
The researcher established seven themes, which emerged from the 35 coded words and

phrases.
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Table 2

Record of Coded Information: Research Question 1

Coded words/phrases Record of occurrence Themes/subthemes
Meet/Meetings 119

Talk/Chat 68

Collaboration/Collaborate 52

Common Plan Time 49 Collaboration

Professional Learning Community (PLC) 30

Team 22

Formal/Informal 18

Teacher 150

Students/Kids 136

Help/Helping 94

Relationship(s) 11 Relationships
Connected 11

Personal 7

Comfortable 4
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Table 3

Record of Coded Information: Research Question 2

Coded words/phrases Record of occurrence Themes/subthemes
Data 64
Learning 58
Mastery 19 Intentional Practices: Data

Common Formative Assessment (CFA) 15

Intentional 5

Exams 5

Time 126

Questions 39 Reflection Time
Growth 5

Reflection 4

Feedback 15 Feedback
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Table 4

Record of Coded Information: Research Question 3

Coded words/phrases Record of occurrence Themes/subthemes
Support 19

Check-in 6

Confidence 5 Support and Encouragement
Connected 4

Encouragement 4

Positive 4

Leadership 9

Culture 3 Strong Building Leadership
Trust 3

Strong 2

Table 2, Table 3, and Table 4 list each of the 35 coded words and phrases and
outline how the researcher arranged them into comparable categories. Creswell and
Creswell (2018) recommended identifying five to seven themes based on coded
transcribed data for a basic narrative qualitative study. Content and thematic analyses of
data were achieved by making connections to dive deeper into the themes presented by
the respondents. The researcher identified 35 coded words and phrases from the 12
participant interviews. The 35 coded words and phrases were used to describe the

content of the data and were then grouped to identify patterns into a single theme. The
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first theme of collaboration was mentioned 358 times by participants and was made up of
seven coded words and phrases of (a) meet/meetings, (b) talk/chat, (c)
collaboration/collaborate, (d) common plan time, (e) professional learning community, (f)
team, and (g) formal/informal. The second theme of relationships was mentioned 413
times and was made up of seven coded words and phrases of (a) teachers, (b)
students/kids, (c) help, (d) relationships, (e) connected, (f) personal, and (g) comfortable.
The third theme of intentional practices around data was mentioned by participants 166
times and was made up of six coded words and phrases of (a) data, (b) learning, (c)
mastery, (d) common formative assessment, (e) intentional, and (f) exam. The fourth
theme of reflection time was made up of four coded words and phrases of (a) time, (b)
questions, (c) growth, and (d) reflection. The fifth theme of feedback was mentioned 15
times by participants and was coded directly from the word feedback. The sixth theme of
support and encouragement was mentioned by participants 42 times and was made up of
six coded words and phrases of (a) support, (b) check-in, (c) confidence, (d) connected,
(e) encouragement, and (f) positive. The seventh and last recognized theme was strong
building leadership, which was mentioned by participants 17 times and was made up of
four coded words and phrases of (a) leadership, (b) culture, (c) trust, and (d) strong.
Patterns were also identified when four or more participants supported the same theme.
Analysis of Research Question 1

Research Question 1 asked, “What was the professional learning context in regard
to learning communities, leadership, and resources for the mentoring program that first-
and second-year teachers and mentors experienced in a school that met the criteria as

high-performing and a recognized formal mentoring program?” The researcher
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maintained a notebook during each interview to annotate thoughts, speculations, and
intuitions around learning communities, leadership, and resources for Research Question
1. The researcher examined daily schedule information and collaboration requirements in
mentoring handbooks to confirm accuracy of interview data. All three schools
maintained a formal written checklist of required components for their mentoring
program. The researcher also confirmed all three schools maintained a professional
learning community program, which provided training for collaborative teaming
expectations. Interview Questions B1-B5 (Appendix B) were related to Research
Question 1. After analysis of the transcribed text from Research Question 1, the
researcher identified codes within the transcribed data and organized them into two major
themes based on respondents’ answers: (a) collaboration and (b) relationships. Coding of
the collaboration theme was based on mentor and mentee teachers describing their
mentoring experience using the following seven phrases:

e meet/meetings,

e talk/chat,

e collaboration/collaborate,

e common plan time,

e professional learning community,

e team, and

e formal and informal.

Coding of the relationship theme was based on mentor and mentee teachers

describing their mentoring experience using the following seven phrases:

e teachers,
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e students/kids,
e helping,

e relationships,
e connected,

e personal, and
e comfortable.

Table 5 identifies responses around Research Question 1, which were then coded
into the themes of collaboration and relationships as being part of participants’ new
teacher mentoring programs. Research Question 1 focused on understanding new teacher
mentoring programs in reference to professional learning communities, leadership, and
resources. The researcher interviewed all participants separately to allow for unbiased
responses by mentor and mentee teachers.

Table 5

Common Themes Identified in Research Question 1

Theme Number of respondents identifying theme Percentage
Collaboration 12/12 100%
Relationships 11/12 92%

Table 5 identifies the number of respondents, based on coded transcribed data,
who acknowledged collaboration and relationships as part of their new teacher mentoring
program. All 12 mentee and mentor teachers, which was 100% of participants, identified

collaboration as a component of their new teacher mentoring program. Eleven out of the
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12 participants, which was 92% of participants, stated relationships comprised a
component of their new teacher mentoring program. Discussions around Research
Question 1 were closely aligned with all but one participant including both collaboration
and relationships as a key component to the success of their highly effective school and
new teacher mentoring program.

Research Question 1 focused on Learning Forward’s (n.d.) context in regard to
professional learning communities, leadership, and resources for new teacher mentoring
programs. The researcher identified two overarching themes from Research Question 1:
(a) collaboration with 358 mentions by participants and (b) relationships with 413
mentions by participants. Participants revealed school leaders should be intentional by
specifically setting collaboration time aside for teachers to meet and plan. After
reviewing master schedules, all three schools had structured their teachers schedules to
reflect common plan time by grades levels or content area. The researcher examined
school schedules as part of the interview process to confirm interview data. Mentor
teacher Al stated,

Time is invaluable. 1 think that some of that also is the structural commitment [by

our administrator] to having teachers have the same planning period... I can’t

even quantify how helpful it was for me when | was a first-year teacher to have
that same planning time [as my mentor].

Mentor Teacher C1 added,

We’re given a lot of time to collaborate so that shows us that it is meaningful and

it is valued. 1 think allowing time for that when time is of the essence is

important... They’re [administration is] making it a priority...
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Collaboration was the most common theme, mentioned 358 times with 12 out of
12 or 100%, of participants identifying it as a key component of their new teacher
mentoring program. Mentee Participant C3 stated, “I collaborate all the time with my
team... It’s super valuable.” C3 estimated the amount of formal and informal
collaboration time to be approximately “five hours per week... We spend a lot of time
together. I feel bad for her.” Participant C1 stated, “There’s a lot of opportunities to
collaborate, both formally and informally, so | feel like that is at the heart of all the great
things we do is the collaboration and there’s lot of opportunities to do so.” Mentor
Teacher B1 reiterated the importance of common planning time as a key component to
the success of a new teacher to collaborate and norm lessons,

It’s very heavily promoted. We remember a few years ago we were told we were

going to have grade level meetings once a week and we were like, ““What?

Why?””” But it’s been a blessing honestly. So yes, it’s very heavily promoted by

our administrator. She does a great job of explaining the necessity of it and so

now we see the importance behind it.

Mentee Teacher A4 had the opposite experience, where the formal mentor did not
have the same plan time. Therefore, collaboration and relationship building were
difficult. A4 explained,

There’re unofficial mentors that you end up picking... that ended up becoming

my mentor, you know, almost a little bit more than my actual official mentor... |

would just use my plan time in (his room) so it’s like very convenient to be able
to ask him questions, whereas you know my mentors in both my first and second

year didn’t have the same plan as me. So, it was a little bit harder.
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Mentor Teacher C1 explained the benefits she received from being a mentor on a
collaborative team,

Our team is so collaborative. | feel so lucky to have such powerful and

knowledgeable educators to collaborate with every single day... I learn every

single day and a lot of it is what I learn from my mentee, who is in her second
year.... ’'m just constantly learning so much...

The researcher strove to gather more information around Research Question 1
regarding learning communities, leadership, and resources by asking participants, “What
was the most helpful resource your district has provided you?” Table 6 reflects responses
from participants, which allowed the researcher to dig deeper into Research Question 1
regarding what teachers appreciated and valued in respect to supplied teacher resources.
Participants identified with a Number 1 or a Number 2 were mentor teachers and
participants identified as a Number 3 or 4 were first- or second-year teachers. Table 6

reflects each respondent’s answer.
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Table 6

Question: What was the Most Helpful Resource Your District Has Provided?

Participant Respondent answers

Al Time to work with mentee

A2 Common plan time

A3 Mentoring program: Teach for America
A4 Youth Entrepreneur Program donations and support
Bl My team for collaboration and support
B2 Professional Learning Community work
B3 My coworkers

B4 My mentor

C1 Time and flexibility

C2 Curriculum guides

C3 My teacher team

C4 Mentoring handbook and checklist

Table 6 reflects responses from the 12 participants to answer the question, “What
was the most helpful resource your district has provided you?” The researcher asked the
question of participants to gather more information around Research Question 1
regarding learning communities, leadership, and resources. Six of the 12 participants
responded their mentoring program or collaborative team of teachers as the most

important resource. Three of the 12 participants identified time to work with their
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collaborative team as the most important. The response to this question reflected 9 out of
12 participants, or 75%, identified time with their team or mentor teacher as the most
important resource a school can provide to mentor and mentee teachers. Participant B1
viewed her team as a resource because, “We work together so well and we collaborate on
everything... we lean on each other so much that honestly, they are my best resource.”

