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Abstract 

While a plethora of research exists devoted to the topic of mentoring, especially 

related to improving teacher retention, there is a dearth of research in the understanding 

of the mentoring relationship as it pertains to the overall socialization process and 

impacts novice teachers who have come to the profession via an alternative certification 

route.  Often overlooked in their unique needs as they step into teaching for the first time 

because of their training with organizations such as Teach for America, alternatively 

certified teachers have become an essential part of the teacher workforce.  With most 

alternatively certified teachers forgoing the student teaching experience and being 

immediately thrust onto the teaching stage, the alternatively certified novice teacher 

should not be dismissed in terms of needing transitional support such as mentoring.  The 

research questions addressed in this study are as follows: 

1) How are alternatively certified novice teachers in an urban setting supported in 

their transition to teaching through the use of mentoring? 

2) How does mentoring assist the novice teacher in their transition into their new 

community of practice? 

3) What impact, if any, does mentoring have on the formation of a professional 

teacher identity and retention? 
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Chapter I 

Justification for Inquiry 

As new teachers walk into their classroom for the first time, they could typically 

be described as being filled with a mixture of apprehension and excitement about their 

initial foray into the world of teaching.  They have made a conscious career choice and 

are probably looking forward to developing themselves as professionals.  So why is it 

that for a significant amount of teachers, almost 50% according to some studies are no 

longer in that career within 6 years? (Smith & Ingersoll, 2004).  More recent studies have 

further defined these statistics.  The results for the U.S. Department of Education’s 

massive study on over 4,000 teachers in their Teacher Follow-up Survey showed: 

“Among public school teachers with 1-3 years of experience, 80% stayed in their  

base-year school, 13% moved to another school, and 7% left teaching” (Goldring, Taie, 

& Riddles, 2014, p. 3).   

A further dive has the number of teachers moving out of “high-poverty” (where 

50% or more of students are eligible for free or reduced lunch) schools at a 25% clip 

(Raue & Gray, 2015).  This correlates with previous research that has found that urban 

school settings, especially in the math and science areas, do not have enough qualified 

teachers to staff their classrooms (Darling-Hammond, 2006; Ng & Peter, 2010; 

Richardson, Glessner, & Tolson, 2007).  Consequently, urban sites have employed more 

alternatively certified teachers to fill their staffing needs.   
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In their comprehensive study of New York City public schools, “How Teacher 

Turnover Harms Student Achievement,” Ronfeldt, Loeb, and Wyckoff (2013) concluded 

that: “Teacher turnover rates can be high, particularly in schools serving low-income, 

non-White, and low-achieving student populations . . . the turnover rate is about 50% 

higher in high-poverty schools as compared to more affluent ones” (p. 5).  According to 

their study:  

Such dynamics may harm schools with historically underserved student 

populations the most, as these schools tend to have more persistent turnover and 

in some cases have fewer overall resources to work with.  In addition, new hires 

in underserved schools are often less experienced and so require more supports to 

improve. . . . Persistent turnover may then have a debilitating impact on staying 

teachers and in turn their students. (Ronfeldt et al., 2013, p. 8).   

With many teachers departing each year, the absence of quality teachers to fill 

classrooms creates a strain on the financial resources of schools and school districts as 

they invest huge sums of money into constant cycles of recruiting and professional 

development training rather than spending the money on classroom improvements or 

other educational initiatives (Brill & McCartney, 2008).  A 2008-2009 report by the 

Alliance for Excellent Education gives an approximation of the cost of teacher attrition.  

For example, in Texas with 24,783 teachers, the estimated cost of attrition was between 

$108,175,888 on the lower end of the spectrum and $235,459,133 on the higher end 

(Alliance for Excellent Education, 2014).   
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In their study “What Are the Effects of Induction and Mentoring on Beginning 

Teacher Turnover?,” Smith and Ingersoll (2004) observe that with teacher turnover, “One 

cost of that is not easily quantified is the decline in organizational stability, coherence, 

and morale that often results”  (p. 686).  The authors go on to state that for these schools 

the “high rates of teacher turnover can inhibit the development and maintenance of a 

learning community; in turn, lack of community in a school may have a negative impact 

on teacher retention, thus creating a vicious cycle” (p. 687).  The constant turnover 

ultimately harms novice teachers as they come to teaching with innovative ideas and 

strategies of teaching that can never be executed because they are not able to collaborate 

with other veteran teachers who do not exist in some schools.  In addition, the novices 

themselves may depart teaching as quickly as they entered having never added their 

potential expertise to the school.   

Without organized support systems in place a novice teacher could easily come to 

depend on a “survival” mode that does little for the longevity of their careers in education 

(Feiman-Nemser, 2001).  Getting through a day or a week becomes the focus instead of 

moving forward in their teaching skills.  Flores and Day (2006) in their work, “Contexts 

which shape and reshape new teachers’ identities: A multi-perspective study,” discuss the 

state of novice teachers when they state:  

For some, feelings of isolation, mismatch between idealistic expectations and 

classroom reality and lack of support and guidance have been identified as key 

features which characterize their lives. . . . Both the influence of the school 

context and the personal background experiences during pre-service education are 
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identified as important variables to be taken into account in the assessment of 

early teaching experiences. (p. 220) 

Research has also strongly indicated marked growth in the quality of teachers who 

stay more than two years as teachers become more adept at leading classrooms and 

schools (Wynn, Carboni, & Patall, 2007).  The enhancement of the profession as a whole 

is also impacted as teachers who stay teaching longer than five years are more likely to 

matriculate into highly motivated teachers who will move on to embrace the roles of 

school leaders and work to promote positive change in the field of education (Wynn 

et al., 2007).  The concept of teaching having the space for professional growth 

development lends itself to emphasizing a transitional period, involving induction and 

mentoring in which the novice is aided in their understanding of the profession where 

areas of growth are emphasized.   

The response to the overall issue of teacher retention and teacher shortages has 

been approached, for the most part, in a two-fold manner by schools and school districts.  

Across the United States, school districts have created and implemented a variety of 

induction programs, realizing that “new teachers need help making the transition to 

independent teaching” (Norman & Feiman-Nemser, 2005, p. 679).  Induction programs 

are optimally designed to support new teachers as they move from the student teaching 

experience, where they have begun to put theory into practice, and the novices’ university 

coursework into the context of the school setting.  These induction programs are wide-

ranging in nature, length and funding, so much so that it is difficult to grasp just how 

effective induction programs really are (Ingersoll & Kralik, 2004; Norman & Feiman-
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Nemser, 2005).  In their study mentioned earlier, “Effects of Induction and Mentoring on 

Teacher Turnover,” Smith and Ingersoll (2004) state:   

Theoretically, induction programs are not additional training per se but are 

designed for teachers who have already completed basic training.  These 

programs are often conceived as a bridge, enabling the ‘student of teaching’ to 

become a ‘teacher of students’.  Programs vary according to their purpose.  Some, 

for instance, are primarily developmental and designed to foster growth on the 

part of the newcomers; others are also designed to assess, and perhaps weed out, 

those deemed ill suited to the job. (p. 683)  

While efforts are being made to retain teachers, there are also attempts to continue to 

allow new teachers to become certified more quickly to staff classrooms.   

Alternative certification programs are not new to the world of teaching.  They 

have been used to fill in the gaps to promote teaching as a career for individuals who 

already hold an undergraduate or graduate degree and have a desire to teach, this would 

include programs like Teach for America.  Research points out that federal regulations 

have “encouraged the streamlining of teacher preparation to attract into teaching 

individuals who could not- or chose not to- undertake formal preparation” (Dai, Sindelar, 

Denslow, Dewey, & Rosenberg, 2007, p. 422).  While this certainly fast tracks teachers 

into the classroom, it leaves out the actual training of essentials such as pedagogy and 

classroom management, which may be critical to the sustainability of the novice teacher 

in the profession.  Alternative certification programs have risen in conjunction with 

teacher shortages in hopes of placing more qualified teachers in the classrooms  
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(Cohen-Vogel & Smith, 2007).  While some programs are affiliated with a university and 

utilize university faculty members, others are situated within an individual state’s 

department of education.  The programs have various levels of support depending on the 

requirements of the 46 states that have sponsored alternative certificate programs (Ng & 

Peter, 2010).  A perfect example of a far-reaching alternative certification program is 

Teach for America.   

Teach for America (TFA) is a non-profit organization that began in 1990 and has 

partnered with corporations to assist low-income schools in their staffing of teachers.  

Teach for America actively recruits young professionals and provides incentives for 

graduation school to teach in urban or rural low-income settings for a contract period of 

two years.  These incentives include student loan forgiveness and tuition breaks, as well 

as priority enrollment in partnered graduate schools and fast-tracked certification in the 

states that are utilizing Teach for America teachers.  Buoyed by $50 million in federal 

funding, TFA has set a goal of having over 13,000 teachers in classrooms in the United 

States (Donaldson & Johnson, 2011).   

With a condensed training program, teaching in a summer school setting which is 

required for the Teach for America program, the novice teachers are deemed ready to 

become full time teachers at schools that are a part of the TFA program.  This inclusion 

of the TFA workforce depends on individual state laws and districts of need, but 

nonetheless it opens the door for individuals who might not otherwise been able to teach.  

Donaldson and Johnson (2011) in their work “TFA Teachers: How Long Do They 
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Teach? Why Do They Leave?” reported that of the Teach for America members in their 

study: 

After five years, 27.8% were still in teaching. . . . We found two distinct 

subgroups in this sample of over 2,000 teachers.  Those in one subgroup had 

short-term expectations for a teaching career from the start, thus fitting the ‘two-

years-and-out’ picture that most people have in mind when they think of TFA.  

Teachers in the other subgroup had more traditional, longer-term expectations for 

a teaching career.  The majority (56.59%) of those in the sample indicated that, 

when they applied to TFA, they had planned to teach for two years or less.  In 

contrast, nearly half (43.41%) of the sample said that, from the beginning, they 

had expected to teach longer than TFA’s requirement. (p. 3) 

In their study titled, “Economic Analysis and the Design of Alternative-Route 

Teacher Education Programs,” Dai, Sindelar, Denslow, Dewey and Rosenberg conclude, 

“The requirements of fast-track programs may be so streamlined as to limit participants’ 

opportunities to develop human capital to sustain themselves through the first few years 

of teaching.  Thus, in terms of cost effectiveness, fast-track programs seem risky” (Dai et 

al., 2007, p. 437).  The study goes on to state that over 250,000 teachers have been 

alternatively certified teachers in the last 20 years (Dai et al., 2007).  Understanding the 

perspectives of these individuals who are a part of the teaching workforce may impact 

induction programs that could be designed to suit their needs.   

Another wrinkle in the differentiation of alternative certified teachers is that they 

may enter teaching having had experiences in other professions; labeled career-changers 
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or second career teachers.  For career-changers, while requiring guidance and direction 

similar to other first-year teachers, they may have needs that differ from other novice 

teachers.  In her study focused on career change teachers, Mayotte (2003) states that 

“second career teachers possess maturity and skills from previous careers that can 

transfer to teaching; however these are not always recognized by the second career 

teachers nor are they easily transferred to their classroom practice” (p. 682).  With that in 

mind career-changers may have differing needs that induction and mentoring programs 

should take into consideration.   

Why Teachers Leave  

While there are a myriad of reasons why teachers leave the profession (salary 

being one of the top reasons), one of the more specific areas of concern from a study by 

Brill and McCartney (2008) was the need to provide assistance and support from the 

schools themselves.  This study called for a more extensive induction program for the 

novice teachers to become acclimated to the individual culture of the school.  The first-

year teachers in the study cited the need for more support in terms of classroom 

management and teaching strategies, but also smaller, more practical pieces of advice 

such as the best way to communicate with parents, or the best times to make copies 

within the context of the particular school climate.  While a mentoring program cannot 

solve all of these issues, the mentor relationship may serve to provide the novice teacher 

with an expert guide to lead the novice in navigating the uncharted waters of their new 

professional environment.   
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According to a study by Wynn, Carboni, and Patall (2007) that collected data 

from an urban school district and 217 first and second year teachers, besides salary the 

other major reasons beginning teachers exit the profession are unruly students, 

administrative support and working conditions.  More specifically the results of their 

quantitative surveys showed that:   

Supportive conditions, including both physical and human factors, are a key 

component of strong professional learning communities.  Having a principal who 

establishes and follows rules and routines, especially for student discipline, 

appears to be an expectation of beginning teachers and a factor they consider 

when they think about leaving their schools site.  Furthermore, providing the 

necessary space and materials for beginning teachers is certainly an important 

support mechanism for principals to address. (p. 224).   

 Veenman (1984) in his study, “Perceived Problems of Beginning Teachers” 

concludes that novice teachers, “(a) have difficulty in their first year because they are 

essentially undertrained for the demands of their work; (b) there are no clear selection 

criteria in teacher training; and (c) beginning teachers have had a general training and are 

not trained for specific jobs in specific schools” (p. 147).  In theory the inclusion of an 

induction program could alleviate some of these transitional issues.  However, the 

consistency in which those programs would be implemented would ultimately determine 

their sustainability in practice.   
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Statement of the Problem 

Teaching has traditionally been a profession in which the axiom of “sink or 

swim” has rung true in the training of new teachers.  While certainly there are 

opportunities for novices to have practice in teaching before they become full-time 

teachers (i.e., student teaching experiences), those opportunities can be highly 

contextualized.  For most novice teachers, however, the assumption remains that all 

certified teachers, no matter the amount of training that went along with that certification, 

are prepared to immediately become full-fledged teachers as they step into their context 

of the school in which they will be teaching at.   

For novice teachers who enter teaching from a more traditional certification route 

(i.e., a university program), they will have had the experience of student teaching prior to 

entering teaching as a full time teacher.  Even these experiences may have variations to 

them as well as potentially not being representative of a novice teachers’ future teaching 

context.  The student teaching environment does not necessarily train the novice for their 

new context in the reality of school and may set the novice up for many of the stresses 

that will occur during the first year of teaching (Veenman, 1984).  As Loughran, 

Korthagen, and Russell (2008) put it, “thinking and acting like a teacher requires students 

of teaching to seek to identify and make sense of the complexity inherent in any 

classroom” (p. 408).  This complexity cannot always be captured in a semester of student 

teaching or, for TFA corps members, a summer school teaching program.   