Relationships was the second most common theme, which was mentioned 413
times by participants related to Research Question 1, with 11 out of the 12 participants, or
92%, acknowledging it as an important part of new teacher mentoring. The researcher
acknowledges there were more coded words and phrases mentioned in relationships at
413 versus collaboration with 358 mentions but relationships was not specifically
mentioned as part of new teacher mentoring by all 12 participants. Mentor Teacher B1
reflected it is not only about the relationships built with coworkers but also about the
relationships built with students. When asked what they enjoyed most about teaching, B1
responded, “I just love being with these kids and helping them and forming relationships
with these kids every year.” Mentor Teacher A3 also agreed, “I really enjoy working
with the students and building the rapport. Giving them a class to come to that they can
just decompress.”

Participant B3 stated the most helpful resource provided by the district was their
coworkers. B3 stated, “I asked them anything and everything. Any question I have, I
turn to them first.” Mentee Participant B4 stated, “And she (my mentor) didn’t make me
feel like I was alone.” Building trust within the mentor relationship was identified as an

important component by 4 of the 12 participants. Mentor Teacher A2 stated,
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Every day, we sit and chat. Lots of times we’re not chatting about school, but
other things that really has a way of enhancing the personal relationships. So, that
you know all the stuff about building trust... We were able to fix things in
tremendous detail, like day-to-day stuff, when we get down in to the nitty gritty...
and deep dive in and talk about stuff that seems trivial, but those trivial bits and
pieces is where you make or break it... I think that’s been one of the best things
about it so far.

Mentor Participant C2 agreed it is about the relationship through conversations
and reflection on a daily basis: “We meet twice weekly but for different things... We talk
every day, you know, two to three minutes up to 10 minutes, whatever she needs.”
Mentee Teacher C3 explained she asks a lot of questions to her mentor, who was always
willing to explain and support her. Without time for the mentor/mentee relationship to
form, Mentor Teacher B1 reflected she would not have been able to read her mentee’s
facial expressions and know when there was a problem and how to support her.
Sometimes new teachers do not know what to ask or how to fix it; that is where the
mentor steps in.

Eleven of the 12 participants expressed relationships as a key component of their
new teacher mentoring program, with 413 mentions. Relationships among teachers were
identified as being important factors, with 150 mentions, as well as building relationships
with students, which had 136 mentions. Participants also stated providing time for
mentors and mentees to build trust within their relationship was an important part of the

success of new teacher mentoring programs.
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Research Question 1 asked, “What was the professional learning context in regard
to learning communities, leadership, and resources for the mentoring program that first-
and second-year teachers and mentors experienced in a school that met the criteria as
high-performing and a recognized formal mentoring program?” After analysis of the
transcribed text from Research Question 1, the researcher identified codes within the
transcribed data and organized them into two major themes based on respondents’
answers: (a) collaboration with 358 mentions and (b) relationships with 413 mentions.
All 12 mentee and mentor teachers, which was 100% of participants, identified
collaboration as a component of their new teacher mentoring program. Eleven out of the
12 participants, which was 92% of participants, stated relationships was also a component
of their new teacher mentoring program. Intentional collaboration time was described by
five participants, which revealed school leaders should be intentional by specifically
setting collaboration time aside for teachers to meet and plan. The researcher asked
participants to describe the most helpful resource their district had provided for them to
dig deeper into Research Question 1 regarding learning communities, leadership, and
resources. Nine out of 12 participants, or 75%, identified time with their team or mentor
teacher as the most important resource a school can provide to mentor and mentee
teachers. Relationships was the second most common theme identified by participants in
relationship to Research Question 1, with 11 out of the 12 participants, or 92% with 413
mentions, acknowledging it as an important part of new teacher mentoring.

Analysis of Research Question 2
Research Question 2 asked, “What was the professional learning process in regard

to data and learning designs for the mentoring program that first- and second-year
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teachers and mentors experienced in a school that met the criteria as high-performing and
a recognized formal mentoring program?” The researcher maintained a notebook during
each interview to annotate thoughts, speculations, and intuitions around data and learning
designs. Each school provided information about observation requirements for the
researcher to review for accuracy of interview data. The researcher confirmed Schools B
and C provided their teachers with specials at the same time for grade levels to meet,
collaborate, and build relationships. School A provided most of their teachers with
common plan time for relationship building when it was possible. Common plan time
allowed teachers to make connections and form relationships within their professional
learning community program. Interview Questions C1-C4 (Appendix B) were related to
Research Question 2.  After analysis of the transcribed text from Research Question 2,
the researcher identified codes within the transcribed data into three major themes based
on respondents’ answers: (a) intentional practices focused on data, (b) reflection time,
and (c) feedback. Coding of intentional practices focused on data was based on mentor
and mentee teachers describing their mentoring experience using the following six
phrases:

e data,

e learning,

e mastery,

e common formative assessments,

e intentional, and

e E£Xxams.
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Coding of the reflection time theme was based on mentor and mentee teachers
describing their mentoring experience using the following four phrases:
o time,
e Questions,
e growth, and
o reflection.

Coding of the feedback theme was based on mentor and mentee teachers
describing their mentoring experience using the phrase of feedback. The value of
feedback was presented by both mentor and mentee teachers. Mentee Teacher C3 stated,
“l want her [my mentor] to give me that feedback.”

Table 7 identifies responses around Research Question 2, which were then coded
into the themes of: (a) intentional practices focused on data, with 166 mentions; (b)
reflection time, with 174 mentions; and (c) feedback, with 15 mentions. Research
Question 2 focused on understanding new teacher mentoring programs in reference to
data and learning designs. Participants focused discussions around how data were shared
and communicated within their schools the strategies used to promote student and teacher
growth. Learning designs discussed by participants included effective practices and
structures used to facilitate professional learning and the engagement process for teachers

and students.
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Table 7

Common Themes/Patterns Identified in Research Question 2

Theme Number of respondents identifying theme Percentage
Intentional Practices: Data 8/12 67%
Reflection Time 7/12 58%
Feedback 8/12 67%

Table 7 identifies, based on coded transcribed data, the number of respondents
who acknowledged intentional professional learning practices using data, reflection time,
and feedback as parts of their new teacher mentoring program. Eight of the mentee and
mentor teachers, which was 67% of participants, identified both setting aside intentional
time for data and feedback as components of their new teacher mentoring program.
Seven out of the 12 participants, which was 58% of participants, stated reflection time
was also a component of their new teacher mentoring program. Discussions around
Research Question 2 were closely aligned with participants stating the importance of
having intentional conversations on data to reflect and provide or receive feedback from
their peers.

Research Question 2 focused on Learning Forward’s (n.d.) professional learning
process in regard to data and learning designs for new teacher mentoring programs. The
researcher identified three overarching themes: (a) intentional practices around data, with
166 mentions by participants; (b) reflection time, with 174 mentions by participants; and

(c) feedback, with 15 mentions, which respondents shared from their experiences.
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Although feedback only had 15 mentions, 8 of the 12 participants identified feedback as
part of their new teacher mentoring program so the researcher included it as a theme
around Research Question 2. Three participants expressed the value of mentees
participating in observations as an integral part of utilizing data and learning designs as
key components of professional learning. Mentee Teacher B4 described the process of
peer coaching by observing her mentor teach and then her mentor watching her teach the
exact same lesson to build lesson depth and capacity. Mentor Teacher A2 detailed his
experience as a mentor teacher after the district began requiring observations and the
value of reflection in instructional practices through the new teacher mentoring program,
| started telling everybody who would listen, including experienced teachers at
my school, that they’ve got to do it [observations]... my mind was blown by
watching other teachers and I’ve been doing this for a lot of years... there’s no
substitute for watching someone else. You see things that you just cannot see and
learn things you can’t learn any other way.

Participants identified intentionally setting aside time to look at student data as a
common theme from Research Question 2 by 8 out of the 12 interviewees. New Teacher
C3 affirmed the value of looking at data as it, “helps you make informed decisions” and
is “one of the most important tools in my classroom.” Participant B4 defined the worth
of looking at data as making sure, “we’re not wasting any kids time,” by focusing on
specific skills students are lacking and knowing where they are to drive instruction.
Mentor Teacher B1 also believed data will sometimes show when a new teacher is

struggling: “We go over the data and we talk about what strategies we need and what are
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the misconceptions so that way we can figure out what’s going on and then of course that
helps the new teacher.” Mentor Teacher B2 agreed by stating,

[Mentors] have to be very intentional. 1 think you have to ask very specific

questions because so many times our new teachers don’t know they’re struggling

or they don’t know they aren’t prepared or they don’t know they don’t know
something because they don’t know any different. You have to be intentional
with your questioning and ask them.

The second theme identified from Research Question 2 was reflection time, which
was recognized by 7 out of the 12 participants, or 78%, with 174 mentions. Mentee
Teacher B3 reflected on instructional methods with her mentor teacher by looking at data
and evaluating student learning. B3 stated, “It really does help you grow as an educator
because if you just teach the same way, the only way you’ve ever taught, you could be
missing an entire group of kids in your class.” Mentor Teacher C1 described not only
reflecting on student growth as being important but also the why behind instructional
practices,

| love having a mentee because it helps you rethink why you do what you do. As

teachers, we get in a rut and do the same things without really reflecting on the

why. So, every time | have a student teacher and they say, “““Why do you do
that?””” or ““What’s the purpose behind that?”” It makes me rethink the why and
make sure it’s purposeful. So, | think that keeps you relevant and it keeps you
aware.

The third theme identified from Research Question 2 was feedback, which was

recognized by 8 of the 12 participants and 15 mentions. Although feedback only had 15
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mentions, 67% of participants identified feedback as part of their new teacher mentoring
program so the researcher included it as a theme around Research Question 2. Mentee
Teacher C4 revealed,

| think getting all the feedback from other people and from my mentor teacher is

really a boost of confidence because sometimes I don’t really know if I'm doing

this right, or I just am unsure of myself. So, hearing the positive feedback, or
even the constructive criticism like, “““This didn’t go very well, try this.”” That’s
really helpful and it makes me feel better about what I’'m doing.

Mentee Teacher A3 stated, “Having positive feedback is a reminder of what I am
doing well, which brings me confidence... [feedback] has been beneficial to encourage
me in my ‘glows’ and ‘grows.””

Research Question 2 asked, “What was the professional learning process in
regard to data and learning designs for the mentoring program that first- and second-year
teachers and mentors experienced in a school that met the criteria as high-performing and
a recognized formal mentoring program?” Eight out of 12 participants identified both
setting aside intentional time for data, with 166 mentions, and feedback, with 15
mentions, as components of their new teacher mentoring program. Seven out of the 12
participants stated reflection time, with 174 mentions, was also a component of their new
teacher mentoring program, with three participants expressing the value of mentees
participating in observations as an integral part of utilizing data and learning designs as

key components of professional learning.
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Analysis of Research Question 3
Research Question 3 asked, “What was the professional learning content in regard

to implementation and outcomes for the mentoring program that first- and second-year
teachers and mentors experienced in a school that met the criteria as high-performing and
a recognized formal mentoring program?” The researcher reviewed new teacher
mentoring handbooks and contacted the outside new teacher training programs for
Schools A and B. School A contracted with TFA and School B contracted with TIPSS
for new teacher training and mentoring components. School C had their own district
created new teacher training program. All three programs confirmed coaching,
professional learning, and observation requirements. Interview Questions D1-D8
(Appendix B) were related to Research Question 3. After analysis of the transcribed text
from Research Question 3, the researcher identified codes within the transcribed data into
two major themes based on respondents’ answers: (a) support and encouragement and (b)
strong building leadership. Coding of the support and encouragement theme was based
on mentor and mentee teachers describing their mentoring experience using the following
six phrases:

e support,

e check-in,

e confidence,

e connected,

e encouragement, and

e positive.
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Coding of the strong building leadership theme was based on mentor and mentee
teachers describing their mentoring experience using the following four phrases:
e leadership,
e culture,
e trust, and
e strong.

Table 8 identifies responses around Research Question 3, which were then coded
into the themes (a) support and encouragement and (b) strong building leadership.
Research Question 3 focused on understanding new teacher mentoring programs in
reference to professional learning implementation and outcomes. Participants discussed
the processes needed for the implementation of professional learning and related
outcomes as they addressed the importance of teachers putting their knowledge into
practice. Participants focused discussions around individual experiences in regard to self-
confidence, trust, connectedness, and feelings on the culture within the building.

Table 8

Common Themes/Patterns Identified in Research Question 3

Theme Number of respondents identifying theme Percentage
Support and Encouragement 7/12 58%
Strong Building Leadership 6/12 50%

Table 8 identifies, based on coded transcribed data, the number of respondents

who acknowledged support and encouragement and strong building leadership as part of
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their new teacher mentoring program. Patterns by participants were identified when four
or more teachers supported the same theme. Seven mentee and mentor teachers, which
was 58% of participants, identified support and encouragement as a component of their
new teacher mentoring program. Six out of the 12 participants, which was 50% of
participants, stated strong building leadership was a component of their new teacher
mentoring program. Discussions by participants around Research Question 3 included
the value of support and encouragement by coworkers and building-level administrators
for higher outcomes.

Research Question 3 focused on Learning Forward’s (n.d.) content in regard to
implementation and outcomes for new teacher mentoring programs. The researcher
identified two overarching themes for Research Question 3: (a) support and
encouragement, with 42 mentions by participants; and (b) strong building leadership with
17 mentions by participants, which were shared from their experiences. Four of the 12
participants identified time as a struggle in regard to implementation and outcomes for
both mentors and mentees. When asked what the greatest struggle as a teacher has been,
B2 responded,

I would say just time, which that’s everyone’s challenge. I think just being able

to just teach versus all of the extra things that we have to do, but a lot of those

extra things that we do are the reason that we are Blue Ribbon. [It’s] the reason
we are Gold Star and high-performing. So, it’s kind of a double-edged sword and
it is kind of necessary.

The most common theme identified from Research Question 3 was support and

encouragement, which was recognized by 7 of the 12 participants, or 58%, with 42
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mentions. Mentee Teacher A3 received direct support and mastery learning instruction
not only from her mentor but also from her building principal. Mentor Teacher A2
praised his building principal for being a strong leader and stated, “[My principal]
supports me and as a teacher that’s all you need.” Mentor Teacher C2 reflected on the
ways she supported her mentee teacher by, “I just want to check in with her, to see if she
needs anything.” Mentor Teacher B2 stated,

I feel like it’s so important for them [new teachers] to have a positive experience

early and | feel like mentoring is one of the ways that | can help provide that and

help them kind of set the foundation for their educational career.

AZ2 credited the amount of solid support his building principal demonstrated to
teachers as the top reason for his positive job satisfaction. Mentor Teacher Al stated,

It’s really important for our new teachers to have the confidence to be trying

things and developing their management style to know the administration is going

to back them up... I think to help new teachers be successful he (administrator) is

very trusting and gives them a lot of autonomy to be genuine... he supports both

the mentor and the mentee...

The second theme identified from Research Question 3 revealed strong building
leadership, with 17 mentions as a key component to the success of new teacher mentoring
programs, and was recognized by 6 out of the 12 participants, or 50%. Mentor Teacher
B2 also gave credit to her principal as the reason behind the success of their school and
new teacher mentoring program,

I don’t feel like we were performing at our potential. We had a lot of really great

teachers but there wasn’t a lot of cohesiveness. So, we really started doing the
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work and | think that stems from our leadership. She saw something that needed

to happen and then she put the plan in place and kind of moved us forward. She

was also very specific... we really worked on getting our culture right as a

building.

Participant Al added the importance of relationships and trust as being an
important component of building leaders for new teachers to grow and thrive. Mentee
Teacher C3 stated, “I feel really comfortable with my building administration... we have
a really great team and I’ve felt supported.”

Research Question 3 asked, “What was the professional learning content in regard
to implementation and outcomes for the mentoring program that first- and second-year
teachers and mentors experienced in a school that met the criteria as high-performing and
a recognized formal mentoring program?” Seven of the 12 mentee and mentor teachers
identified support and encouragement, with 42 mentions as a component of their new
teacher mentoring program. Six out of the 12 participants stated strong building
leadership, with 17 mentions was a component of their new teacher mentoring program.
Analysis of Research Question 4

Research Question 4 asked, “What were the experiences of mentor teachers
regarding their level of training to support new teachers in schools that met the criteria as
high-performing and a recognized formal mentoring program?” All three participating
schools had taken different approaches when training and supporting their mentor
teachers. However, each had provided a structured program with outlined requirements
and expectations. The researcher maintained a notebook during each interview to

annotate thoughts, speculations, and intuitions around the type of specialized training

122



received by mentor teachers. Each school provided the researcher with new teacher
mentoring handbook information and training requirements for the researcher to review
for accuracy of interview data. Mentoring handbooks and professional learning
information confirmed required training for mentor teachers. All three schools required
training for mentors at the beginning of the school year. Interview Questions E1 and E2
(Appendix B) were related to Research Question 3.

Table 9 identifies responses around Research Question 4. Research Question 4
focused on understanding new teacher mentoring programs in reference to the level of
support and training mentor teachers received. Participants focused discussions around
coaching and new teacher mentoring program expectations as well as the time allotted for
mentor training.

Table 9

Common Themes/Patterns Identified in Research Question 4

Theme Number of schools identifying theme Percentage

Specialized Mentor Training 3/3 100%

Table 9 identifies the number of respondents who acknowledged specialized
mentor training as part of their new teacher mentoring program. All three schools, which
was 100% of participants, identified specific training for mentors as a component of their
new teacher mentoring program. Discussions by participants around Research Question
4 included the value of intentional training and support for mentor teachers in order to

provide new teachers with effective practices.
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Research Question 4 focused on the level of training mentor teachers received to
provide support and guidance for mentees. All three high-performing schools reported
specific training was provided for their mentor teachers. Schools A and B utilized an
outside service for specialized training on coaching and modeling. School C provided its
own mentor training by hosting professional learning before the start of school each year.
Mentor Teacher C1 explained,

| do think there should be additional training for mentors because it might not be a

natural thing for everyone to do. Just because you have experience, or are a

highly qualified teacher, doesn’t mean that you can then mentor another teacher

effectively.