Le Maistre and Pare (2010) focused on how mentoring can assist novice teachers 

in their development describe the circumstances this way: 



11 

 

No other profession takes newly certified graduates, places them in the same 

situation as seasoned veterans, and gives them no organized support.  Beginning 

teachers described to us their timetables, work assignments and classroom 

supplies – and even students – as being those that seasoned teachers already in the 

school did not want . . . we suspect that the situations described by the beginning 

teachers in our study are not uncommon. (p. 560) 

While induction programs that might exist throughout the school system are 

designed to be that “organized support,” those programs, as stated earlier, are highly 

varied in scope and support.  Most are not carried out throughout the entirety of the 

school year but instead are weighted more heavily at the start of the school year as an 

orientation (Wang & Odell, 2002).  Thus the consistency by which systematic assistance 

is provided to the novices may be lacking.   

Le Maistre and Pare (2010) in their study compare the induction of novice 

teachers to the process given to new professionals in the fields of physiotherapy, 

occupational therapy, and social work.  The authors state that in comparison to teaching 

the other fields of study, “were given considerable support from experienced colleagues, 

whether by explicit teaching and modeling or by the requirement for supervisors to 

cosign reports, while the beginning teachers we interviewed received little or no support 

after they had graduated and been hired” (p. 559).   

Lacking a distinctive transitional period and consistent organized support, the 

novice is left to become mired in “survival mode,” or as Flores and Day (2006) describe 
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the phases a novice might go through during their first year teaching as “the honeymoon, 

the crisis, and the failure or getting by” (p. 220).   

Defining Mentoring 

The notion of a mentoring relationship has seemingly simple requirements; a 

more experienced, veteran colleague is the pleasant guide who assists the novice by 

bestowing knowledge so that the inexperienced can navigate through the early years of 

their professional lives.  From the novice perspective the colleague is always there to lean 

on, to listen to, and to dole out timely, helpful words concerning their struggles.  One can 

almost imagine a pastoral scene where the older, wiser expert administers sagely advice 

taken from their own experiences to the rapt young pupil who will carry on in the ways of 

their mentor with the confidence that they now have the awareness to transform into an 

expert themselves, continuing the cycle of novice to expert.   

This is, of course, an exaggerated example of a mentoring relationship that only 

exists in an idealized world, far from the complexities of the sometimes chaotic school 

setting where time is at a premium.  The reality is further compromised by the particular 

context of the mentoring relationship.  What if the novice has previous knowledge from 

another field?  What if the mentor and protégé do not share the same subject area 

familiarity?  What if there is personality clash between the mentor and novice?  Merely 

having a mentor is not enough to definitively state that the mentor-novice relationship 

will improve teacher retention.  Instead, a further investigation on the impact of the 

relationship, the nuances and connections that may, or may not exist, are crucial to 

determine how the mentor affects the novice, is necessary to testing the limits of the 
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mentoring relationship.  It is, after all, a relationship that could have crucial meaning to 

the professional life of the novice teacher.  However that relationship is not always 

emphasized in the differing views and understandings of the role of a mentor.   

Semeniuk and Worrall (2000) in their study, “Rereading the Dominant Narrative 

of Mentoring” look more closely at the meanings of mentoring and how the process is put 

into action.  In their study they point out that there are roughly 24 synonyms commonly 

utilized to describe mentoring: “I would suggest that the list indicates that the term 

‘mentor’ may be so far stretched as to render it almost meaningless. . . . Part of the 

confusion may arise because researchers are trying to turn functions or roles into 

definitions” (p. 410).  The authors go on to state that one of the only similarities between 

various mentoring programs “is the belief that mentoring is a set of identifiable skills that 

can be taught to one group, the mentors, in order to assist a second group, the protégés” 

(p. 410).  With this broad definition and limitless boundaries, there are certainly 

misunderstandings about the best practices in starting and developing mentoring 

programs for new teachers.   

The definitions of a mentoring program are necessary because without a focus for 

a mentorship program the creation of activities becomes perplexing to both the mentor 

and the novice as to the overall goal of the mentoring relationship.  Hargreaves and 

Fullan (2000) explore the idea of mentoring in their study “Mentoring in the New 

Millennium.”  They state:  

The idea that new professionals should have mentors to guide them through 

developing their skills and managing the stresses of their work has become 



14 

 

increasingly accepted.  In teaching, for example, induction and mentoring 

programs have become widespread; however, their implementation has often been 

disappointing. . . . .Mentoring of new teachers will never reach its potential unless 

it is guided by a deeper conceptualization that treats it is as central to the task of 

transforming the teaching profession itself. (p. 50) 

The authors later in the study say that, “Mentoring, in this sense, is viewed not 

only as an integral part of development and improvement efforts within the school but 

part of an entire system of training, development, and improvement beyond the school” 

(p. 55).  While these are broad goals, other studies have attempted to more provide 

further models of mentoring.   

For many mentoring programs the mentor is expected to, at the very least, fulfill 

the role of being both an emotional support as well as sharing technical knowledge to the 

novice teacher (Wang & Odell, 2002).  In their study, “Mentored Learning to Teach 

According to Standards-Based Reform: A Critical Review” the authors investigate some 

of these variations that are generally a part of mentoring programs.  The broad concepts 

of mentoring programs that the researchers explore are humanistic, situated apprentice, 

and critical constructivist (p. 492).  These statements are important because they more 

closely define how a mentoring program can more accurately fit the needs of the novice.   

The first perspective is the holistic humanistic one.  This idea is “based on the 

assumption that the problem of novices’ attrition is not directly to the content and process 

of their learning to teach but results from their personal problems and difficulties in 

developing professional identities” (p.493).  The role of the mentor then is “interpersonal 
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in nature: how to be a friend and a good listener for the novices, how to identify novices’ 

personal needs and problems and how to help novices develop their confidence” (p. 493).  

This view fits more closely with the need of novice teachers eliminate the isolation that 

can be overwhelming at times.  This is also a mentoring model that could allow for 

informal mentoring to be an effective form of mentoring.   

The second perspective in Wang and Odell’s (2002) study is the situated 

apprentice model.  This form of mentoring “assumes that the problem of novices’ 

learning to teach is directly related to their lack of practical knowledge, including the 

contextualized and event-structured knowledge about classroom instruction that marks 

the important qualitative difference between novice and expert teachers” (p. 496).  When 

learning to teach is done in isolation, away from students or in another context during 

student teaching, the technical skills such as classroom management and other teaching 

issues are still necessary to the development of a teaching identity (Smith & Ingersoll, 

2004).  While this is much more applicable to alternatively certified teachers, given their 

lack of pedagogical training, it also has its problems.  The mentor who assumes the 

novice only needs to learn teaching techniques fails to understand the entirety of the 

transition to teaching.  In addition this assumption places the novice teacher in a difficult 

position of their teaching being constantly evaluated without the benefit of address the 

emotional side of the transition to teaching.   

Zeichner and Gore (1990) state that one of the major issues with the 

conceptualization of mentoring is the lack of new and innovative practices that come to 

the forefront.  With an apprenticeship model in place a novice teacher may be more likely 
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to merely copy their mentor rather than implement their own style and techniques of 

teaching.  This, in turn, may have a negative impact on the profession as well as the 

development of an individual professional identity (Hargreaves & Jacka, 1995). 

The final perspective on mentoring programs from Wang and Odell (2002) is the 

critical constructivist.  This view contrasts with the others in the other perspectives in that 

the role of mentor is focused on becoming an agent of change.  These groups of mentors 

actively involve the novice in questioning the current process of education and to search 

for alternative ways of practice (Wang & Odell, 2002, p. 498).  Collectively these three 

views, according to the authors, are typically the foundations of mentoring programs.  

There are variations that combine those discussed, however, these are what their research 

has shown are most prevalent.  Further complicating the matter is that the mentoring 

programs are put into practice in a multiplicity of ways.   

Typically the mentoring programs that are investigated by researchers are 

programs that are one component of a larger induction program designated for novices.  

In these types of programs the mentoring relationship is formalized, where a full-time 

paid mentor is placed with a novice based on perhaps a mutually shared schedule, subject 

area, or simply convenience (Wynn et al., 2007).  Though certainly scheduling and 

availability are among the logistical factors needed to ensure that all novices have been 

assigned a mentor, a formalized program can fail to take into account whether or not 

there is potential for a relationship that could be beneficial to the novice.  While 

mentoring can certainly assist the novice the positive effects are not “automatic” 

according to Norman and Feiman-Nemser (2005).  The authors state that with the 
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proliferation of induction programs and the attached mentoring portion there remains a 

“pressing need to understand what kind of mentoring makes what sort of difference for 

new teachers and their students and under what circumstances such differences are most 

likely to occur” (p. 680).  Merely having a mentor and offering opportunities for training 

through induction programs is not enough.     

With formalized programs, a novice has the advantage of a trained mentor who is 

available at assigned times to work with them.  This gives the relationship a stability that 

the novice can count on having a mentor available to them at certain times.  Additionally 

the novice is assured of having a mentor who is trained in how to observe new teachers 

and their classrooms.  In terms of assisting with the transition to their new environments, 

formalized mentoring programs give the mentoring relationship a reliable resource that 

the novice may begin to feel comfortable with.   

It should also be noted that formal mentoring programs have shown a positive 

effect on teacher retention and teacher mobility (Bradbury & Koballa, 2008; Marable & 

Raimondi, 2007; Strong, 2005).  Formalized mentoring programs may have the distinct 

advantage of creating mutually beneficial times for the mentor and novice to meet and 

debrief.  This eliminates one of the major obstacles in creating a mentoring relationship, 

namely having time during the day to come together and discuss the needs of the novice 

teacher.  These formalized programs may give novice teachers a structured environment 

with which to make a successful transition to the profession.  However, there are some 

pratfalls within all the positive aspects of mentoring programs.   
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 In Hargreaves and Fullan’s (2000) research, they explore the idea that a 

formalized mentoring program can easily become an obstacle to the identity formation of 

the novice teacher.  They point out that as novice teachers come out of their schooling or 

previous experiences, they may in fact have more progressive ideas to put into practice 

than their mentors.  These are the times “innovative new teacher might quickly 

experience the mentor relationship as an oppressive one” (p. 53).  They go on to 

elaborate, “Mentors may seem more like tormentors, and the process of induction into the 

profession may amount to seduction of the new teachers away from the purposes and 

practices they recently acquired in their teacher preparation experiences” (p. 53).  

Without taking into account the individual partnership of protégé to novice, mentoring 

becomes a fruitless endeavor that could potentially do more harm than good.   

Unique Novices 

While much research exists on the topic of mentoring programs for novice 

teachers; an area that has been overlooked is the impact of mentoring on those novice 

teachers who are alternatively certified.  The practice of employing alternative 

certification teachers should not been seen as a stop-gap measure.  Alternatively certified 

novice teachers should be developed and supported in the same way as novice teachers 

who have undergone a more traditional route to teaching, but still treated with unique 

qualities because while they are novices in teaching, they are not novices to a workplace 

environment.  Additionally alternatively certified career-changers “do not necessarily 

receive the support they need because they are often not viewed as novices due to their 

age and previous experiences” (Mayotte, 2003, p. 682).  If alternatively certified teachers, 
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including career change teaches, are to be viewed as teachers who will have a long-term 

career path in education, they must be given similar mentoring support that align with 

their own distinctive transition to the teaching profession.   

Teachers who come to education after working in another profession have certain 

characteristics that differentiate them from novice teachers coming directly from teacher 

education programs.  According to one study these characteristics include “maturity, life 

experience, work knowledge and skills from other professions and industry” (Williams & 

Forgasz, 2009, p. 98).  In addition alternatively certified teachers may not have the 

pedagogical experience to fall back on.   

Teaching, according to Hegarty (2000), has two separate areas of knowledge in 

which an individual needs to be master of in order to be truly successful in the profession.  

The first knowledge base is rather obvious, having a depth of subject area understanding 

in order to pass on that familiarity of a subject to the students.  The other area of 

knowledge goes beyond to include having expertise in pedagogy that allows the student 

to grasp the amount of knowledge being passed on.  Although most alternative 

certification programs include pedagogy training most career-changing novices are still 

typically teaching a full-time schedule while at learning on the job.   

Addressing the Needs of the Novice Teacher 

While addressing the distinctive needs of career-changers is important to their 

development, all novices, including those who are alternatively certified, have similar 

difficulties to overcome in order to successfully shift to teaching.  Entering into teaching 

is notoriously difficult for any novice teacher who is moving into full-time teaching 



20 

 

without the safety net of daily supervision.  All of the pressure and responsibility of the 

classroom rests on the novice teacher who has never had to handle the entirety of the 

daily workload completely independently (Coladarci, 1992; Danielewicz, 2001).  This 

burden may be overwhelming for new teachers as they attempt to reconcile their initial, 

potentially idealistic, notions of full-time teaching with the reality of their own 

classrooms.  For many teachers new to the profession, their understanding of teaching has 

been developed by their own familiarities as a student.   

Teaching stands as a distinctive profession in that all teachers have at one time 

been on the other side of the desk as students in the same system they are about to 

become leaders in.  Novice teachers are therefore uniquely situated as being a part of the 

educational system from the student perspective.  From a professional standpoint this 

familiarity has a potential to have a negative effect on the development of new teachers 

as there is a belief that novices understand the intricacies of classroom management and 

instructional techniques without having had any practical experience in the classroom as 

the teacher (Evertson & Smithey, 2000).  Novices, in turn, often enter into the teaching 

profession without having had their pre-conceptions and idealism in regards to teaching 

challenged (Flores & Day, 2006).  Without their ideas being challenged, ongoing 

assumptions about teaching as a career and their experiences as a student are suddenly 

contradicted in the context of their real-world teaching.   

This clash of idealism and reality has even been labeled as “reality shock” 

(Veenman, 1984), as the pre-conceived notions of the role of the teacher are tested 

against the reality of the day to day teaching.  Veenman (1984) goes on to state that the 
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result of the reality is a move to a more conservative attitude which lacks implementing 

new ideas into the professional culture of teaching.  Given this ongoing “reality shock” 

the need for novices to have a significant amount of emotional support is a necessity 

when the reality of teaching comes in stark contrast to the idealism of novices (Shulman, 

1986).   