Mentor Teacher B2 stated,

I think it’s really important to adopt some kind of program. Leaving mentor

teachers to their own planning and doing what you think is best is not always the

best approach. It doesn’t mean that we’re incapable and it doesn’t mean that
we’re not highly effective educators and can’t lead. I think having some kind of
leading and guiding [program] are two different things. So, I think that this
program has helped me be more of a guide versus just leading. It’s important to
give mentors and mentees structure.

Mentor teachers were reported to have been chosen by content area, physical
location, and experience. Participant B1 shared her principal chose mentors who would
be a positive influence on the mentee. Location of the mentor to the mentee was also an
important factor for collaboration and support. C2 reflected on her experience as a

mentee and now as a mentor: “I just remember how incredibly helpful and important it
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was for me to have that person to look to when I had questions... I had a great one
(mentor)... so I’'m trying to be as good as she was.”

Research Question 4 asked, “What were the experiences of mentor teachers
regarding their level of training to support new teachers in schools that met the criteria as
high-performing and a recognized formal mentoring program?” All three schools
identified specific training for mentors as a component of their new teacher mentoring
program. According to the Missouri Revisor of Statutes (2020), veteran teachers in the
state of Missouri are required to complete a minimum of 15 hours of professional
development each year. However, respondents stated training did not always apply to
coaching and supporting methods specifically designed for mentor teachers.

Additional Insights

The researcher also gained additional information unrelated to the four research
questions through open-ended questioning techniques. All 12 teachers reported they
planned to stay in education for at least the next 5 years. When mentor and mentee
teachers were asked to rate their current job satisfaction on a scale of 1-10, with 1 being
very unhappy and 10 being very happy, mentor and mentee teachers reported an average
satisfaction rate of 8.3. Four teachers reported the most enjoyable part of teaching was
watching the “light bulb” moment of student learning. When asked what they enjoyed
most about teaching, Mentee Teacher C3 stated,

I love the kids the most and the relationship with my students. [They] just bring

me joy every day. I really think that’s key to being a first-year teacher. You hear

the statistics about teachers who quit after the first year and it is not an easy job.
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There’re challenges but I think if you love teaching and you love the students,

then you’ll continue [in education].

Additional information gleaned from participants included acknowledgement of
the struggles related to teacher retention and the value of student learning. The joys of
teaching for participants included the relationships built with students and watching
students learn. Student learning was a highlight and motivator for both mentor and
mentee teachers alike.

Summary

Chapter Four included the findings of the study and an analysis of the data
including tables noting the significance of the study. Triangulated sources of data were
used to provide validly and reliability by examining evidence from multiple sources
outside of the interviews. Information from each of the three schools’ new teacher
mentoring handbooks, professional learning opportunities, daily schedules, collaboration,
and evaluation tools were analyzed for accuracy of interview data. The researcher
maintained a notebook with notes of thoughts, speculations, and intuitions throughout the
interview process. Coding procedures included the researcher reading through all
transcribed data by annotating and highlighting sections of transcribed text to identify
coded words and phrases. As similarities emerged, common categories were sorted to
collate data into groups and then into identified codes. Coded words and phrases were
then collated into groups and identifying themes. Themes were used to describe the
content of the data and were then grouped to identify patterns. Connections were made
using the coded data by identifying related themes in the data. Triangulated sources of

data were also used to provide validly and reliability of the data for themes by examining
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evidence from multiple sources outside of the interviews to reduce bias. The researcher
conducted data analysis and coded transcripts by defining related themes using Learning
Forward (n.d.) standards of content, process, and context for continuous professional
learning. Patterns were identified when four or more participants supported the same
theme. Seven themes were identified by the researcher as Creswell and Creswell (2018)
recommended identifying five to seven themes for a basic narrative qualitative study.
The researcher identified seven key themes of new teacher mentoring programs
according to the experiences of 12 teachers from highly effective schools. The seven
themes were (a) collaboration, (b) relationships, (c) intentional practices around data, (d)
reflection time, (e) feedback, (f) support and encouragement, and (g) strong building
leadership. Collaboration was the most common theme with 358 mentions, with all 12 or
100%, of participants identifying it as a key component of their new teacher mentoring
program. Relationships was the second most common theme identified by participants
with 11 out of the 12 participants, or 75% with 413 mentions, acknowledging it as an
important part of new teacher mentoring. Chapter Four ended with a summary of key
findings in the conclusion. Chapter Five contains a brief summary of the problem along
with a discussion of the limitations of the study. The researcher included triangulation
methods of data and a summary of the research methods used during the study. An
interpretation of the implications of the findings that relate back to the research questions
and problem statement were also included. Implications for practice are discussed along
with recommendations for further research, followed by a summary of the chapter. A key

list of references is presented along with appendices of related documents.
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CHAPTER FIVE
CONCLUSIONS AND RECOMMENDATIONS

The purpose of this basic narrative qualitative study was to explore the
experiences of six first- and second-year teachers and six mentors regarding professional
learning and new teacher mentoring programs from three highly effective schools in the
state of Missouri through personal interviews and related documents. The three highly
effective schools were U.S. Department of Education Blue Ribbon School Award
winners.

The theoretical framework for this study was centered on the framework for
teaching, which is grounded on the vital importance of establishing a culture of
continuous professional learning to develop and increase teacher quality (Bandura, 1977;
Danielson, 2007, 2013; Darling-Hammond, 1998, 2010, 2013; Darling-Hammond et al.,
2017; Donohoo, 2017; Hattie, 2012; Wong & Wong, 2018). There is a common set of
strategies in high-performing school systems when developing, supporting, and
sustaining the learning and development of teachers and school leaders (Danielson, 2007,
2013; Darling-Hammond et al., 2017). Effective school districts attribute their success to
the way new teachers were trained and supported (Danielson, 2019; Darling-Hammond,
2013; Wong & Wong, 2018). Schools should become continuous learning organizations
that encourage teachers to work together to pursue growth opportunities that help develop
their skills around student engagement strategies and learning (Danielson, 2019).

Chapter Five contains a brief summary of the problem along with a discussion of
the limitations of the study. The researcher includes triangulation methods of data and a

summary of the research methods used during the study. An interpretation of the
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implications of the findings that relate back to the research questions and problem
statement are also included. Implications for practice are discussed along with
recommendations for further research, followed by a summary of the chapter. A key list
of references is presented along with appendices of related documents.

Research Questions

The central qualitative question driving the research was this:

What are the experiences of first- and second-year teachers and mentors regarding
new teacher mentoring programs in the state of Missouri?

The related subquestions for this study were the following:

Research Subquestion 1: What was the professional learning context in regard to
learning communities, leadership, and resources for the mentoring program that first- and
second-year teachers and mentors experienced in a school that met the criteria as high-
performing and a recognized formal mentoring program?

Research Subquestion 2: What was the professional learning process in regard to
data and learning designs for the mentoring program that first- and second-year teachers
and mentors experienced in a school that met the criteria as high-performing and a
recognized formal mentoring program?

Research Subquestion 3: What was the professional learning content in regard to
implementation and outcomes for the mentoring program that first- and second-year
teachers and mentors experienced in a school that met the criteria as high-performing and

a recognized formal mentoring program?
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Research Subquestion 4: What were the experiences of mentor teachers regarding

their level of training to support new teachers in schools that met the criteria as high-

performing and a recognized formal mentoring program?

Limitations

The researcher’s intent was to provide clear and usable data for new teacher

programs and every attempt was made to eliminate effects of external variables through

delimiting the study. However, it should be recognized limitations existed. Educational

research is a difficult field of study and thus, limitations are inherent. This qualitative

study noted the following limitations, which included any variable that was outside the

control of the researcher.

1.

Teachers may not have responded to the interview questions honestly or may
have answered questions based on what they believed the researcher was
trying to confirm.

Teachers may not have been able to adequately describe their feelings and
opinions of their learning experiences.

The study generalized all new teacher mentoring programs in the state based
on a limited number of interviews.

Specific pairing of each mentee to their mentor was out of the researcher’s
control.

Additional limitations included the inconsistencies in the quality of new
teachers’ mentoring programs from school districts across the state of

Missouri and their mentoring experiences.
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6. The researcher strove to reduce bias and subjectivity due to being the only
coder and analyzer of the data.
Summary of Methods

The researcher selected three Missouri schools that were U. S. Department of
Education Blue Ribbon School Award winners within the last 3 years. Administrators
from the three selected schools were contacted by phone and email to gain permission to
conduct the study and provided names of two mentor teachers and two first- or second-
year teachers to interview on their personal experiences regarding the district’s new
teacher mentoring program. The researcher conducted a pilot study of two mentor
teachers and two first- and second-year teachers to vet interview questions for validity
and reliably before formal interviews began. The researcher contacted the six mentor
teachers and six first- and second-year teachers by email to gain informed consent
(Appendix A). Interviews were conducted using Zoom, a video conferencing application,
and transcribed using Otter, an audio transcribing application.

Coding procedures included the researcher reading through all transcribed data
and taking notes to familiarize and get an overview of the content. The researcher
annotated and highlighted sections of transcribed text by repeatedly searching for
similarities between pieces of data. As similarities emerged, common categories were
sorted to collate data into groups and then into identified codes (Caulfield, 2019). The
researcher sorted transcribed text by hand first and then analyzed data using the Otter
software program to sort through each piece of data to identify similarities and
differences to clearly organize each coded phrase from the data. The researcher

identified 35 coded words and phrases from the 12 participant interviews. The 35 coded
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words and phrases were used to describe the content of the data and were then grouped to
identify patterns into a single theme. Seven themes were identified from the 35 coded
words and phrases. Creswell and Creswell (2018) recommended identifying five to
seven themes based on coded transcribed data for a basic narrative qualitative study.
Content and thematic analyses of data were achieved to dive deeper into the themes
presented by the respondents.

Once the seven themes were established, the researcher went back and examined
transcribed text by individual participants for connections around coded themes. The 12
participants’ interview data were analyzed around each research question in relationship
to identified themes. The researcher then identified how many participants supported
each recognized theme. Connections were made using the coded data by identifying
related themes in the data. Patterns were identified when four or more participants
supported the same theme. The researcher identified seven common themes from the 12
participants in the three highly effective schools. Data analysis and coding were
conducted by defining related themes using Learning Forward (n.d.) standards of content,
process, and context for continuous professional learning. Themes were evaluated by
looking through several different lenses based on the theoretical framework of a basic
narrative qualitative study, which included mentoring programs and professional
learning.

Triangulated sources of data were used to build a comprehensive justification and
provide validly and reliability of the data for the seven themes by examining evidence
from multiple sources outside of the interviews such as evaluating the three schools’

handbooks, professional learning opportunities, daily schedules, and evaluation tools
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(Creswell & Creswell, 2018). The researcher maintained a notebook with notes of
thoughts, speculations, and intuitions throughout the interview process. All three schools
were also asked to participate in member checking by reviewing transcripts for accuracy
(Creswell & Creswell, 2018) and providing copies of their collaboration and observation
requirements to validate teacher experiences. New teacher mentoring handbooks from
the three participating schools were also reviewed for accuracy of interview data.
Summary of Findings

Based on interviews from six mentor teachers and six first- and second-year
teachers from high-performing schools, the researcher was able to draw meaningful
conclusions from data relevant to each research question. Interviews from the 12
participants revealed seven common themes regarding new teacher mentoring programs.
High-performing school systems train and develop teachers and instruction
systematically (Darling-Hammond et al., 2017). This study established school districts
must be purposeful and intentional when providing new teachers time for collaboration,
relationships, instructional practices around data, support and encouragement, feedback,
and reflection time, along with strong building leadership.

Research Question 1. Research Question 1 asked, “What was the professional
learning context in regard to learning communities, leadership, and resources for the
mentoring program that first- and second-year teachers and mentors experienced in a
school that met the criteria as high-performing and a recognized formal mentoring
program?” The researcher identified two overarching themes from Research Question 1:
(a) collaboration, with 358 mentions by participants; and (b) relationships, with 413

mentions by participants. Participants revealed school leaders should be intentional in
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their professional learning context by specifically setting collaboration time aside for
teachers to meet and plan. From Research Question 1, the researcher concluded
successful high-performing school districts provide opportunities for collaboration and
time for teachers to develop relationships.

New teachers develop a sense of competence and confidence in their teaching
capabilities through support and collaboration with their peers (Geeraerts et al., 2015). In
fact, a direct correlation has been found between professional development/collaboration
and a teacher’s confidence in their abilities, which leads to a sense of enjoyment in
teaching (Donohoo, 2017). All 12 participants revealed collaboration as an important
part of the professional learning context within their new teacher mentoring program and
is considered a normal operating procedure in their school. The three highly effective
schools all emphasized collaboration as the way they do business. The effectiveness of
collaboration was evident with 358 mentions by participants. Districts reap significant
investments in their teachers when allotting time for collaboration and professional
learning (Learning Forward, n.d.). Therefore, school leaders must support collaboration
time and the value it has on creating effective learning communities and high-quality
teachers (Donohoo & Katz, 2017; Learning Forward, n.d.). Teachers must be surrounded
with a positive culture of support, solid leadership, and intentional collaboration through
professional learning opportunities (Doennig, 2019; New Teacher Center, 2016a).

Relationships was the second most identified component of the professional
learning context within new teacher mentoring programs by participants, with 413
mentions and 11 out of 12 teachers recognizing it as an important component. Effective

mentoring takes time and mentors must be committed to developing a relationship with
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new teachers (Hopkins, 2018). New teachers report mentoring programs must include a
high rate of trust in the relationship between the new teacher and the mentor in order to
function effectively (Galamay-Cachola et al., 2018). Therefore, when pairing mentors
and mentees, school districts should take the human element into consideration by
allowing time to become acquainted and to build a relationship (Mathipa & Matlabe,
2016).

The researcher asked the 12 participants to answer the question, “What was the
most helpful resource your district has provided you?” The response to this question
revealed 9 out of 12 participants, or 75%, identified time with their team or mentor
teacher as the most important resource in regard to professional learning context a school
can provide to mentor and mentee teachers. The overwhelming response from
participants highlights the effectiveness and value of collaboration and relationships
within a highly successful school. A strong connection can be made between teacher
success and a positive mentor/mentee relationship (Sparks et al., 2017). Effective
mentors do not need to have all the answers but must strive to develop a trusting
relationship by providing new teachers with problem-solving skills and various resources,
which takes time and commitment (Hopkins, 2018).

Research Question 2. Research Question 2 asked, “What was the professional
learning process in regard to data and learning designs for the mentoring program that
first- and second-year teachers and mentors experienced in a school that met the criteria
as high-performing and a recognized formal mentoring program?” The researcher
identified three overarching themes: (a) intentional practices around data, with 166

mentions by participants; (b) reflection time, with 174 mentions by participants; and (c)
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feedback, with 15 mentions, which respondents shared from their professional learning
processes. Many new teacher programs go through the motions of supporting new
teachers by providing checklists of required items but highly effective schools implement
professional learning into their new teacher training, which includes having intentional
conversations about student data, giving time for reflecting on teaching practices, and
providing positive and meaningful feedback (Learning Forward, n.d.).

High-performing school systems develop effective collaborative professional
learning processes for new teachers through incremental improvements using student data
as the driving force (Darling-Hammond et al., 2017; Jensen et al., 2016). The three
highly effective schools participating in the study all used common formative
assessments (School B and School C) or mastery exams (School A) to drive instruction.
Teachers designed unit tests collaboratively and reviewed student data after the exams
were given. Many schools collaborate on aligning and providing common formative
assessments. However, most schools miss the vital importance of reviewing the data after
students have taken the assessment to help drive instruction. High-performing schools
learn to have constructive conversations around data to grow their staff into highly
effective teachers. Teachers who use assessment data to understand student progress
significantly enhance knowledge and skill development by using the data to plan, revise,
and evaluate instructional activities and strategies (Goldman & Pellegrino, 2015).
Schools B and C stated building data into their instruction was not an easy process. It
was time consuming and can be met with resistance by staff members. School leaders
must recognize the importance of a process for using data to make decisions, which leads

not only to student growth but teacher growth as well. New teachers must be able to
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monitor student learning by providing meaningful feedback and understand the difference
between surface and deep student learning outcomes (Hattie, 2012).

Effective teachers use the process of reflection as they consider their practice.
Reflection is an art, which mentor teachers should model for mentee teachers (Bransford
et al., 2004). Reflection through observations provides an opportunity for new teachers
to observe the practices of mentor teachers and then reflect on their own instructional
methods by comparing the two approaches. Jenni Donohoo (2017) identified mentoring
as a coaching cycle that included co-planning, co-teaching, co-analyzing, and co-
reflection time. Mentoring reduces isolation by providing support and offers new
teachers deeper insights into student learning, which increases collective efficacy
(Donohoo, 2017). New teachers should be trained on how to be effective through
reflective activities that include mentoring, working collaboratively with coworkers, and
providing opportunities for meaningful mentor observations (Pedota, 2015; Zembytska,
2016).

Mentors should provide an appropriate and timely constructive feedback process
to the mentee to promote change in educator practice and increase student learning
(Learning Forward, n.d.). Participants were outspoken to state they strive for positive
and effective feedback to grow and mature as educators. Providing teachers with
effective feedback using standards and data-based evidence, guided instructional
practices, and a solid structure ensures continuous instructional growth (Learning
Forward, n.d.; New Teacher Center, 2016a). Support should also be given to new
teachers throughout the coaching cycle, which includes feedback and modeling (Darling-

Hammond et al., 2017; Hoy & Miskel, 2008). John Hattie (2012) defined quality expert
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teachers as being able to organize and teach content effectively, create positive learning
environments, monitor student learning by providing meaningful feedback, believe all
students can reach success standards, and understand the difference between surface and
deep student learning outcomes.