Another portion of learning to teach that comes into play is the specific context in 

which the novices are teaching in.  For many new teachers, but especially for those 

coming to teaching through alternative certification programs, they are teaching in a 

school that is quite different from the kind of schools in which they attended.  Ng and 

Peter (2009) in their study, “Should I Stay or Should I Go? Examining the Career 

Choices of Alternatively Licensed Teachers in Urban Schools” specifically address this 

point, “urban districts across the nation increasingly rely upon alternative licensure 

programs to provide them with qualified teachers . . . these schools serve disproportionate 

numbers of low-income, racial/ethnic and language minority children, this is a critical 

agenda related to educational equity” (p. 140).   

In attempting to reconcile the reality of teaching and their idealistic intentions, the 

novice may fall into a survival mode where they may simply mimic other teachers that 

they enjoyed as a student.  This is especially true of the career-changers as they refer 

back to their own “beliefs about learning and teaching that were predominant in their own 

school experiences and therefore felt more comfortable using traditional teacher-

dominated pedagogies rather than embracing more current theoretical perspectives” 

(Williams, 2010, p. 640).  This may be especially harmful to teachers entering into a 
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radically different context in which they were a student in and the effectiveness of their 

teaching techniques.   

Another possibility in this “survival mode” is for the novice to utilize strategies 

and techniques of the teachers around them rather than ideas and conform to their own 

personal philosophy of teaching (Flores & Day, 2006).  Rather than the novice teacher 

moving forward in their understanding of the profession and developing as teacher, they 

become more entrenched in their survival tactics.  When the novice is placed in a position 

where their only focus in on making it through the day, or week, the long-term 

development of the teacher is stilted and the battle between their own visions of teaching 

and merely getting by begins.  The disjunction between the previous ideals of teaching 

and the reality of survival becomes a serious matter in terms of job satisfaction and career 

development (Evertson & Smithey, 2000).  Alternatively certified teachers are perhaps 

more susceptible to this notion according to Williams (2010) as these novices “often 

resisted the need to learn more in order to become effective teachers, as they believed 

their extensive content knowledge was sufficient” (p. 641).  With these ongoing 

developmental challenges for a novice, the role of a mentor relationship is significant to 

moving the novice beyond the preconceived notions and the mimicry that new teachers 

are struggling with as they enter into the profession full-time (Danielewicz, 2001).   

Much of the research for this study is concerned with utilizing mentors in 

conjunction with more comprehensive induction programs that would be instituted as a 

multi-layered support system (Hargreaves & Fullan, 2000).  In terms of what the 

mentoring relationship should focus on, the research delineates two specific areas of need 
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for the novice teacher.  One is to ensure the emotional and social state of the new teacher 

as they enter into the teaching profession.  It is no secret that teaching is a difficult 

profession, especially the first year of experience.  Therefore it is vital to the novice 

teachers’ self-efficacy and the overall socialization process in entering a particular school 

culture to have sustainable support systems (Brill & McCartney, 2008).   

Communities of Practice  

Becoming a teacher is more than the sum of its parts in terms of pedagogical and 

content area knowledge.  It also exists as a socialization process.  The socialization of 

newcomers to their “communities of practice,” in Lave and Wenger’s (1991) language, 

determine their ties to that community moving forward in their career.  In their book, 

“Situated Learning: Legitimate peripheral participation” (1991) as well as Wenger’s 

follow-up text “Communities of Practice: Learning, Meaning, and Identity” (1998) the 

authors conceptualize how newcomers, or outsiders, become socialized to their work 

environment.  Their concept of communities of practice is rooted in the idea of “situated 

learning” where through socialization new members of a community move from a 

“peripheral” member to an “active” member.  The movement towards membership is 

prompted by relationships and practices within the community that work for, or against, 

the learning of the novice.  As new teachers enter into their community of practice of 

teaching they face new challenges that are unexpected both in the technical knowledge 

that they may lack but also in the unspoken rules that govern the new context in which 

they are entering.   
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Lave and Wenger (1991) posit how previous training is put into practice within 

the context of a “community,” where new learning takes on a practical application.  

These communities of practice are characterized by “a set of relations among persons, 

activity, and world, over time and in relation with other tangential and overlapping 

communities of practice” (p. 98).  This is particularly relevant because the communities 

of practice are social entities in which a newcomer (in the case of this research study, a 

novice teacher), is indoctrinated into that particular community.  The “insider status” is 

not given merely by previous training, that is the first step, but by being surrounded by 

the practices and language necessary to learn.  The learning then comes from a social 

atmosphere and perspective, which the role of mentor assumes the label “old-timer” in 

Lave and Wenger’s (1991) work.  The old-timer’s responsibility is to impart the learned 

knowledge to the newcomer in a natural cycle within the community.  With their own 

learning and outside knowledge of the practice come together the novice transforms from 

outsider to insider.   

In their study “Whatever it takes: How beginning teachers learn to survive,” 

Le Maistre and Pare (2010) discuss how socialization into communities of practice and 

mentoring coincide: 

Mentors reported to us that a newcomer’s questions force them to reflect on their 

own practice, and that a mentoring dyad is often beneficial to both members.  The 

presence of a mentoring program in a school helps the school to be a learning 

community.  There is a multiplier effect, as students continue to be affected by 

better teachers. (p. 560) 
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 While the social theory of Lave and Wenger (1991) is not directly pointed at 

teachers and teaching, the important element for this study is that learning that takes 

place within a specific social context in which those at the “periphery” become full-

fledged members of the community.  How individuals learn how to become part of a 

particular community ultimately leads to a formation of their professional identity within 

that community.  This view of looking at novice teachers, especially those who are 

alternatively certified, as learners, or “apprentices” rather than as automatically full-

fledged members, could lead to a dramatic shift in understanding both mentoring and 

induction.   

 Lave and Wenger (1991) point out that as new professionals come into their new 

“community of practice” there are ways in which the novice learns the nuances of the 

profession in which they are making a career.  So while the novices are technically 

qualified to be a part of that community of practice in terms of education, and in this case 

being alternatively certified, there are areas of learning that can only take place while 

actually on the job.   

Primary Research Questions 

Research questions and data analysis.  Table 1 shows how the data will be 

collected in relation to the research questions being investigated.   
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Table 1 

Data Collection in Relation to Research Questions 

Research Questions Data Source Collection Procedure Data Analysis 

1) How are alternatively certified 

novice teachers in an urban 

setting supported in their 

transition to teaching through the 

use of mentoring? 

Archival information provided by the 

district and site where the study will 

take place.   

The district and site will be contacted 

and the parameters for the 

mentoring/induction process for 

novice teachers will be requested.   

The archival documents will be 

examined to determine how the 

novice teachers are being supported 

during their first year teaching.   

2) How does mentoring assist the 

novice teacher in their transition 

into their new community of 

practice? 

Semi-structured interviews with 

novice teachers who are alternatively 

certified.  Field notes and 

observations from the urban setting. 

For the three participants there will 

be two semi-structured interviews 

(which will be audio recorded), 

observations and field notes will be 

taken by the researcher at the site the 

teachers are teaching to further grasp 

the context of the interviews.   

Interviews with Coding procedures, 

(Member checks & peer debriefing 

for triangulation) 

3) What impact, if any, does 

mentoring have on the formation 

of a professional teacher identity 

and retention? 

Semi-structured interviews with 

novice teachers who have been 

alternatively certified and work in an 

urban setting.   

For the three participants there will 

be two semi-structured interviews 

(which will be audio recorded), 

observations and field notes will be 

taken by the researcher at the site the 

teachers are teaching to further grasp 

the context of the interviews. 

Interviews with Coding procedures, 

(Member checks & Peer debriefing 

for triangulation) 
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Chapter II 

Literature Review 

In order to develop a thorough understanding for this dissertation topic, I 

reviewed the relevant literature.  The literature was placed in the broader categories of 

Teacher Retention, Mentoring and Induction and Teacher Identity/Career Development.  

Table 2 is a summary of the major ideas and texts that informed the background of the 

current study.   
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Table 2 

Literature Review Research Summary – Teacher Retention 

Source Study/Purpose Findings 

Brill, S., & McCartney, A.  

(2008).  Stopping the revolving 

door: increasing teacher retention.  

Politics and Policy, 36(5),  

750-774. 

This study delineates the economic impact of teachers 

leaving the profession as well as some of the reasons 

that new teachers leave the profession.  These include 

salary, poor leadership, lack of institutional support and 

views of the profession as merely temporary.   

While salary increases have mild effects on retention, case 

studies explicated in the study show that building quality 

induction and mentoring programs have a positive effect 

on creating a better school environment and, in turn, 

teacher retention.   

Cochran-Smith, M.  (2004).  

Stayers, leavers, lovers, and 

dreamers: insights about teacher 

retention.  Journal of Teacher 

Education, 55(5), 387-392. 

This article clarifies the idea of teacher shortages and 

what can be done to utilize better teacher retention. 

The author calls for better working conditions to enable 

teachers to still maintain some of the idealism that she 

claims is a natural part of being a teacher.  The author 

makes the case for better recruitment of teachers and 

professional development systems.   

Coladarci, T.  (1992).  Teachers’ 

sense of efficacy and commitment 

to teaching.  Journal of 

Experimental Education, 60(4), 

323-337. 

Under the theoretical construct of self-efficacy, this 

study seeks to discover what kinds of factors play a role 

in teachers maintaining a commitment to the profession. 

Through a questionnaire the researchers noted that the 

personal and general sense of efficacy are significant 

predictors of commitment to teaching.  This sense of 

efficacy is also drawn from the organization of the school.   

Feiman-Nemser, S.  (2001).  

From preparation to practice: 

Designing a continuum to 

strengthen and sustain teaching.  

Teachers College Record, 103(6), 

1013-1055.   

This article focuses on the impracticality of teacher 

preparation as it exists and looks at how support systems 

within districts could work as transitional resources to 

assist new teachers as they enter the profession.  This is 

in contrast to the “sink or swim” methods that are 

traditionally a part of teacher education.   

The use of a “continuum” in teacher education practices 

would ultimately develop more professional teachers as 

the novice teachers would begin to have much more of a 

positive influence to understanding teaching earlier in their 

careers.   

 

Table 2 continues 
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Source Study/Purpose Findings 

Gonzalez, L. E., Brown, M., & Slate, 

J.  (2008).  Teacher who left the 

teaching profession: A qualitative 

understanding.  The Qualitative 

Report, 13(1), 1-11.  Retrieved from 

http://www.nova.edu.ssss/QR/QR13-

1/gonzalez.pdf 

Using interview data, this research goes in depth as to 

the reasons that teachers have chosen to leave the 

profession.  The data comes from eight teachers who 

left teaching in the state of Texas.   

The study concludes that the three major reasons their 

subjects left the profession were support from the 

administration, student discipline, and salaries.   

Ingersoll, R., & Kralik, J. M. (2004).  

The impact of mentoring on teacher 

retention: What the research says.  

University of Pennsylvania.  

Retrieved from www.ecs.org 

This source reviews ten different studies that delineate 

the impact that mentoring and induction have on 

teacher retention.   

All ten of the studies mentioned show that the support 

that comes from mentoring and induction does have a 

significant impact on teacher retention.   

Marable, M. A., & Raimondi, S. L.  

(2007).  Teachers’ perceptions of 

what was most (and least) supportive 

during their first year of teaching.  

Mentoring and Tutoring, 15(1), 25-

37. 

Collecting survey data from new teachers who 

underwent a formal mentoring program and those who 

did not have formal support, the researchers asked 

what were the most helpful and least helpful areas of 

support for the novice teachers.   

The authors concluded from the data that the formally 

mentored groups found the mentoring to be one of the 

most helpful aspects of the first year experience.  The 

comparison group also found the support of colleagues, 

while informal, was the most helpful.  At the lower end 

of the spectrum was administrative support and lack of 

materials.   

 

Table 2 continues 
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Source Study/Purpose Findings 

Richardson, R. C., Glessner, L. L., & 

Tolson, H.  (2007, May).  Stopping 

the leak: retaining beginning 

teachers.  Australian Journal of 

Teacher Education, 32(2), 13-20. 

The research took ninety interns undergoing 

internships for final teacher certification in the state of 

Texas and used survey data to measure the 

effectiveness of mentoring on the retention of this 

group.   

The interns regarded the mentors and mentorship 

program as a positive step in influencing their decision to 

stay in the profession.  97 percent of the participants 

were planning on maintaining teaching as their 

profession of choice. 

Smethem, L.  (2007).  Retention and 

intention in teaching careers: Will 

the new generation stay? Teachers 

and Teaching: theory and Practice, 

13(5), 465-480. 

Looking at eighteen new teachers in England, this 

study utilizes survey and interview data to look at these 

teachers’ experiences and the formation of a 

professional identity.   

Building on the idea of retention, the conclusions are that 

induction and mentoring assist in socializing the new 

teacher and allow them to develop as professionals in the 

first year of teaching.   

Smith, T., & Ingersoll, R.  (2004).  

What are the effects of induction and 

mentoring on beginning teacher 

turnover?  American Educational 

Research Journal, 41(4), 681-714. 

Investigating how utilizing teacher induction and 

mentoring increase teacher retention for new teachers.  

Using survey data the researchers looked closely at the 

factors that influence new teacher retention. 

The research did conclude that induction and mentoring 

programs do reduce teacher retention, however there are 

various uses of these programs in districts and schools.  

Especially important is the selection of mentors in the 

same subject field and time given for mentoring 

activities.   

Texas Beginning Educator Support 

System.  (2002, August). Evaluation 

Report for Year Three 2001-2002.  

Charles A.  Dana Center, University 

of Texas at Austin. 

A review of the state mandated support structure 

designed to increase retention and “support high-

quality instruction.”   

Teacher retention and overall job satisfaction was 

increased through this state wide program.  It was 

recommended that the state should continue their efforts 

and expand the program. 

Veenman, S.  (1984).  Perceived 

problems of beginning teachers.  

Review of Educational Research, 

54(2), 143-178. 