Research Question 3. Research Question 3 asked, “What was the professional
learning content in regard to implementation and outcomes for the mentoring program
that first- and second-year teachers and mentors experienced in a school that met the
criteria as high-performing and a recognized formal mentoring program?” Professional
learning content included implementation and outcomes and is considered to be the most
critical part of school improvement as it addresses the importance of teachers putting
their learning into practice (Lewis, 2018). Therefore, teachers must be surrounded with a
positive culture of support, solid leadership, and intentional collaboration through
effective professional learning content opportunities (Doennig, 2019; New Teacher
Center, 2016a). The researcher identified two overarching themes for Research Question
3: (a) support and encouragement, with 42 mentions by participants; and (b) strong
building leadership, with 17 mentions by participants, which were shared from their
professional learning content experiences. Implementation of research-based strategies is
vital to fill the gap in learning using standards when analyzing the data through
developing specific, measurable, attainable, relevant, and timely goals for areas of
weakness (Reeves, 2009). The major challenge of teacher professional learning content
is to weed through all the learning opportunities that will not only positively impact
student outcomes but that will also grow and increase teacher outcomes (Hattie, 2012;

Svendsen, 2020). Implementation of professional learning content in an appropriate and
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timely manner by providing constructive feedback and reflection leads to changes in
educator practice and increases in student learning (Learning Forward, n.d.). Mentoring
empowers new teachers by allowing them to feel supported using professional learning
content (Carr et al., 2017; Monroe, 2017).

The researcher identified from participants the importance of support and
encouragement from their peers and building-level administration when implementing
professional learning content. Professional learning content can be difficult to implement
and the support new teachers received was directly tied to their satisfaction rate. The lack
of support for new teachers has led to higher teacher attrition rates, which negatively
affect student achievement and cost school districts each year (Sowell, 2017; Zembytska,
2016). New teachers need encouragement through social persuasion to overcome
challenges through collaboration and support (Donohoo, 2017). A study of mentor
programs in Alabama found new teachers attributed their positive attitude toward
education as a career directly to the time, emotional support, and encouragement they
received from their mentor teacher (Sparks et al., 2017).

Participants in this study revealed each of the participating schools had strong
building leadership, which leads to solid professional learning content. The key to long-
term successful schools was directly related to the way new teachers entering the
profession were trained and supported (Britt-Stevens, 2014; Dudick, 2016; Irby et al.,
2020; Leuchtmann, 2019; O’Quinn, 2018; Pedota, 2015; Perry, 2016; Zembytska, 2016;
Zhukova, 2018). Therefore, principals must step up as learning leaders in their school
buildings. Participants revealed the importance of having strong solid leadership to

create a culture of support and implement effective professional learning practices. In
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order for schools to promote effective professional learning, leadership must create
structures to encourage changes in an individual’s knowledge or behavior (Hoy &
Miskel, 2008). Effective leaders are facilitators and identify professional learning as a
key strategy to developing quality teachers to improve student learning (Learning
Forward, n.d.). Participants revealed the importance of building leaders having a focused
direction with high expectations for students and staff. School leaders must advocate for
professional learning by modeling the importance of being a lifelong learner (Learning
Forward, n.d.).

Research Question 4. Research Question 4 asked, “What were the experiences
of mentor teachers regarding their level of training to support new teachers in schools that
met the criteria as high-performing and a recognized formal mentoring program?”’
Research Question 4 focused on the level of training mentor teachers received to provide
support and guidance for mentees. All three high-performing schools reported specific
training was provided for their mentor teachers.

According to the Missouri Revisor of Statutes (2020), mentor teachers in the state
of Missouri are required to complete a minimum of 15 hours of professional development
each year. However, many schools do not provide training specifically geared toward
mentor teachers and their unique role within the new teacher mentoring program (Sowell,
2017). Highly effective mentors should have training on leadership, coaching,
instructional skills and delivery, interpersonal skills, classroom management, and student
engagement, and must be able to model these characteristics in their own instruction
(Leuchtmann, 2019). Nine out of the 12 participants identified time with their team or

mentor teacher as the most important resource a school can provide, which speaks to the
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value of professional learning gained within a mentor/mentee relationship. School
districts are not assigning new teachers to effective and appropriately trained mentors and
they are not allocating the necessary funds for beginning teacher training (Sowell, 2017).
Administrators must understand the value of appropriate training for mentor teachers by
providing the time and funds necessary to achieve high-quality professional learning.

Not all training is equal and schools must allocate the appropriate stability for mentors as
they make a difference in the lifelong careers of new teachers.

The four research questions aimed to answer the central qualitative question
driving the study, “What are the experiences of first- and second-year teachers and
mentors regarding new teacher mentoring programs in the state of Missouri?” The
researcher identified seven themes from new teacher mentoring experiences of the six
new teachers and six mentor teachers of (a) collaboration, (b) relationships, (c)
intentional practices around data, (d) reflection time, (e) feedback, (f) support and
encouragement, and (g) strong building leadership. Participants revealed schools must be
intentional in their new teacher mentoring programs in order to develop high-quality
teachers and must provide the time necessary to build relationships for collaboration,
support, and encouragement around continuous professional learning opportunities.
Discussion

The researcher interviewed six mentor teachers and six first- and second-year
teachers from three high-performing schools to draw meaningful conclusions and to
examine emergent patterns relevant to professional learning and new teacher mentoring
programs. Interviews from the 12 participants revealed seven common themes regarding

new teacher mentoring programs: (a) collaboration, (b) relationships, (c) intentional
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practices around data, (d) reflection time, (e) feedback, (f) support and encouragement,
and (g) strong building leadership. This study established school districts must be
purposeful and intentional when providing effective professional learning for new
teachers. High-performing school systems train and develop teachers and instruction
systematically (Darling-Hammond et al., 2017).

The theoretical framework for this study was centered on the framework for
teaching, which is grounded on the vital importance of establishing a culture of
continuous professional learning to develop and increase teacher quality (Bandura, 1977;
Danielson, 2007, 2013; Darling-Hammond, 1998, 2010, 2013; Darling-Hammond et al.,
2017; Donohoo, 2017; Hattie, 2012; Wong & Wong, 2018). The complexity of teaching
involves continuous professional learning for teachers to remain up-to-date on effective
teaching strategies and to develop an understanding of how people learn (Danielson,
2007, 2013; Wong & Wong, 2018). Participants confirmed this research by identifying
the importance of providing the time necessary to build relationships for collaboration,
support, and encouragement around continuous professional learning opportunities.
Developing quality teachers takes time and support, with each developmental phase
building upon another, which requires effective professional learning (Darling-Hammond
etal., 2017; Wong & Wong, 2018).

High-performing school leaders operate on the belief all teachers can learn and
improve their performance (Danielson, 2019; Darling-Hammond et al., 2017). They
invest in the profession of teaching and learning (Danielson, 2019; Darling-Hammond et
al., 2017). High-performing academic leaders are also strategic in their approach to

developing effective teachers (Wong & Wong, 2018). Effective school leaders attribute
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their school success to the way new teachers were trained and supported (Danielson,
2019; Darling-Hammond, 2013; Wong & Wong, 2018). Schools should become
continuous learning organizations that encourage teachers to work together to pursue
growth opportunities that help develop their skills around student engagement strategies
and learning (Danielson, 2019).

Retaining effective and quality teachers has become a top priority for school
districts in the last several years as the cost of replacing and training teachers has become
a drain on school funds (Zembytska, 2016). Almost one fourth of educators leave the
profession within the first 3 years of their career and report a lack of effective
professional learning and administrative support as the chief cause of their dissatisfaction
(Britt-Stevens, 2014; Zembytska, 2016). All 12 teachers from the three highly effective
schools in this study reported they planned to stay in education for at least the next 5
years. When mentor and mentee teachers were asked to rate their current job satisfaction
on a scale of 1-10, with 1 being very unhappy and 10 being very happy, mentor and
mentee teachers reported an average satisfaction rate of 8.3. The researcher identified
from participants the importance of support and encouragement from their peers and
building-level administration when implementing professional learning content.
Professional learning content can be difficult to implement and the support new teachers
received was directly tied to their satisfaction rate. The lack of support for new teachers
has led to higher teacher attrition rates, which negatively affect student achievement and
cost school districts each year (Sowell, 2017; Zembytska, 2016).

According to the New Teacher Center (2016a), effective teachers are surrounded

with a positive culture of support through continuous professional learning opportunities,
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collaboration, trust, and instructional development (Learning Forward, n.d.; Mathipa &
Matlabe, 2016; Wong & Wong, 2018). The way new teachers entering the profession
were trained and supported plays a critical role in the long-term success of effective
school districts (Britt-Stevens, 2014; Dudick, 2016; Irby et al., 2020; Leuchtmann, 2019;
O’Quinn, 2018; Pedota, 2015; Perry, 2016; Zembytska, 2016; Zhukova, 2018).
Participants in this study confirmed the presented research by affirming the value of
collaboration, relationships, feedback, support, and encouragement.

The study assumed participants provided accurate and honest feedback to the
interview questions, to the best of their ability. The limitations of the study included
participants possibly not answering questions honestly or answering questions by trying
to appease the researcher. It could have also been difficult for some teachers to
adequately describe their feelings by putting them into words. Another limitation of the
study included only having 12 participants and the inconsistencies of new teacher
mentoring programs across the state of Missouri. The researcher endeavored to reduce
bias by using an outside transcription service and being the only coder and analyzer of
the data. The study was also limited to the three schools in the state of Missouri that
were willing to participate. The researcher chose the participating three schools based on
specific Blue Ribbon School Award criteria to be identified as a high-performing school
and also a recognized formal mentoring program.