Veenman describes some of the largest obstacles that 

new teachers face when they enter into the profession.  

The study synthesizes data from several countries 

through an extensive literature review of studies.   

One of the solutions Veenman offers is the development 

of more efficient induction programs to assist new 

teachers in moving past the “reality shock.”   

Table 2 continues  
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Source Study/Purpose Findings 

Wynn, S. R., Carboni, L. W., & 

Patall, E. A. (2007).  Beginning 

teachers’ perceptions of mentoring, 

climate and leadership: Promoting 

retention through a learning 

communities perspective.  

Leadership and Policy in Schools, 6, 

209-229.   

The researchers here investigate some of the ways in 

which new teachers are influenced to stay in the 

profession.  The study took 217 teachers from a school 

district with a large attrition rate and collected data 

from survey that had items involving mentoring, 

school climate and school leadership.   

According to the results of the study, school leadership 

had the greatest influence on teacher retention and 

principal’s are not effective at creating supportive 

frameworks for new teachers.  Mentoring did have a 

dramatic impact on retention, although the researchers 

acknowledge that the quality of the mentoring was not 

measured and could therefore have been a factor.   

 

Literature Review Research Summary – Mentoring and Induction 

Source Study/Purpose Findings 

Achinstein, B., & Athanases, S. 

Z. (Eds.).  (2006).  Mentors in the 

making: Developing new leaders 

for new teachers.  New York: 

Teachers College Press, 

Columbia University.   

The text explores the concept of mentoring and the vast 

number of ways that the term mentoring has been 

rendered and the shortcomings of mentoring programs.   

The conclusion rests on the idea that mentoring is a 

complex process and that should be recognized.  

According to the authors when the goal of a program is 

clearly stated, rather than merely mentor as emotional 

support, novice teachers are much more successful. 

Bartell, C. A.  (2005).  

Cultivating high-quality teaching 

through induction and mentoring.  

Thousand Oaks, CA: Corwin.   

This text discusses the overarching issues behind 

beginning teachers and how certain aspects of induction 

and mentoring can help to develop quality teachers and 

retain them. 

One of the major elements to come out of this text is that 

mentoring and induction programs need to have clear 

goals and ideas about developing new teachers.  Merely 

having an induction and mentoring program is not enough.   

 

Table 2 continues 
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Source Study/Purpose Findings 

Bradbury, L. U., & Koballa, T. R.  

(2008).  Borders to cross: Identifying 

sources of tension in mentor-intern 

relationships.  Teaching and Teacher 

Education, 24, 2132-2145. 

Using the theoretical construct of “border crossing” in 

relation to new teachers coming into the profession the 

authors studied two mentor-intern partnerships during 

their year long relationship.   

Because of differing expectations about what the role of 

mentor is, the study found that tension existed in the 

mentor-intern relationship as both of the member 

attempted to communicate effectively.  The study 

suggests that more input by a university supervisor 

would alleviate some of the communication issues.   

Evertson, C. M., & Smithey, M. W.  

(2000).  Mentoring effects on 

protégés’ classroom practice: an 

experimental field study.  Journal of 

Educational Research, 93(5), 294-

304. 

This study uses ratings systems and narratives to 

compare 23 novice teachers who were part of a formal 

mentoring program with 23 novice teachers who were 

mentored by experienced teachers with no formal 

mentoring training.   

The research discovered that the formal mentoring 

program was able to work with novice teachers by 

focusing directly on increased instructional organization 

and better student discipline and student engagement.   

Feiman-Nemser, S.  (1991).  Helping 

novices learn to teach: Lessons from 

an experienced support teacher.  

Paper presented at the International 

Study association on Teacher 

Thinking in Surrey, England, 

September, 1991. 

A qualitative study that follows the conceptions of a 

mentor and his work with novice teachers.  The study 

follows one mentor and how he works with different 

novice teachers.   

The study exemplifies how mentors should assist new 

teachers not only through support, but also through 

technical and personal knowledge to combat the many 

factors that new teachers state as reasons they leave the 

profession.   

Feiman-Nemser, S.  (1996).  Teacher 

mentoring: A critical review.  ERIC 

Digest.  Retrieved from 

www.eric.ed.gov. 

This article is a general overview of the concept of 

mentoring and the research on investigating the 

effectiveness of mentoring programs. 

Generally effusive about mentoring, the issues that are 

brought up include the line between assessing new 

teachers and providing support as well as the issue of 

formal mentoring versus informal mentoring.   

 

Table 2 continues 
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Source Study/Purpose Findings 

Feiman-Nemser, S., & Parker, M. B.  

(1992).  Mentoring in context: A 

comparison of two U.S. programs 

for beginning teachers.  National 

Center for Research on Teacher 

Learning, Michigan State University.   

Looking at two programs, one in Los Angeles and the 

other at the University of New Mexico, this study 

seeks to compare the ways in which the programs view 

mentoring and the experiences that the novice teachers 

go through in each of these programs.   

The conclusions found by the researchers indicate that 

there are differing ways for mentorship programs to be 

successful.  The University of New Mexico program took 

the stand that the mentor relationship was one of 

“educational companions.”  This is in contrast to the Los 

Angeles program where the relationship was one of 

“local guides.”  The two programs were both considered 

to be successful by the researcher.   

Fletcher, S. H., & Barrett, A.  

(2004).  Developing effective 

beginning teachers through mentor-

based induction.  Mentoring and 

Tutoring, 12(3), 321-333. 

Through an online survey, the authors sought to move 

past mere new teacher retention and look at how 

mentors assist new teachers in developing teaching 

strategies as well as handling student diversity and the 

school professional culture.   

The study concludes that mentor relationships assisted 

the new teacher in developing as a professional and 

added to the overall school climate by working more 

thoroughly as professionals.   

Gehrke, N.  (1988).  Towards a 

definition of mentoring.  Theory into 

Practice, 27(3), 190-194.   

A reflective piece that looks back on the author’s own 

experience with mentoring and how quality mentoring 

can lead to a positive professional cycle.   

The author concludes that the mentor relationship is 

ultimately a “gift exchange” and is essential to both 

personal and professional development.   

Gonzalez, L. E., Brown, M., & Slate, 

J.  (2008).  Teacher who left the 

teaching profession: A qualitative 

understanding.  The Qualitative 

Report, 13(1), 1-11.  Retrieved from 

http://www.nova.edu.ssss/QR/QR13-

1/gonzalez.pdf 

Using interview data, this research goes in depth as to 

the reasons that teachers have chosen to leave the 

profession.  The data comes from eight teachers who 

left teaching in the state of Texas.   

The study concludes that the three major reasons their 

subjects left the profession were support from the 

administration, student discipline, and salaries.   

 

Table 2 continues 
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Hargreaves, A., & Fullan, M.  

(2000).  Mentoring in the new 

millennium.  Theory into Practice, 

39(1), 50-56.   

This article views mentoring as the bridge between 

“ages” in teacher professionalism, as well as a site to 

transform education, rather than merely retain new 

teachers.   

The authors make the case for more inclusive induction 

and mentoring programs that involve “professional 

communities” in the schools.  In this fashion there is a 

widespread benefit to all of those involved and 

professionalism is allowed the space to grow.   

Harrison, J., Dymoke, S., & Pell, T.  

(2006).  Mentoring beginning 

teachers in secondary schools: An 

analysis of practice.  Teaching and 

Teacher Education, 22, 1055-1067. 

Exploring the specific ways in which mentoring can be 

understood in actual practice; this study uses survey 

data as well as semi-structured interviews.   

The researchers discovered that mentors served both a 

professional and personal support function.  In terms of a 

direct effect on the teaching improvement, the most 

positive aspect of mentoring was giving the new teacher 

a supportive environment to develop as an individual 

teacher.   

Kyle, D. W., Moore, G. H., & 

Sanders, J. L.  (1999).  The role of 

the mentor teacher: Insights, 

challenges, and implications.  

Peabody Journal of Education, 

74(3/4), 109-122. 

Using both survey and interview data, this study seeks 

to delineate further the notion of what role the mentor 

should play in the development of new teachers.   

While the authors understand that role of mentor can 

have positive influences for both the mentor and new 

teacher, the article argues that mentors should have more 

training and time to develop their mentoring methods.   

Norman, P. J., & Feiman-Nemser, S.  

(2005).  Mind activity in teaching 

and mentoring.  Teaching and 

Teacher Education, 21, 679-697.   

This study utilizes observations and interview data to 

detail the how mentoring can move past emotional and 

technical support to become based on individual needs 

and the development of the teacher.   

The authors find that mentoring programs should be 

more flexible to individualized needs rather than merely 

focusing on classroom management and survival 

techniques. 

Odell, S. J., & Huling, L. (Eds.).  

(2000).  Quality mentoring for 

novice teachers.  Indianapolis, IN: 

Kappa Delta Pi.   

Very much a pragmatic guide to developing a quality 

mentoring program, this text utilizes extensive 

researcher to lend support to their claims.   

The text focuses on the need to choose and train quality 

mentors as well as creating an entire environment of 

support that goes beyond a one-year commitment.   

Table 2 continues  
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Scherer, M.  (1999).  A better 

beginning: Supporting and 

mentoring new teachers.  

Alexandria, VA: ASCD.   

The articles contained in this edition are centered on 

the ideas of mentoring and induction programs and the 

best ways in which to develop support structures for 

new teachers.   

The articles discuss some quality mentor programs and 

the breadth of support that is used by these programs.  

Additionally the book talks about utilizing multiple 

classroom observations in order to provide more directed 

feedback to the new teachers. 

Semeniuk, A., & Worrall, A. M.  

(2000).  Rereading the dominant 

narrative of mentoring.  Curriculum 

Inquiry, 30(4), 405-428.   

The purpose of this study is understand the broad terms 

of mentoring and, through personal narrative and a 

literature of the dominant effusive discourse propose a 

new understanding of mentoring.   

The authors argue that current definitions of mentoring 

are too broad and are given too much credit for teacher 

development.  The authors make the case for formal 

mentoring being no different from an informal friendship 

and therefore difficult to define.   

Southwest Educational Development 

Laboratory.  (2000, November).  

Mentoring beginning teachers: 

Lessons from the experience in 

Texas.  Policy Research Report, 

Nov. 2000.  Retrieved from 

www.sedl.org 

This report gives a review of the effectiveness of 

mentoring and induction programs from several 

districts across the state.  The report uses both 

quantitative data as well as case study methodology.   

The results indicate that while mentoring does serve to 

assist in retention, there are many more factors (salary, 

administrative support) that work to effect new teachers 

negatively.  The recommendations are that districts place 

more of an emphasis on mentoring and induction 

programs to continue to improve teaching in the state.   

Strong, M.  (2005).  Mentoring new 

teachers to increase retention: A 

look at the research.  Santa Cruz, 

CA: New Teacher Center at the 

University of California, Santa Cruz.  

Retrieved from   

www.newteachercenter.org 

A brief overview of the mentoring program at UC-

Santa Cruz and the positive impact it has had on 

teacher retention in the state of California.   

Gives quantitative data that implicates the increase in 

teacher retention.  The source suggests that funds and 

research should be spent on moving to the next stage in 

mentoring research to discover which specific modes of 

mentoring and induction are the most effective.   

 

Table 2 continues 
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Wang, J., & Odell, S. J.  (2002).  

Mentored learning to teach 

according to standards-based reform: 

A critical review.  Review of 

Educational Research, 72(3), 481-

546. 

With an exhaustive literature review, the authors focus 

on the complexities of mentoring in regards to the 

teacher retention and the proficiency of teachers as 

they move forward in their careers.   

The results were that while mentoring may serve to 

improve retention, the foundation mentoring needs to 

move beyond merely emotional support and retention.  In 

addition, the authors suggest that through mentoring new 

teachers are not encouraged to continue to be innovators 

in the field.   

Yendol-Hoppey, D.  (2007).  Mentor 

teachers’ work with prospective 

teachers in a newly formed 

professional development school: 

Two illustrations.  Teachers College 

Record, 109(3), 669-698.   

Using the perspective of actual mentors, this study 

seeks to define what makes up quality mentoring 

metaphors.  This article uses qualitative interviews and 

observations.   

This study places an emphasis on the importance of 

matching mentors with novice teachers.  The authors also 

make a case for the value that mentoring has on the 

mentor as well as the novice teacher.  This involves the 

mentor as more than just a cooperative teacher.   

Zimpher, N. L., & Rieger, S.R.  

(1988).  Mentoring teachers: What 

are the issues? Theory into Practice, 

27(3), 175-182.   

An overview of the issues inherent in the development 

of mentors, this article seeks to point the need for 

research attention to the role of the mentor.   

The authors call for mentors to be mentored themselves 

and have much more explicit training in that role rather 

than it just exist for more “experienced” teachers to 

develop new teachers.   

 

Table 2 continues 
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Britzman, D. P.  (2003).  Practice 

makes practice: A critical study of 

learning to teach.  Albany, NY: 

State University of New York 

Press.   

A seminal text in the field of teacher education, 

Britzman uses an ethnographic study of student teachers 

and their struggle to develop as professionals.   

This study reflects the difficult dichotomy of student 

teaching and teacher development.  Situating the study 

with the student teachers, Britzman displays the lack of 

quality support and freedom necessary for students of 

teacher education to develop their identities.   

Danielewicz, J.  (2001).  

Teaching selves: Identity, 

pedagogy, and teacher education.  

Albany, NY: State University of 

New York Press. 

Focused on qualitative data collected from six teacher 

education students, this study works to discover the 

ways in which individuals become teachers and the 

influence and impact of their identities.   

This text delineates the pressures on students of education 

as they navigate through their own idealism and 

understanding of teaching in contrast with the expectations 

of the profession.   

Darling-Hammond, L.  (2006).  

Powerful teacher education: 

Lessons from exemplary 

programs.  San Francisco: Jossey-

Bass.   

The author seeks to discover how some of the top 

teacher education programs in the United States use 

similar and divergent methods to produce quality 

teachers.   

For the schools used in the study, Darling-Hammond 

states that giving students more classroom time earlier in 

the program as well as intensive support programs that 

encourage risk-taking are some the more compelling 

elements to creating quality teachers. 

Flores, M. A., & Day, C.  (2006).  