This study deepened the base of research by conducting a systematic search of
effective professional learning and new teacher mentoring programs. Participants
confirmed and added to the base of literature presented in Chapter Two. School leaders

must recognize and plan for effective professional learning for new teachers by
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intentionally setting aside the time and resources needed for new teacher mentoring
programs. Professional learning is an ongoing practice and starts with creating context by
establishing an environment that thrives when learning occurs (Easton, 2015; Learning
Forward, n.d.). Findings in this study are applicable to broader populations or other
settings and conditions related to the effectiveness of continuous professional learning.
Educational Implications

The educational implications of this research are specific to the research questions
that guided the study. This study aimed to explore the gap in research regarding new
teacher mentoring experiences and related professional learning in Missouri school
districts. Exploring teacher experiences regarding effective mentoring programs
established the importance of maintaining a culture of continuous professional learning to
develop and increase teacher quality (Darling-Hammond et al., 2017; Donohoo, 2017,
Hattie, 2012). This study established school district leaders must be purposeful and
intentional in their mentoring programs when providing new teachers time for
collaboration, relationships, instructional practices around data, support and
encouragement, feedback, and reflection time, along with establishing strong building
leadership.

Collaboration and relationships were the most common themes identified by
participants in highly effective schools and were repeated 771 times by participants.
Collaboration is an effective way to develop strong connections and productive
relationships within the mentor/mentee team. New teachers develop a sense of
competence and confidence in their teaching capabilities through support and

collaboration with their peers (Geeraerts et al., 2015). In fact, a direct correlation has
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been found between professional development/collaboration and a teacher’s confidence
in their abilities, which leads to a sense of enjoyment in teaching (Donohoo, 2017).
School leaders must develop and retain quality teachers by providing effective
professional learning for all teachers, which starts with recruiting quality beginning
teachers and then focuses on maintaining a solid foundation through teacher preparation
programs and new teacher induction programs. It is imperative school systems put the
necessary structures in place for teacher learning and development to thrive (Dweck,
2016; Hoy & Miskel, 2008).

Nine out of the 12 participants identified time with their team or mentor teacher
as the most important resource a school can provide, which speaks to the value of
professional learning that is gained within a mentor/mentee relationship. School leaders
must assign new teachers to effective and appropriately trained mentors and allocate the
necessary funds for beginning teacher training. School systems must also put the
necessary structures in place for learning to thrive (Dweck, 2016; Hoy & Miskel, 2008).

High-performing school leaders learn to have constructive conversations around
data to grow their staff into highly effective teachers. Teachers who use assessment data
to understand student progress significantly enhance knowledge and skill development by
using the data to plan, revise, and evaluate instructional activities and strategies
(Goldman & Pellegrino, 2015). Providing teachers with effective feedback using
standards and data-based evidence, guided instructional practices, and a solid structure
ensures continuous instructional growth (Learning Forward, n.d.; New Teacher Center,
2016a). Support from expert mentor teachers should also be given to new teachers

throughout the coaching cycle, which includes feedback and modeling (Darling-
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Hammond et al., 2017; Hoy & Miskel, 2008). John Hattie (2012) defined quality expert
teachers as being able to organize and teach content effectively, create positive learning
environments, monitor student learning by providing meaningful feedback, believe all
students can reach success standards, and understand the difference between surface and
deep student learning outcomes

The support participating new teachers received in this study was directly tied to
their satisfaction rate. The lack of support for new teachers has led to higher teacher
attrition rates, which negatively affect student achievement and cost school districts each
year (Sowell, 2017; Zembytska, 2016). New teachers need encouragement through social
persuasion to overcome challenges through collaboration and support (Donohoo, 2017).

Participants revealed the importance of having strong solid leadership to create a
culture of support and implement effective practices. In order for schools to promote
effective professional learning, leadership must create structures to encourage changes in
an individual’s knowledge or behavior (Hoy & Miskel, 2008). School leaders must
advocate for professional learning by modeling the importance of being a lifelong learner
(Learning Forward, n.d.). School leaders must also recognize the importance of having
highly trained and effective mentors for new teachers to model and emulate. Highly
effective mentors should have training on leadership, coaching, instructional skills and
delivery, interpersonal skills, classroom management, and student engagement, and must
be able to model these characteristics in their own instruction (Leuchtmann, 2019).

It is essential for school leaders to provide the funding necessary to support
continuous professional learning for their teachers. Developing quality teachers takes

time and support, with each developmental phase building upon another, which requires
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effective professional learning (Darling-Hammond et al., 2017; Wong & Wong, 2018).
Conclusions and recommendations drawn from the study should aid school leaders in the
support and development of highly qualified teachers.

Recommendations for Future Research

The researcher limited this study to 12 participants from three highly effective
Missouri schools. The researcher chose the three schools based on highly effective Blue
Ribbon School Award winner criteria. Further research should be conducted to widen the
interview pool and increase participation with more teachers from other states around the
country.

The researcher also recommends further studies be conducted specifically to
isolate high schools from elementary schools as teacher needs tend to be different at the
upper grade levels. Based on results of this study, collaboration time is a major factor in
new teacher mentoring programs. Collaboration time can sometimes be easier at the
elementary level due to grade levels teaching the same content. Middle and high school
teachers struggle to find collaboration time when content areas are limited. Schedules
can be difficult to align and mentors do not always have the same plan time as mentee
teachers.

Further research would also be valuable around building principals and their role
as mentors and learning leaders in the school building. The leader’s role in the building
has been identified as an important component around mentoring programs. Continued
research to retain and train new teachers using mentoring program structures and the role
leadership has in meeting teachers’ needs to produce more highly effective educators is

needed.
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Universities are continuing to offer alternative paths to teacher certification. It
would be interesting to study new teachers’ needs based on certification routes. Many
programs do not require traditional student teaching requirements. Do teachers who
complete alternative routes to certification have different professional learning needs
within their mentoring programs than teachers who completed traditional teacher
certification?

Lastly, the researcher suggests more long-term studies follow this research. New
teacher training methods and the long-term impacts they have on student learning would
be a beneficial follow-up. Sowell (2017) reported effective mentoring has the ability to
completely transform and advance new teachers into lifelong learners. High-performing
school systems encourage teachers to be lifelong learners who show growth in their
instructional performance (Danielson, 2019; Darling-Hammond et al., 2017).
Educational systems that effectively support new teachers are able to retain teachers,
which leads to improved student academic achievement (Sowell, 2017).

Summary

The central qualitative question driving the study was, “What are the experiences
of first- and second-year teachers and mentors regarding new teacher mentoring
programs in the state of Missouri?” The theoretical framework for this study was
centered on the framework for teaching, which is grounded on the vital importance of
establishing a culture of continuous professional learning to develop and increase teacher
quality (Bandura, 1977; Danielson, 2007, 2013; Darling-Hammond, 1998, 2010, 2013;

Darling-Hammond et al., 2017; Donohoo, 2017; Hattie, 2012; Wong & Wong, 2018).
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This study aimed to fill the gap in research regarding new teacher mentoring
experiences and related professional learning in Missouri school districts. Twelve
teachers participated in the study from three highly effective Missouri school districts to
explore their experiences related to new teacher mentoring. Exploring experiences from
six first- and second-year teachers and six mentors regarding mentoring programs guided
the researcher in discovering professional learning growth demonstrated by new teachers
in their first 2 years. This study established school districts must be purposeful and
intentional in their mentoring programs when providing new teachers time for
collaboration, relationships, instructional practices around data, support and
encouragement, feedback, and reflection time, along with establishing strong building
leadership. New teacher mentoring programs are more than a checklist to follow. School
districts must develop strong systems of support within their new teacher training
programs in order to be effective (Carr et al., 2017). Creating a system of change with
policies to affect teaching included ensuring early career teachers have high-quality
induction and mentoring programs (Darling-Hammond, 2013; Zhukova, 2018).

The literature revealed without intentional guided support, learning to teach well
is extremely difficult for new teachers (Galamay-Cachola et al., 2018). Effective
teachers recognize a school’s main purpose is to improve student learning and the
greatest effect on student learning and achievement is the quality of the teacher (Wong &
Wong, 2018). Therefore, training quality teachers through effective profession learning
opportunities is vital to transform schools into high-quality learning systems (Danielson,
2019). Effective professional learning included meaningful collaboration with other

educators, which leads to stronger teacher efficacy and a system of collective
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responsibility and support (Donohoo, 2017; Easton, 2015; Learning Forward, n.d.;
Svendsen, 2020).

Studies around the country (Britt-Stevens, 2014; Callahan, 2016; Darling-
Hammond et al., 2017; Dudick, 2016; Perry, 2016) have shown new teacher mentoring
programs have a positive effect on developing quality teachers when implemented
appropriately. Based on research and numerous reports by several national education
agencies (Zembytska, 2016), of all the governmental programs and incentives used to
retain effective teachers in American public schools since the 1980s, new teacher
mentoring has proven to be the most highly efficient and cost effective (Zembytska,
2016). The greatest gains in student learning are attributed to teachers who are more
experienced, highly trained, and who stay together within their school team (Darling-
Hammond et al., 2017). Student learning should always be the driving force behind

teacher growth and development.
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APPENDICES
Appendix A
New Teacher and Mentor Teacher Informed Consent Letter
Congratulations on your Blue Ribbon Award!

My name is Traci Mitchell and | am the Director of Learning at the Cassville R-1V
School District. | am currently a doctoral candidate with Southwest Baptist University
and | am conducting research to explore the experiences of first- and second-year
teachers and mentors from three highly effective Missouri schools regarding new teacher
mentoring programs and professional learning.
I would like to invite you to participate in this study as you can provide valuable insight
and knowledge of your school’s mentoring program. Your school has been selected to
participate in this study by having met the criteria as high-performing and a recognized
formal mentoring program. Your school administrator was contacted by phone and/or e-
mail to obtain permission to conduct the study and provided your name as being
recognized as a highly qualified educator or new teacher in relationship to leadership,
experience, and training. If you elect to participate, please note the following:

e Your participation is completely voluntary.

e You may choose to withdraw at any time.

e There is no penalty for not participating or choosing not to answer all questions.

All responses are anonymous.
e No information identifying you individually or your school will be reported.
Responses will be compiled and reported anonymously.

This project has been reviewed by the Southwest Baptist University Research and
Review Board for research and research-related activities involving human subjects,
(417) 326-1659. The committee believes the research procedures adequately safeguard
the subjects’ privacy, welfare, civil liberties, and rights.
Please respond to this e-mail if you consent to participate. For questions about your
participation or to receive a copy of the results of the study, please contact me by phone
at 417-846-6620 or by e-mail at tmitchell@cassville.k12.mo.us. Thank you for your time
and consideration. | look forward to hearing from you.

Sincerely,

Traci Mitchell
Cassville R-1V School District
Doctoral Candidate, Southwest Baptist University
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Informed Consent
Dear Participant,
Thank you for agreeing to participate in this basic narrative qualitative study exploring
teacher experiences regarding new teacher mentoring programs in the state of Missouri.
Please note the following:
e Your participation is completely voluntary.
e You may choose to withdraw at any time.
e There is no penalty for not participating or choosing not to answer all questions.
All responses are anonymous.
e No information identifying you individually or your school will be reported.
Responses will be compiled and reported anonymously.
In order to participate in the interview, informed consent is required. If you agree to

allow me to use your interview responses for research purposes, please sign below.

Signature of Participant

Signature of Researcher

166



Appendix B
Interview Questions

Interview Questions

If you are ready, we will begin. Please don’t hesitate to stop me if you need
clarification on a question or you need me to provide you with more information during
the interview.

A. We will start with general questions about you as a teacher.
1. How many years have you taught?
2. What do you enjoy most about teaching and what are your biggest challenges?
B. The first set of questions will be based on the context of professional learning
through learning communities, leadership, and resources for the mentoring
program in your school (RQ1):

1. Describe the types of collaboration in which you have engaged in your school.

2. On average, how much time do mentors and new teachers spend together

collaborating per week?

3. New Teacher Question: In times of doubt or when you lacked confidence in a

situation, where did you turn? What did you do?

Mentor Question: How did you help support your new teacher to be successful
in the classroom, especially in times of difficulty or frustration?

Describe the types of collaboration and/or coaching practices you and your
mentor/new teacher engaged in to prepare for difficult circumstances, if any.

4. Describe the type of leadership exhibited in your school in relation to learning

communities.
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5. What was the most helpful resource your school has provided for you?

C. The second set of questions will be based on the process of professional learning
specific to data and learning designs for the mentoring program in your school
(RQ2).

1. Describe the types of data used to make decisions in your school and in your
instructional practices.

2. Explain if being a mentor or a mentee has changed your teaching practices.

3. Describe how the new teacher mentoring program is structured in your school
and if you are held accountable to complete specific mentoring tasks.

4. Does your new teacher mentoring program require observations and how are
they structured?

D. The third set of questions will be based on the content of professional learning
specific to implementation and outcomes for the mentoring program in your
school (RQ3).

1. Describe a situation where data were connected to professional learning in
your school or classroom.

2. What brings you the most satisfaction and motivates you as a teacher?

3. Earlier, you shared some challenges you have experienced in education; can
you give more details on specific trials or frustrations?

4. Onascale of 1to 10 with 1 being very unhappy and 10 being very happy,
what is your current job satisfaction rate as a teacher?

5. Provide the top two reasons why you gave the rating satisfaction level in

Question 4.
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6. Explain if you plan on staying in the education field. Why or why not?

7. In what ways is your mentee experience connected to your feeling confident
and/or positive about your job?

8. Where do you see yourself in 5 years?

E. The last set of questions will be based on the professional learning experiences
provided to the mentor teacher regarding the level of training to support new
teachers (RQ3).

Mentor Teacher Questions:
1. How are mentor teachers selected in your school?
2. Describe the structure and type of professional learning you have received as a
mentor in your school.
Is there anything else you would like to add about your experience in your school’s New
Teacher Mentoring Program?

Thank you for your time and valuable reflections.
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Appendix C
Interview Guide

Instructions

Interview data will be audio recorded for digital transcription upon completion of
the interview. The interview should not exceed 30 minutes in length. Questions should
be asked as provided in the interview protocol. Follow-up questions may be asked to
clarify participant responses.
Introduction

Thank you for meeting with me today. My name is Traci Mitchell and | am the
Director of Learning at the Cassville R-1V School District. | am currently a doctoral
candidate with Southwest Baptist University and | am conducting research to explore the
experiences of first- and second-year teachers and mentors from three highly effective
Missouri schools regarding professional learning and new teacher mentoring programs.
Your school has been selected to participate in this study by receiving the National Blue
Ribbon Award as a high-performing school within the last 3 years and a recognized
formal mentoring program. Today, | am going to ask you a series of questions related to
your personal experiences with your school’s new teacher mentoring program.

Informed Consent

Participation in this interview is completely voluntary and you may back out of
the study at any time. A consent form has been made available for you to respond by
emailing back your consent if you would like to continue. Your name will not be used in
the study and your information will be kept strictly confidential. The entire transcript can

be provided for your review. If you see any errors or find any part of your responses that
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need to be changed, please let me know. The interview transcriptions will not be
published but will be used to identify emergent themes related to the research questions.

Purpose of the Study

The purpose of this narrative qualitative study was to explore perceptions of
professional learning and new teacher mentoring programs to develop and increase
teacher quality. Exploring teacher experiences regarding effective mentoring programs
highlights the vital importance of continuous professional learning to develop and
increase teacher quality. 1’d like to know your personal thoughts, feelings, and
experiences related to your school’s new teacher mentoring program. My overall goal is
centered on exploring the vital importance of establishing a culture of continuous
professional learning to develop and increase teacher quality. Do you have any questions
at this time about the study or the informed consent process?

Guiding Research Questions: What are the experiences of first- and second-year teachers

and mentors regarding new teacher mentoring programs in the state of Missouri?
e Professional learning context specific to learning communities,
leadership, and resources
e Professional learning process specific to data and learning designs
e Professional learning content specific to implementation and outcomes
e Professional learning for mentors to support new teachers

Interview Questions

If you are ready, we will begin. Please don’t hesitate to stop me if you need
clarification on a question or you need me to provide you with more information during

the interview.
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A. We will start with general questions about you as a teacher.

1. How many years have you taught?

2. What do you enjoy most about teaching and what are your biggest challenges?

B. The first set of questions will be based on the context of professional learning

through learning communities, leadership, and resources for the mentoring

program in your school (RQ1):

1.

2.

5.

Describe the types of collaboration in which you have engaged in your school.
On average, how much time do mentors and new teachers spend together
collaborating per week?

New Teacher Question: In times of doubt or when you lacked confidence in a
situation, where did you turn? What did you do?

Mentor Question: How did you help support your new teacher to be successful
in the classroom, especially in times of difficulty or frustration?

Describe the types of collaboration and/or coaching practices you and your
mentor/new teacher engaged in to prepare for difficult circumstances, if any.
Describe the type of leadership exhibited in your school in relation to learning
communities.

What was the most helpful resource your school has provided for you?

. The second set of questions will be based on the process of professional learning

specific to data and learning designs for the mentoring program in your school

(RQ2).

1.

Describe the types of data used to make decisions in your school and in your

instructional practices.
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2. Explain if being a mentor or a mentee has changed your teaching practices.

3. Describe how the new teacher mentoring program is structured in your school
and if you are held accountable to complete specific mentoring tasks.

4. Does your new teacher mentoring program require observations and how are
they structured?

D. The third set of questions will be based on the content of professional learning
specific to implementation and outcomes for the mentoring program in your
school (RQ3).

1. Describe a situation where data were connected to professional learning in
your school or classroom.

2. What brings you the most satisfaction and motivates you as a teacher?

3. Earlier, you shared some challenges you have experienced in education; can
you give more details on specific trials or frustrations?

4. Onascale of 1-10, with 1 being very unhappy and 10 being very happy, what
IS your current job satisfaction rate as a teacher?

5. Provide the top two reasons why you gave the rating satisfaction level in
question number 4.

6. Explain if you plan on staying in the education field. Why or why not?

7. In what ways is your mentee experience connected to your feeling confident
and/or positive about your job?

8. Where do you see yourself in 5 years?
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E. The last set of questions will be based on the professional learning experiences
provided to the mentor teacher regarding the level of training to support new
teachers (RQ3).

Mentor Teacher Questions:
1. How are mentor teachers selected in your school?
2. Describe the structure and type of professional learning you have received as a
mentor in your school.
Is there anything else you would like to add about your experience in your school’s New
Teacher Mentoring Program?

Thank you for your time and valuable reflections.
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