Contexts which shape and 

reshape new teachers’ identities: 

A multi-perspective study.  

Teaching and Teacher Education, 

22, 219-232. 

This study is a longitudinal study over a two year period 

using semi-structured interviews that examines the ways 

in which teachers’ professional identities are influenced 

by a variety of factors within the first years of 

experience.   

The researchers discovered that new teachers are greatly 

influenced by their own experiences as students.  In terms 

of mentoring many of the new teachers fell into copying 

mode rather an exploration of their own teaching styles. 

 

Table 2 continues 
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Lipka, R. P., & Brinthaupt, T. M. 

(Eds.).  (1999).  The role of self in 

teacher development.  Albany, 

NY: State University of New 

York Press.   

This text investigates some of the myriad of ways in 

which a teacher comes to understand who they are in the 

context of the profession. 

The articles within the book cite the experiences of being a 

student, the influences of teacher education programs and 

prior conceptions of the profession as the sources of 

teacher self development. 

Palmer, P. J.  (1993).  To know as 

we are known: Education as a 

spiritual journey.  San Francisco, 

CA: Harper San Francisco. 

Palmer equates the educational process both from a 

teaching perspective and a learning perspective to 

coming to understand a larger community of truth.   

Palmer uses a religious philosophy that lends itself to 

viewing teaching and learning in a broader sense.  Palmer 

states that it is imperative for teachers to know themselves 

and continually move towards creating a community 

within the space of the classroom.   

Palmer, P. J.  (1998).  The 

courage to teach: Exploring the 

inner landscape of a teacher’s 

life.  San Francisco, CA: Jossey-

Bass 

In an inspirational yet practical text, Palmer searches to 

understand the value of teaching and being a teacher as a 

vocation.   

Palmer explicates on the sense that teachers must strive to 

connect themselves to the classroom in a very real way.  

He promotes viewing the classroom as a community and 

the teacher as being a member of that community rather 

than simply the center of the classroom delineating 

knowledge.   

Rogers, C. R., & Freiberg, H. J.  

(1994).  Freedom to learn.  Upper 

Saddle River, NJ: Prentice Hall.   

This text makes a case for the implementation of 

humanistic education in our schools.  Giving specific 

examples and evidence from teachers and schools 

around the nation, the text shows the effect of making 

humanist education a priority.   

The findings are astonishing as the authors are able to 

show how a shift in focus to the “whole person” rather 

than merely test scores dramatically increases the learning 

and climate of individual classrooms and entire schools.   

Shulman, L.  (1986).  Those who 

understand: Knowledge growth in 

teaching.  Educational 

Researcher, 15(2), 4-14. 

Shulman comments on the changes in philosophy in 

terms of teacher training.  He traces the recent historical 

shift from teacher knowledge to subject-area knowledge.   

Shulman argues for an emphasis on different areas of 

knowledge that are equal but allow the teacher to have a 

full range of abilities when they enter into the classroom.   

 

Table 2 continues  
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Steffy, B. E., Wolfe, M. P., Pasch, 

S. H., & Enz, B. J. (Eds.).  (2000).  

Life cycle of the career teacher.  

Thousand Oaks, CA: Corwin. 

This text navigates through the different stages of 

professional growth for teachers; novice, apprentice, 

professional, expert, distinguished, emeritus. 

This entire text is concerned with how teachers can move 

more effectively through these stages.  The concern is that 

if teachers are not continually motivated to develop 

themselves, stagnation will occur and teachers will 

ultimately leave the profession.   

Urzua, A., & Vasquez, C.  (2008).  

Reflection and professional 

identity in teachers’ future-

oriented discourse.  Teaching and 

Teacher Education, 24, 1935-

1946. 

The researchers take a closer look at the model of 

reflection and the potential impact it can have on novice 

teachers.  Using qualitative data was collected from 

mentoring meetings where novice teachers articulated 

concerns and ideas for their classrooms.   

The study found that mentors should encourage reflection 

in novice teachers and encourage new teachers to focus on 

“prospective reflection,” which the authors define as 

reflection on current issues while understanding how these 

ideas can be changed in the future.   
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Chapter III 

Methodology 

Research Perspective  

 According to a longitudinal study completed by the National Center for 

Education Statistics (2015), Public School Teacher Attrition and Mobility in the First 

Five Years: Results from the First Through Fifth Waves of the 2007-2008 Beginning 

Teacher Longitudinal Study the number of new public school teachers who began their 

careers in the 2007-2008 school year that had exited the profession altogether within their 

first five years of teaching was 17% (Gray & Taie, 2015).  This number represents all 

teachers, regardless of preparation route, in all schools, regardless of location.  In a study 

undertaken by the United States Department of Education’s National Center for 

Education Statistics, Teacher Attrition and Mobility: Results from the 2012-2013 Teacher 

Follow-up Survey (Goldring, et al., 2014), a survey completed by 4,400 current and 

former teachers who were teaching in 2011-2012 found that of the teachers who had 1-3 

years of experiences “80% stayed in their base-year school, 13% moved to a different 

school, and 7% left teaching in 2012-2013” (p. 3).  While these two studies present a 

significant lower percentage of teachers leaving the profession than had been purported 

by previous studies, which were closer to 40% of new teachers leaving according to 

Ingersoll (2001), the number of teachers leaving the profession and moving school sites 

remains significant.  These studies were done with all school sites being considered.  

However, a closer look at where these teachers are leaving from is necessary.   
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The Teacher Attrition and Mobility: Results from the 2012-2013 Teacher Follow-

up Survey (Goldring et al., 2014) study was done across the United States and included a 

range of school types and schools sizes and defined the teachers as “stayers,” “movers,” 

and “leavers.”  Within the “leavers” category, defined as those teachers that left the 

profession entirely, there was not a significant difference in the type of school in which 

the teachers with 1-3 years of experience did not return.  However, in the “movers” 

category, those that switched schools while staying in the profession, there was a 

difference between city (9.7%) school sites and suburban school sites (7.8%).  The higher 

turnover rate for sites that were categorized as urban or city reveals a targeted issue 

within the larger scope of teacher turnover.   

When the lens is then focused directly on the urban sites the number of teachers 

leaving these schools increases.  In their study discussing the relationship between 

teachers turnover and student achievement, Ronfeldt et al. (2013) state that, “the turnover 

rate is about 50% higher in high-poverty schools as compared to more affluent ones” 

(p. 5).  While this number is an estimation, there are more defined numbers that come 

from the National Center for Education Statistics, Public School Teacher Attrition and 

Mobility in the First Five Years (Gray & Taie, 2015).  Using the data collected from that 

study, another report titled Career Paths of Beginning Public School Teachers (Raue & 

Gray, 2015), drilled down to within those numbers to detail what kinds of schools novice 

teachers are leaving from.  The study took into account those novices who were teaching 

at high poverty sites (in this study high-poverty is defined as 50% or more of students 

who were eligible for free or reduced lunch) and the results were that 25% of teachers 
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who began in high-poverty environments had not returned to those schools.  This mirrors 

what is taking placing where high-poverty schools are lacking in teacher consistency.  

Using the specific example of Chicago Public Schools as an urban environment, 

according to one study, “within five years, the typical CPS school loses over half of its 

teachers.  Many schools turnover half of their teaching staff every three years” 

(Allensworth, Ponisiak, & Mazzeo, 2009, p. 1).  As the authors state, “CPS schools that 

serve the most disadvantaged students who are most in need of good teachers are also the 

schools most likely to struggle with high rates of teachers loss” (p. 13).  The Research 

Alliance for New York Schools by Marinell and Coca (2013) similarly found that over 

the 10-year period of the study 66% of middle school teachers left their schools within 

the first five years of their teaching.   

An additional problem becomes finding replacements for those that leave.  In this 

vein, there is not necessarily a dearth of teachers, but a lack of qualified candidates to fill 

the schools that have higher turnover rates.  According to Darling-Hammond and Sykes 

(2003), “contrary to what some believe, the United States does not face an overall 

shortage of qualified teachers.  While some schools have dozens of qualified applicants 

for each position, others—mostly those with poor and minority pupils—suffer from 

shortfalls” (p. 3).  Ng and Peter (2010) state that urban districts suffer from a lack of 

experienced options for their faculty, “in order to address their staffing needs, urban 

districts increasingly rely on alternative certification programs designed to provide 

interested individuals with quick entry into the teaching profession” (p. 124).  

Consequently there are more novice teachers filling out the faculty of the highest 
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turnover school sites who lack experience in the classroom.  If sites are relying on novice 

teachers who are alternatively certified, they are more likely to add to the constant 

turnover cycle.  According to the National Center for Education Statistics study, Public 

School Teacher Attrition and Mobility in the First Five Years (Gray & Taie, 2015) in 

2011-2012, the number of teachers who were alternatively certified who left the 

profession at a 21% rate, 5% higher than those with more traditional (defined as an  

on-campus college or university degree program) certification routes.   

A 2008-2009 report put together by the Alliance for Excellent Education gives an 

approximation of the cost of teacher attrition puts a dollar amount to this process.  For 

example in Texas with 24,783 teachers, the estimated cost of attrition was between 

$108,175,888 on the lower end of the spectrum and $235,459,133 on the higher end 

(Alliance for Excellent Education, 2014).  This cost is associated with the recruitment 

and initial training of new teachers.  With this massive cost, as well as the instability 

caused within a school, there is a need for offering more structured support for novice 

teachers in order to focus on retention.   

One component of an overall impactful induction program is mentoring.  

Although there are different versions of what mentoring looks like in school districts (see 

pages 14-17 of this dissertation for more details), mentoring has shown promise in 

retaining novice teachers (Marable & Raimondi, 2007; Smith & Ingersoll, 2004; Stanulis 

& Floden, 2009; Strong, 2005; Wang & Odell, 2002).  However, because of the 

inequitable state of experienced teachers at higher poverty school sites, “access to 

induction supports remains inequitable, with teachers in schools with the highest 
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concentrations of poor and minority students reporting significantly lower participation 

rates in induction and mentoring” (Alliance for Excellent Education, 2014, p. 6).  This 

proposed study will be investigating the extent of mentoring that takes place for 

alternatively certified teachers in an urban school site.   

Research Type  

This research study is centered on the impact that a mentoring relationship can 

potentially make on an alternatively certified first-year teachers as they transition into the 

field of teaching for the first time as full-time teachers.  Because this study is centered on 

the personal perspectives of their own unique lived experiences the initial choice to 

utilize qualitative research methods was first explored.  Carspecken (1996) has pointed 

out, “qualitative social research investigates human phenomena that do not lend 

themselves, by their very nature, to quantitative methods” (p. 3).  Since the purpose of 

this study surrounds the very “human phenomena” of both novice teacher transition and 

mentoring, the decision to utilize semi-structured face to face interviews for a smaller 

group of participants in order to get a depth of the participants’ experiences.  Table 3 

shows how the data will be collected in relation to the research questions being 

investigated.  Figure 1 represents the timeline for the research project.   

Design 

Yin (2011) states that, “the events and ideas emerging from qualitative research 

can represent the meanings given to real-life events by the people who live them, not the 

values, preconceptions, or meanings held by researchers” (p. 8).  Merriam (2002) notes 

that qualitative methods are open to different viewpoints but qualitative methods should 
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be used when, “researchers are interested in understanding what those interpretations are 

at a particular point in time and in a particular context” (p. 4).  In order to fully witness 

the participant group of novices in their own milieu, a qualitative study that utilized 

interviews and site based thick records will be used to gain a holistic understanding of the 

participants.   

Due to the variation of teacher induction and mentoring programs, as well as 

environments within schools, a single case study design elicited the best results in 

understanding the overall impact of mentoring as the participant teachers enter into their 

new world of teaching.  Yin (2003) states:  

Case study research would be the preferred method, compared to others, in 

situations when (1) the main research questions are ‘how’ or ‘why’ questions; 

(2) a researcher has little of no control over behavioral events; and (3) the focus of 

study is a contemporary (as opposed to entirely historical) phenomenon.  (p. 5)   

In addition, because mentoring is an individual process rather than a “one size fits 

all” proposition (Mayotte, 2003) a single case study approach will served to focus on the 

unique perspectives of the participants.   
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Table 3 

Research Questions with Data Sources 

Research Questions Data Source Collection Procedure Data Analysis 

1) How are alternatively certified 

novice teachers in an urban 

setting supported in their 

transition to teaching through the 

use of mentoring? 

Archival information provided by the 

district and site where the study will 

take place.    

The district and site will be contacted 

and the parameters for the 

mentoring/induction process for 

novice teachers will be requested.   

The archival documents will be 

examined to determine how the 

novice teachers are being supported 

during their first year teaching.   

2) How does mentoring assist the 

novice teacher in their transition 

into their new community of 

practice? 

Semi-structured interviews with 

novice teachers who are alternatively 

certified.  Field notes and 

observations from the urban setting.   

For the three participants there will 

be two semi-structured interviews 

(which will be audio recorded), 

observations and field notes will be 

taken by the researcher at the site the 

teachers are teaching to further grasp 

the context of the interviews.   

Interviews with Coding procedures, 

(Member checks & peer debriefing 

for triangulation) 

3) What impact, if any, does 

mentoring have on the formation 

of a professional teacher identity 

and retention? 

Semi-structured interviews with 

novice teachers who have been 

alternatively certified and work in an 

urban setting.   

For the three participants there will 

be two semi-structured interviews 

(which will be audio recorded), 

observations and field notes will be 

taken by the researcher at the site the 

teachers are teaching to further grasp 

the context of the interviews. 

Interviews with Coding procedures, 

(Member checks & Peer debriefing 

for triangulation) 
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Step 1: The IRB was submitted for May, 2016.   

Step 2: An email went out from the researcher to potential participants and sites explaining the parameters of the study.  This contact delineated the 

expectations for the participants in terms of time as well as the overall goals of the study.  Potential participants were asked to reply whether or not they were 

interested in being a part of the study.   

Step 3: Three participants were selected to take part in an hour-long semi-structured interview session with the researcher.  The criteria for the selection was 

based on whether or not the participant was alternatively certified (through any path) and was in their first full year of teaching.  The participants were all at 

the same school site.   

Step 4: After transcriptions of the interviews were completed by the researcher, the transcriptions went through member checks by the participants.   

Figure 1.  Research timeline.   

IRB Submission 

•IRB submitted 

•May, 2016 

Participant 
Selection 

•Potential participants and sites contacted via email 

•Participants selected 

•June, 2016 

Participant 
Interviews 

•Selected participants interviewed   

•June-August, 2016 

Member Checks 
and Follow-up 

•After the interviews were transcribed the transcriptions went through member 
checks by the participants.   

•July-August, 2016 
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Data Collection 

The data for this study will be collected by following Carspecken’s (1996) five 

stage critical ethnographic model for qualitative research.  Figure 2 illustrates the general 

steps used for qualitative data collection and the subsequent analysis of the data.  Figure 3 

is a visual representation of the data collection procedures as they align with 

Carspecken’s (1996) first three stages. 
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Figure 2.  Overview of Carspecken’s (1996) First Three Stages of Data Collection 

and Analysis  

 

  

Stage Three 

Dialogical Data Interview Protocol 

Stage Two 

Preliminary analysis of Stage One data 

Stage One 

Compiling monological  
primary record 

Passive observations and 
field notes 
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Figure 3.  Overview of data collection.   

 

Stage One of the data collection requires the researcher to be a passive observer at 

the site, in this case an urban school.  The purpose of these observations is to develop 

field notes that will be analyzed in Stage Two.  The field notes are necessary to identify 

and describe the nuances of power and meaning that are taking place within the 

contextual setting of the study.  As Carspecken (1996) states, “The more familiarity you 

have with the culture of your subjects, the closer your articulated meaning fields are 

likely to be to what actors themselves report” (p. 96).  Observing the site in general as 
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well as the participants within that context was the subject of the field notes collected.  

The reason for the observational field notes was to ensure that the information gathered in 

the interviews is placed in the proper context of their social situation, “there is no such 

thing as a pure representation of subjective experience:  schema must always be used, and 

such schema will be closely tied to contexts of social action” (p. 39).  Understanding the 

larger structure of the context that was in place at the school site added to the fuller 

comprehension of how their interview statements were developed and put into action.  

The data taken from the observations of the site, and the teachers within that site, added 

to the context from the interviews and the participant’s commentary.   

The protocol for the collection of the field notes was for the researcher to be on 

the school site several times as a passive observer.  The researcher looked more 

specifically for social interactions between teachers and mentors, interactions between 

teachers and students, classroom observations as well as physical descriptions of the 

school setting.  These tasks were not intrusive to the school or the participants, but 

allowed the researcher to become familiar with daily routines and tasks for the 

participants.  The purpose of multiple visits was to avoid the “Hawthorn effect” that 

Carspecken (1996) references (1996, p. 52).  Another perspective was to ensure that the 

through the observations the participants were not changing behaviors and their routines 

based on the researcher being at the school (Yin, 2011).  This provided consistency in the 

field notes in understanding the relationships and the overall context of the site in which 

the participants were a part of on a daily basis.  These observations were recorded using 

low-inference vocabulary to assist with objective validity claims.   
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The data collected through observations assisted the researcher in developing an 

Interview Protocol (Carspecken’s Stage Three) as well as to begin to answer the primary 

research questions for this study (Carspecken, 1996).  Since two of the primary research 

questions for this study were based on outside support for the novice teacher, these 

observations assisted in developing a record of observations where that support was 

observed or not observed.  It was also analyzed in Stage Two of Carspecken’s (1996) 

model to develop the protocol for the other portion of the data collection.   

The analysis of the data collected by the observations occurred in Stage Two of 

the model.  This analysis was used to develop the Interview Protocol that is a part of 

Stage Three in the model.  For this study the third stage of Carspecken’s (1996) model 

was indicated by the move from passive observer to what he terms “dialogical data.”  

Carsepecken (1996) comments that “Dialogical data is generated through dialogues 

between researcher and researched are rarely naturalistic” (p. 154).  He goes on to state 

that, “A central purpose of stage three is to democratize the research process.  Stage three 

gives participants a voice in the research process and a chance to challenge material 

produced by the researcher” (p. 155).  This is an important stage because it is used in 

conjunction with Stage One, which is monological.  The monological in Carspecken’s 

language, refers to the researcher being the singular voice while describing the primary 

record.  In this vein the researcher is focused on witnessing the context as a removed 

observer.  For this study the vehicle for that voice will came via the interview of the 

participants.   
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The Interview Protocol suggested by Carspecken (1996) which was used in this 

study is marked by the following visual representation.  Figure 4 references Carspecken’s 

model for the semi-structured interview protocol process.   

 

Figure 4.  The interview protocol process.   

 

The specific determination of the content within these steps was made after the 

Stage Two analysis of the observation data.  According to Carspecken (1996) there 

should be, “two to five topic domains, one lead-off question for each domain, a list of 

covert categories for each domain, and a set of possible follow-up questions for each 

domain” (1996, p. 157).  This was the structure of the creation of the interview questions 

that took place before the interviews.   

The face-to-face interviews with the participants took place at convenient 

locations for the participant.  The interviews were completed using semi-structured 

interview protocol with open-ended questions formulated to allow the participant to be 

able to tell their own individual story.   

Topic 
Domain 

Lead-Off 
Question 

Covert 
Category 

Possible 
Follow-up 
Questions 
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Purposeful sampling was used to select 3 participants for this study.  The 

3 participants were all in their first-year of teaching and came from an alternative 

certification program.  The participants were representative of the backgrounds and 

experiences of the other 12 novice teachers in the building.  Having visited this site 

numerous times through my work at a state agency involved in assisting struggling 

schools, I had made enough connections with personnel in the building to have a comfort 

level in the building.  Although I did not specifically work with the participants directly, 

they are familiar with my presence in the school.  Since I had mostly operated with 

observing broad systems within the school and not teacher evaluations, this facilitated an 

elimination of bias views from the researcher.  All participants were teaching at the same 

school, Tyrell High School (pseudonym).  This allowed the overall context of the 

professional environment to be ostensibly the same, although the participant perspectives 

were varied.  The field notes from the observations, and in conjunction with the semi-

structured face to face interviews, generated a more complete picture of the support given 

to participants at the site.   

The initial interviews were scheduled to take about an hour each while subsequent 

emails and informal conversations was used for any points of clarification concerning the 

participants’ formal interview session.  All of the interviews were audio-recorded and 

transcribed in order to analyze the responses more closely using Carspecken’s (1996) 

methods.   
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Data Analysis 

The data analysis was divided up according to Carspecken’s (1996) model (see 

Figures 3 and 4).  The first portion of data analysis was made after the observations and 

the field notes compiled.  Carspecken (1996) states that “low-level coding procedures can 

be employed at this point to mark out both routine events and unusual ones” (p. 95).  

From there portions were removed for a more in-depth viewpoint.  The next step within 

this stage was to work with initial meaning reconstruction.  Carspecken (1996) states that 

the notion here: 

is that of a meaning field.  You cannot know for certain what an actor intended 

with her act, you cannot know for certain what impressions of meaning were 

received by those witnessing the act of directly addressed by the act, but you can 

specify possibilities.  A meaning field is such a range of possibilities. (p. 96) 

In order to more fully explicate the data the coding moved from low-level to 

higher level coding.  This move was necessary “to generalize findings that emerge from 

various forms of qualitative analysis, particularly meaning and validity reconstruction, 

horizon analysis, and the analysis of interactive power” (Carspecken, 1996, p. 148).  As 

that analysis took place raw codes were put in larger categories.  This was not a complete 

process because only after the interview data was analyzed could the codes be completely 

put together and “reorganized into a hierarchical scheme” (p. 151).  As Carspecken 

(1996) states the analysis in this stage is “preliminary in that it must be checked, 

expanded, and probably changed through procedures employed in stage three, when 

interview data is collected” (p. 93).   
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The field observations yielded data that involved the broad picture of the 

environment that the novice teachers were in during their first year of teaching.  This 

included the physical space of the school and their classrooms. 

 The audio-recorded responses taken from the interviews went through the same 

treatment in analysis after transcriptions were made; Stages Two and Three in the 

Carspecken model (1996).  The transcriptions went through the coding process as well; 

checking congruent themes from the observation field notes.  The transcriptions had 

member checks performed by the participants after to ensure accuracy from the 

interviews.  Member checks with all three participants were utilized to increase the 

trustworthiness of the analysis.  Peer debriefing was another step to ensure the notes 

reflect the reality of the interview. 
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Chapter IV 

Findings 

In this chapter, I report the results from data that were collected for this study.  

The data was collected via researcher observations of the site and semi-structured 

interviews with three participants.  All three participants were alternatively certified 

teachers in their first year teaching at the same school site, Tyrell High School.  The 

participants were randomly chosen after they responded to an email invitation from the 

researcher to be included in the study.  That email was sent to all alternatively certified 

first teachers at Tyrell High School and explained the parameters of the research study.  

The potential participants were asked to reply according to their interest level.   

The interviews were semi-structured and were between 45-60 minutes in length.  

The interviews were audio-recorded and transcribed.  All of the interview transcriptions 

underwent member checks by the participants.  The participant names have been 

changed, however gender identification has remained unchanged.  The transcriptions 

were coded by the researcher using procedures developed by Carspecken (1996).  The 

coding process began with finding low-level codes before moving to higher levels codes.  

The codes were put together and “reorganized into a hierarchical scheme” (p. 151).  Each 

subheading in the participant narratives are the prevalent themes from the data analysis 

for a particular research question.   

 The common themes that are the subheadings are arranged to answer the three 

research questions.  The themes of (a) Formal Support, (b) Informal Mentoring, 
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(c) Choosing a Mentor, and (d) Contradictory Support emerged to address Research 

Question #1: How are alternatively certified novice teachers in an urban setting 

supported in their transition to teaching through the use of mentoring?   

 The themes of (a) The Challenges of an Urban Setting, (b) Emotional Support, (c) 

Technical Support were used to address Research Question #2: How does mentoring 

assist the novice teacher in their transition into their new community of practice?  

The two themes of (a) Expectations and Growth and (b) Future Plans were 

utilized to answer Research Question #3: What influence, if any, does mentoring have on 

the formation of a professional teacher identity as well as the intention of retention? 

Each participant section is divided up to address those themes and how the themes 

connect to the research questions.   

Case Study Context 

The school site for this study comes in the form of an urban school located in the 

central portion of the United States.  The particular school environment, Tyrell High 

School (pseudonym), is located within a larger metropolitan area of 1.3 million people.  

Tyrell High School has been around since the early 1930s.  Set in a classic brick building 

that has been labeled a historical landmark by the city.  It is full of history but at the same 

time has not always been kept up with in terms of maintenance.  The past several years 

have been rife with an almost constant cycle of both large scale updating and patchwork 

repair to address more immediate needs such as the flooding of several classrooms when 

it rains.   
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Original wood floors grace the classrooms even while air conditioners and heaters 

from the 1970s rattle off and on noisily, or work sporadically, causing classrooms to have 

wide-ranging temperatures of too hot or too cold.  The student complaints about one 

room or another room were audible throughout the hallways.  The windows do open but 

the black, metal grates on the outside of the windows designed to prevent break-ins give 

some rooms more of a feeling of incarceration than education.   

The classrooms themselves at Tyrell High School also have a wide variation of 

technology from fully implemented SMART boards to rooms that exist only with dry 

erase boards.  Internet access and computer labs suffer from a severe lack of consistency 

in whether or not the technology is operating properly.  This unfortunate situation has 

impacted teacher use for instruction as well as standardized testing and benchmarks for 

the students.  During one of my observations, students were walked outside to a computer 

lab for testing purposes, only to have to walk back to their classroom when it was 

discovered that none of the computers were operational.   

Overcrowding has also had an influence on the culture of the school and student 

life.  The original school capacity in the 1930s was approximately 1,000, this past school 

year saw almost 1,250 students in the building.  Although not an overwhelming number 

of students with the constant mode of construction there seemed to always be rooms that 

were not available for use at different times during the school year.  One particular social 

studies and psychology teacher (not directly involved in this study) had his classroom 

moved three times in one year due to fact that his rooms needed to be fixed for various 

reasons.  One of the participants in this study, Peter, had his classroom moved twice.  
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Unfortunately this was not uncommon at Tyrell High School and has a continuing impact 

on how the students perceived their school.  I overheard many students commenting 

when something was broken in the school that they attended a “ghetto school.”  There 

had been discussions to add portable buildings to relieve some of the overcrowding 

classroom issues, but no direct action was being taken.  Although from my own 

observations in the building there was a fair amount of disparity in the scheduling of 

students in the rooms that were available for use.   

After having an informal conversation with a counselor at the school, I learned 

that because of an outdated student scheduling computer system, it was very difficult to 

level classrooms as well as to implement three evenly populated lunch periods for the 

students.  The end result was that core classes (English, Math, Science, and History) had 

classes as small as 14 students in some periods while other periods for the same teacher 

would have 28 students.  With the severely outdated scheduling system, the lunch periods 

were at strange times with the first lunch period beginning at 10:15 in the morning.  In 

my observations I found that this caused an inconsistency in student behavior.  Students 

who had the first lunch were in need of some kind of sustenance later in the day and were 

distracted by bringing snacks into the classrooms which became a problem for some 

teachers because of the classroom rules that prohibited snacks in their classrooms.   

After speaking to several teachers who had been at the school for an extended 

period of time (the longest having been at the school for eight years), the school had 

undergone radical shifts during its history.  When it was built the school housed almost 

exclusively white students, and did so until the 1970s and 1980s when the demographics 
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of the surrounding area changed to become largely African-American.  Then, in the late 

1990s and early 2000s the demographics shifted again to have mostly Hispanic students.  

This past school year Tyrell’s student body was 78% Hispanic, 13% African-American, 

and 9% White.  In an overall school population of 1,250 students, approximately 670 had 

been labeled as English Language Learners.  Additionally 90% of the student population 

was considered economically disadvantaged.   

Along the way in its history the school became labeled as a “rough” school.  

During this time several instances of violence took place on campus.  Five years previous 

to this study the school leadership was removed and new leadership was put in place by 

the school district.  This was when the current principal was put into place.  Since then 

the violence has subsided dramatically and the school is much safer.  Even with the safer 

environment, turnover is still an issue with a 30% average yearly turnover in faculty.  A 

prime example was the English Department where of the 14 members; 6 were first-year 

teachers, 2 were in their second-year of teaching and another 2 teachers were in their 

third year teaching.  The remaining 4 teachers had over 5 years of teaching experience 

each.  To further explicate this point, one teacher was hired in late fall to replace a 

teacher who was let go, while another teacher was hired for the spring semester to take 

over newly created “enhancement” English courses which were designed to augment the 

instruction for students who were thought to be in danger of failing the standardized test 

for that year.  Both of these teachers were alternatively certified teachers.   
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Formalized Support 

The first stop in answering this question was at the district in which Tyrell High 

School is a part of and their policies concerning mentoring.  I spoke with the district and 

was given an informational packet on what the mentorship program the district used 

entailed.  However, participation in the mentoring program by the individual school sites 

was optional.  Each site could apply to be a part of their mentoring program and the 

individual school is responsible for having teachers within their school apply to be 

mentors.  According to the informational packet from the district, to be considered to be a 

mentor in the program a teacher needed to have, “a minimum of three years’ experience.  

The mentor teacher must be a proven professional who has demonstrated willingness and 

success in collaborating with colleagues” (p. 1).  The role of mentor for these full-time 

teachers was a volunteer position; there were no extra funds for being a mentor. 

According to the informational packet there were examples of the responsibilities 

that were required by mentors: 

- Provide an initial orientation to the partner school and appropriate 

learning/teaching experiences. 

- Be responsible for supervising activities within the partner school. 

- Provide adequate resources that enable the novice to function effectively.  

(p. 2) 

The guidance from the district did not specify any time requirements by the 

mentor or any other structured time within the school day to meet.   
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Tyrell High School had applied to be a participant in this academy but the site 

apparently did not have enough teachers at the site for the amount of novice teachers.  

According to the principal of Tyrell, the district had promised to have some mentors from 

another school come to Tyrell to fill in the gaps and ensure there were enough mentors.  

In later conversations with the principal, he stated that he had left the mentoring situation 

up to the district and the novice teachers.  During the interviews with the three 

participants they all mentioned that supposedly they had been assigned a mentor but that 

no one ever actually came to Tyrell in the role of a mentor.   

For the two participants who were also a part of Teach for America, they also 

received support in the form of a “manager of teacher leadership and development” who 

was assigned to them.  According to the TFA website this person was to “provide 

individualized coaching, support, and guidance” for the novice teacher.  This individual 

would observe classrooms and analyze “student results to determine what’s leading to 

and what’s inhibiting progress.”   

For the participants of this study, they were never assigned a full-time mentor 

from the district.  For the two members of Teach for America in this study neither of 

them considered their assigned manage to be their mentor.   

Participant Backgrounds 

Participant one: Karen.  In her late-20s, Karen entered the teaching profession 

after being employed for five years at the state Department of Health and Human 

Services as a counselor.  Specifically her previous career experience as a counselor 

involved teenagers who were potentially being moved into or within the foster care 
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system.  Through that job Karen discovered a calling to take on a different role with 

youth.  In our interview she stated that her previous job was the impetus for her to think 

about the potential influence education could have on preventing many of the issues in 

the children she worked with.  It was through those experiences that led her to consider a 

position in teaching: 

I fully believe that education is kind of the key to everybody’s future and so 

seeing all these kids that just really had terrible lives, I decided I really wanted to 

impact them in a different way.  I wanted to try to be more proactive rather than 

reactive.  And so I thought I could work in a school where the kids where 

underprivileged and maybe I could be that beacon of light for education.  I could 

instill that in them.  (p. 1)   

With those thoughts in her mind, Karen embarked on becoming certified as a 

teacher.  Karen’s alternative certification was through a local university as part of a 

Master’s in Education program.  During her first year teaching, Karen was participating 

in coursework at that university as part of the stipulations for her certification, although 

she already had the certification in hand in order to be able to teach full time.   

 Karen represented the typical urban novice teacher in that she was hired to teach 

out of an area of the degree which she held.  Karen was hired to teach tenth grade English 

even though her undergraduate degree was in Psychology.  Her tenth grade team held the 

dubious distinction of being the year in which students were given their state tests.  The 

most senior member of the faculty on the tenth grade team was a second year teacher.   
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Participant two:  Peter.  Peter came to Tyrell High School directly from 

graduating from a Master’s program at an Eastern college.  His move to Tyrell was also 

the first time he had moved a significant distance from his family on the East Coast.  

Although Peter already had some prior experience teaching part-time at the collegiate 

level, he had never taught at the secondary level.  In his mid-20s, Peter had a passion for 

teaching for teaching that stemmed from a teacher during his own high school 

experience.  As he stated:  

Originally I wanted to be an art teacher.  I always loved art and then I had this 

teacher in high school who was the only male art teacher.  He had this big beard 

and long hair and I thought he was the coolest dude ever.  So then I looked into 

art education because that’s a field in art you can get paid for and then when I was 

in my undergrad I really loved my English classes and didn’t really know if I was 

going to go to school for art or English and then it kind of turned back into 

English.  (Peter, p. 1) 

In his decision to enter the profession of teaching, Peter had attempted to begin 

his career in the large Eastern city where he was originally from.  However with little 

opportunities because of a glut of English teachers, he joined Teach for America.  He 

received his alternative certification with the help of Teach for America and was assigned 

to Tyrell High School as an English teacher.   

Peter explained his rationale for joining Teach for America: 

I came from the East coast and I applied to like 50 or 60 English teacher jobs and 

English jobs are one of the hardest to come by nowadays.  I don’t know about 
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around here, but definitely there it’s super rare.  Adjuncts, high school, everything 

is just nothing was biting or I’d get halfway through a process and not make it 

because I was getting beat out by people with PhDs and tons of publications under 

their wing who are just competing for low level comp jobs.  So TFA was a risk 

because I might end up being a science teacher in North Dakota but my whole 

thing was like if it wasn’t for an English teacher, I’m not taking it.  And it turned 

out to be an English teacher.  (Peter, p. 5) 

Once at Tyrell, Peter’s teaching load shifted several times during the school year.  

Originally, Peter was slated to teach a remedial support class for tenth grade students who 

had failed the previous years’ state achievement test in English.  However, in September, 

after almost a full month of school, his teaching schedule was gutted and switched to 

teaching ninth grade courses.  Then again in February, the administration at Tyrell made 

the decision for him to have a split schedule with tenth grade students who were 

repeating the course and tenth grade students who were focused on test preparation for 

the standardized testing period.   

Participant three: Al.  Like Peter, Al was also from the East Coast and had 

moved to the central United States to pursue his teaching career.  However, his 

perspective was unique because he had attended schools that Teach for America had been 

a part of:  

I joined TFA because I had TFA teachers my whole life and TFA sets out to go to 

poor school districts and teach the poor brown kids and do that whole thing.  I 

was one of those kids my whole life and so that’s why I joined TFA.  One, 
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because I sort of, through a second hand way sort of knew how the organization 

was run, and I don’t really agree with what they do but then I figured I have 

something to say and I can kind of change it and this will get me in front of a 

classroom soon.  (Al, p. 1) 

 Al was a Music major during his undergraduate college experience and always 

knew that teaching would be a possibility.  With that mind he made a rather late choice to 

join Teach for America instead of attending graduate school for music.  Although Al did 

not have an English degree, he had taken enough courses at the undergraduate level to be 

comfortable with the subject he would be teaching.   

Although Al’s teaching schedule was more stable than either Karen’s or Peter’s 

(Al was assigned to eleventh grade English at Tyrell the entire year), he also took on 

more extracurricular activities by volunteering to help coach the basketball team as well 

as to play the piano for the school musical.   

Research Question #1:  How are alternatively certified novice teachers in an urban 

setting supported in their transition to teaching through the use of mentoring? 

 Formalized support.  During our interview time Karen stated that she was 

surprised by the lack of support from the outset of the school year: 

At any job I’ve ever been in you have some kind of training.  You have somebody 

that is assigned to them; it’s more structured.  You have somebody that’s 

checking in on you regularly.  And actually I think every other job I’ve had has 

someone with you for at least the first three weeks or so making sure you have 
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everything you need.  I was just in here the first day just, I’m your teacher.  

(Karen, p. 3) 

 Peter’s view of his first year struggles mirrored that of Karen’s perspective that 

the distinct lack of formalized support caused unnecessary friction: 

The administration’s extremely bogged down in a lot of bureaucratic nonsense 

that really kind of holds us back from teaching the books that need to be taught 

and teaching the books we want to teach.  And common lesson planning really 

dampers creativity and also created a lot of tension in departments.  I think also 

there was a lot of inefficiency and not a game plan at the administrative level, 

making sudden changes through the school year.  My schedule was changed two 

or three times and they kind of just say ‘deal with it’ and I had a weekend to plan 

a curriculum and then I went back and the whole thing wasn’t ready yet!  But 

building classroom culture from there starting over, gaining kids, losing kids it’s 

not effective in getting the product that they (the administration) want.  (Peter, 

p. 2) 

Although Peter held a Master’s degree it was not in the field of education.  Peter 

did not have any experience in taking educational courses.  This was a source of 

frustration as the communication that took place sometimes had references to ideas that 

Peter did not know about given his background.  This was part of an overall lack of 

communication issue that hampered Peter during his first year:  

There was such a distance between you (a teacher) and the administration.  I 

would say something like tracking because I had no idea what was going on with 
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tracking.  It was this very new thing that they are trying and the principal’s last 

email was like, ‘make sure you’re doing DOK levels’ and all this stuff.  What is 

that? I’d never heard of that!  How would I know that?!  I would go to Oscar 

(Peter’s informal mentor) and feel stupid asking what those things were, but I 

needed to know!  So that’s what I would say but there was such a disconnect.  I 

mean, I learned that people got hired and fired before the department chair did.  

It’s such a crapshoot like that.  (Peter, p. 5) 

In a similar fashion, Karen became frustrated with the confusing signals she 

received from the administration through the course of the year.  Given that it was her 

first year teaching she was unsure about different roles the administrators played in the 

school.  She had this to say when asked about whether or not she felt supported by the 

Tyrell administration:  

I don’t know how schools typically are, but I don’t really see Murtaugh (the 

principal at Tyrell) he talks to me every now and then but I also don’t know that a 

head principal’s job is to really deal with.  I don’t know.  I don’t know what a 

head principal’s job is!  I see them more as a general manager kind of behind the 

scenes doing the type of stuff that needs doing where I deal more with assistant 

managers.  (Karen, p. 10) 

To further complicate the matter Karen recounted one event that occurred at the 

end of the school year that changed her opinion on how she viewed the administration of 

the school.  Karen had overheard one of the assistant principals talking to a student about 
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Karen in which the assistant principal described Karen as “needy.”  During the interview 

Karen was visibly upset by this incident:  

It’s kind of interesting because I’m a new teacher I feel like I may need a little 

more attention than maybe somebody who’s kind of got it figured out but I don’t 

want to be made to feel bad about asking for help.  There’s just been no guidance.  

(Karen, p. 11)  

Peter also never seemed to have a firm grasp on his standing within the building.  

Although he had a positive relationship with one of the assistant principals, it was the 

confusion over the lead principal’s perception of Peter that frustrated him:  

I think like one assistant principal I’ve gotten along well with.  And he’s kind of 

supported me and gave me room that I need to grow and figure things out as a 

first year teacher.  He didn’t expect me to ace it the first time around.  The 

principal on the other hand was like very cut and dry and black and white.  Like a 

lot times, I’m like ‘that guy hats my guts’ and then I’ll have like a five-second 

decent conversation with him and then he’ll go back to hating me.  I can’t figure 

him out.  Really if it wasn’t for Oscar I’m not sure I ever would have gotten any 

specific feedback! (Peter, p. 4) 

Along with the idea of a “disconnect,” Peter stated that the kind of support really 

depended on other influences within the school site.  Peter mentioned the presence of an 

outside educational consultant that had been hired by the district to help Tyrell as well as 

other schools in the district improve.  From Peter’s perspective the consultant seemed to 

wreak havoc on the consistency of the school culture and leadership.  He believed that the 
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agenda of the consultant promoted a reactionary approach to school leadership.  Peter felt 

caught in the middle of it all: 

There were times when the administrators who supported me kind of . . . I don’t 

want to say turned their back, but when this consultant came in, they would have 

this whole game plan you know, ‘yes let’s teach this book, these objectives are 

great, we love the project you’re doing’ and then this consultant came in and kind 

of like shook things up and they went into panic mode, you know, ‘forget all that, 

you should have been doing this the entire time, you’ve got a week to get it done!’ 

It’s like, it’s January.  This should have been in place since August.  (Peter, p. 4) 

The confusing directions from the leadership changed the interactions between 

Peter and the administrators and made the relationships more adversarial than they needed 

to be.  Peter’s schedule was a major source of frustration to him and eventually he took it 

personally.  In particular the final time his schedule was change was in February.  This 

change came as a complete surprise to Peter and immediately after a visit by the 

consultant.  Peter reacted to it with bitterness: 

I think with the new class that I got in February, their backs were so much against 

the wall that they (Tyrell administration) needed me to do this class and I was like 

I’ll only do it if I can do “The Catcher and the Rye.”  They were like (using a 

petulant imitation) ‘Fine! Do it!’  But I think if they had had that consultant there 

they would have said ‘no, you need to do this other book or do it this way’.  Or 

don’t even do books!  So I think it depends with the administration, whose 

breathing down their necks that effects what the teachers can and can’t do.  But I 
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had to ask Oscar like all the time about what was going on.  He calmed me down 

all the time.  (Peter, p. 8) 

Karen also felt that unique pressures had been squarely placed on her shoulders 

by the administration during her first year of teaching.  Karen had been assigned a special 

education co-teacher in her classroom.  She was the only person on the team who had a 

co-teacher and the majority of students who were identified as in need of special 

education services were placed in her classroom.  According to Karen there was an 

immediate personality conflict from the co-teacher.  The conflict was so much so that the 

co-teaching situation proved to be untenable and Karen tried several times to develop 

solutions with the administration.  Ultimately Karen did not feel that the administration 

handled the situation appropriately: 

I’ve been stuck in a situation that’s really, really crappy and nobody has told me 

how to get through it.  There’s no vision with the co-teaching.  And we’re under a 

lot of pressure because we are one of the two tests that you have to pass to 

graduate high school.  I don’t even know if they (administration) need to give 

more.  I just think they should not have put a first year teacher, that’s alternatively 

certified in this situation.  I don’t think it’s right to give 21 IEP’s to a teacher 

that’s trying to figure out what they’re supposed to be doing in general.  Let me 

figure out how to teach first.  Maybe next year I’ll be a lot better.  But the other 

side of it is I think I’m going to be a damn good teacher from here on out because 

it’s kind of trial by fire; you threw me in and I’ve had to fight my way and I’m 

going to learn and do better but in the same sense it’s made for, a really shitty first 



73 

 

7
3

 

year when a I think a first year is already hard in general.  Just more guidelines or 

guidance, or telling me before school that were going to give me all the IEPs or 

but don’t tell me two weeks after school starts, ‘oh by the way we’re going to put 

this teacher in your classroom and not give you any time things out.’ I don’t know 

what co-teaching is; they don’t know what it is.  They don’t know the model.  I 

think if you’re going to have co-teaching then as administrators you’ve got to 

figure out where you want it to go.  I don’t think it needs to be just left to be 

figured out.  (Karen, p. 11) 

In contrast to the struggles that Karen and Peter had with the Tyrell High School 

lack of formal support, Al had relatively few concerns.  His teaching schedule had 

remained constant and overall he did not seem as impacted by the ineffectual leadership.  

When asked about the level of support from the administration, Al answered that his 

relationship with the administrators of both Tyrell and the district had a lot to with his 

Teach for America membership:  

Teach for America is weird with their relationships to school districts.  Here, 

Teach for America corps members are written into law.  I feel like they have the 

administrators by the tail.  Not that they are taking advantage of it, but TFA thinks 

they can do no wrong.  But sometimes it’s at the disadvantage of other teachers 

and actually it is at the disadvantage to other teachers but because I am TFA I can 

do no wrong and I feel like the administrators at the school can’t get me in 

trouble.  They are not really my supervisors.  They are, I guess, but let’s say 

something was to go catastrophically wrong in my class, but I’m not part of the 
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union.  But there’s a bunch of us here and we’re backed by money, you know 

TFA has a lot of money, a lot of power too.  It’s a weird dichotomy.  (Al, p. 7) 

Perhaps part of the reason that Al was not as hindered by the lack of 

administrative support was his familiarity with an urban site from the perspective of 

being a student: “I was a Teach for America kid, not teacher, but a kid.  I went to a school 

just like this.  Smaller but it had the same nonsense: (Al, p. 5). 

 Even without the same difficulties that Karen and Peter had, Al still came to same 

conclusion that he needed more support.   

Informal mentoring.  Without the institutional support system that was supposed 

to be in place, all three novice teachers were left to their own devices to find additional 

support.  For Karen she was able to find two individuals that she considered her mentors.  

Karen listed another teacher named Oscar who was the department chair of the Tyrell 

High School English Department.  According to Karen he had eight years of teaching 

experience in different school settings, but was in his first year at Tyrell.  Oscar was also 

the person that Peter mentioned as the individual he considered his mentor.   

The other mentor Karen cited was Amy.  Amy was in her second year teaching at 

Tyrell and overall and was a member of Teach for America.  Amy was the team leader 

for the tenth grade English team that Karen was a part of.   

When asked about who he considered his mentor, Al listed two people.  One was 

his music teacher from his hometown while the other was another teacher at Tyrell High 

School.  The teacher at Tyrell, Ron, was also in his first year at the school, but had been 
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teaching for six years overall.  Ron also taught eleventh grade English and his classroom 

was located next door to Al’s. 

Karen said in our interview that she sought out the particular individuals who had 

dispositions that fit with her own:   

When I’m drowning there’s a good chance the other teachers are drowning and so 

we as humans that we always want to save ourselves first.  At the beginning of the 

year before Amy and I really developed this relationship I felt really bad going to 

her all the time because she hadn’t been assigned to me; there was nothing formal.  

I think maybe if she had just formally been assigned to me it would have been 

better and I wouldn’t have felt as bad.  That’s my personality some people don’t 

have that personality and their just going to struggle on their own.  But in my 

dream world, if you had a person and that was their job, they did not have to 

worry about lesson planning, they did not have to worry about any of that, they 

can dedicate all their time, not just to me, but to all the new teachers because I’m 

not going to need you every day all the time.  But if it was someone who was 

assigned but we didn’t get along, it would have been awful!  The downside to 

having somebody officially assigned to you like if there was a person and that was 

their job.  I would have the fear of are they judging me, or do they think I’m bad.  

So I think you have to be very careful about the type of personality that they are.  

Amy and I personality-wise are very, very, very different she’s more calm, 

rationale, and can think things through, personalities do play a big part.  (Karen, 

p. 12-13) 
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 Karen also realized that she was fortunate to find mentors whom she could work 

with.  She acknowledged that her entire tenth grade team was made up of first and second 

year teachers so she had intentionally sought guidance from others.  She admitted that 

this was not always the case at Tyrell:  

If people don’t have a personality like me, they’re going to die because I’m one of 

those, I’m going to find whoever I need to find to get what I need.  But that’s also 

I’m older than people coming out of college.  My first job I wouldn’t have done 

that.  (Karen, p. 10) 

 Karen went on to say that because of the high turnover rates at Tyrell there were 

limited options in finding a mentor to work with: 

There’s no accountability system in place because you keep crappy people here 

(at Tyrell) and the people that are good will not stay in a school like this because 

it doesn’t function normally and it’s just too much and the people that aren’t 

(good) stay here forever because they can’t go anywhere else and so it’s like who 

do you really get to be a mentor because there’s nobody that’s been there that 

long.  (Karen, p. 15)  

While Karen was left to seek out mentors, both Al and Peter had the backing of 

Teach for America and were assigned mentors through that program.  However neither of 

them considered that person to be their mentor.  Peter reflected that the TFA mentor 

situation was not the right fit for him and that he preferred to get advice from Oscar.  

Oscar and Peter shared a lunch period and it was during that time that the two of them 

were able to connect on a personal level: 
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When Oscar and I first met, I was like okay that’s my department chair, that’s my 

boss I’ll probably see him once in a blue moon, just do something so he always 

thinks you’re doing the right thing.  And then we had a training and then Oscar 

and I were hanging out a lot, when we had lunch together, we started hanging out 

then and we talked about sports and all this stuff, I started asking Oscar like what 

about this kid and how do I deal with this here and what about…it kind of 

transformed after that.  That’s why I think the whole idea of letting the first year 

teacher find who they are going to connect with and it doesn’t necessarily have to 

be someone in your department.  So I think it’s very important to not have an 

arbitrary decision have a mentor.  And there’s stuff I have gone to Oscar about 

that with my MTLD (Teach for America assigned mentor), I don’t want to bring 

that up because I can almost predict what she’s going to say or it’s like I know 

I’m not going to get the help that I need because she’s going to give me some 

answer with a different agenda.  (Peter, pp. 8-9) 

Even though the mentoring relationship gave Peter an informal system of support 

he acknowledged that it was the force of the commonalities outside of Tyrell that 

reinforced their relationship: 

It was almost luck.  We believe in the same things and see things the same way as 

far as education goes.  I think to that extent, Oscar and I see things kind of the 

same.  I think what helped too was interests, talking about movies, talking about 

music being able to shoot the breeze like that made the relationship more 

comfortable.  (Peter, p. 9) 
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Once their personal relationship was established, Peter began to see Oscar more 

like a mentor in terms of seeking him out specifically for his advice in teaching: 

When we (Oscar and Peter) teamed up it was more natural, it wasn’t planned.  It 

was more like okay, I’ve got to work with Oscar but what if our teaching 

philosophy’s different or what if we don’t get along, what if he likes different 

books than I like, what if he thinks I’m an idiot.  So it was more natural.  At the 

beginning it was more, I want to say, professional, then we got to the point where 

we were more comfortable and the way we talked to one another and how we 

solved problems and when we got to that point it was solving problems easier.  

(Peter, p. 3) 

Al’s view of his mentor, Ron, was shaped by the informal nature of their 

relationship: 

I mean when we started August 4
th

 it was like we just started and here you go.  

Here are 135 kids you’re responsible for magically.  I got advice from him.  Every 

day.  First period.  If I had any questions I run it by Big Ron.  (Al, pp. 2-3) 

Al went on to state that even though he thought that Tyrell would benefit from a 

more formalized mentoring program, he was glad that he wasn’t limited to those official 

channels:  

There should be a more official mentor program here.  And I know I’m singling 

out two people as mentors but I grab anything I can take.  Everyone’s experience 

is different and helps me in some way.  Even other departments, it doesn’t matter.  

Even the wrestling coach helped me with my basketball team.  You know the 
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other basketball coach has been coaching for like 25 years and every day I pick 

his brain.  It just does not matter who.  If mentoring becomes official, like a very 

official, paperwork-y kind of thing, then I know I would equate it with 

Professional Development and I would hate it.  (Al, p. 6) 

Al stated that having Ron was helpful because he understood the environment of 

Tyrell and he had the exact same grade level as Al.  He said about Ron, “He knows the 

type of kids we have here.  Just his being here and having someone to talk to about it has 

helped” (Al, p. 11). 

However Peter, like Karen, was aware that merely having that informal bond did 

leave feelings of uncertainty with how much to share.  Peter was aware that with their 

informal mentoring relationship he did not want to place too much of a burden on Oscar.  

When asked about the time commitments with Oscar, Peter said:  

It was every day.  But I think having assigned time every day would have been 

helpful.  There are a lot of little things that kind of pop up that you want to talk 

about or even just get off your chest just for the sake of venting.  And sometimes 

it’s difficult when you have a person in that capacity that’s not assigned to you.  

(Peter, p. 2) 

Choosing a mentor.   A theme that came up throughout the three interviews from 

the participants was the value of time and place on the mentoring relationships.  Because 

of their busy schedules there was a premium on being able to have time for their mentor 

during the day.  Since Amy and Karen were on the same grade level team they were able 

to see each other more regularly than Karen was able to see Oscar. 
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 Karen said about her mentors, “I see Amy every day.  We talk all the time.  We 

kind of joke because we feel like we’re in continuous collaboration, but then I also met 

with Oscar whenever I could” (Karen, p. 2). 

 Karen also stated that the physical location of their classroom spaces made a 

difference in her seeking assistance, especially from Amy:  

Just being close to everyone has helped.  I feel all departments should be located 

in the same area.  We should all be able to walk out in the hall at any point.  And 

I’ve done that a million times with Amy.  Sometimes I just need to have 

somebody to look at and to make a face to and she can just be like give me a 

thumbs-up and that’s what I need and it gets me through the next class.  Or I can 

just say, ‘my last hour sucked and I did something wrong’ and to hear her say 

‘mine did too, we’re going to figure this out or we’ll get through it.’ That’s been a 

saving grace just having that kind of support.  (Karen, p. 10) 

Al echoed Karen’s statement that his mentoring relationship with Ron was, in 

part, a happenstance of the physical geography of the building: 

Proximity for sure and we just have the same class of kids and the same issues.  

And we have similar responses and we just generally got along.  Because I could 

have been next door to someone I hate or wasn’t willing to give advice, but Ron 

was willing to give advice so I just kept asking and he kept giving me advice so it 

worked.  (Al, p. 7) 

Peter shared this view but began with the fact that having a mentor in the same 

school building was significant: 



81 

 

8
1

 

I think being at this school is important.  Every school is different.  I think she’s 

(his Teach for America assigned mentor) also kind of overburdened because she’s 

got to watch everyone from Tyrell and from these four other schools so her week 

is just constantly observing every day.  So I think sometimes she’s almost 

zombified like, ‘okay I’ve seen this in an observation before, this is what I should 

say’.  (Peter, p. 9) 

Even the more immediate proximity of Oscar and his classroom worked in Peter’s 

favor as he sought a mentor.  Although Peter was busy with a full teaching load, he 

wanted to garner small pieces of advice from Oscar in order to help him solve whatever 

the problem was on his own: 

Because Oscar is down the hall I found ten minutes here or there after lunch or 

whatever was pretty efficient.  I try to not be so much of a problem identifier as a 

problem solver and since this is education you kind of have to be resilient, 

whether that’s dealing with the schedule changes or nonsense like that, but it does 

help to have like ten or fifteen minutes here and there to be like this happened 

with this student and it’s a more subjective problem and I get quick insight on that 

and not have a full-blown drawn out conversation.  (Peter, p. 3) 

In addition to ease of access to their mentors, there was equal importance to each 

novice to find someone who fit their individual needs.   

Al was adamant in his desire to seek out a mentor who not only was an effective 

teacher, but also someone who would be able to give him a straight answer.  Al stated 

that he wanted someone with, “Measured effectiveness.  I don’t want just a tenured 
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schmuck.  Because those exist!  I really just needed a simple answer; a simple answer 

with an issue that I didn’t have any precedence with” (Al, p. 10). 

Peter also had his own criteria in discovering a mentor: 

If two people are opposites then it wouldn’t really work.  There are definitely 

teachers I respect here (at Tyrell) and they get the job done but if that person was 

my mentor I’d be out of here!  No way!  I think Oscar’s honesty towards 

education and the subject matter helped me.  There were times I went to Oscar 

and said, ‘can you believe that this and I want to do this!’ And he said ‘you can’t 

because . . .’and it was like ‘Oh I never really thought about it that way before’ 

whereas before I would have an administrator tell me something but not the why 

it won’t work.  It’s good to have that very human quality and not just buy into 

everything I say.  Kind of play both sides of it and challenge my way of thinking 

about things.  It’s always good to have someone who’s removed from your 

situation enough so they can give you that perspective and explain it.  Or if I had 

an idea but I didn’t know if it was going to work and Oscar would be like, ‘do it’ 

‘go for it!’, but I needed to have someone like that.  (Peter, p. 8) 

Even as Karen acknowledged the fact that her mentor options were limited, Karen 

was quite specific in the qualities she was looking for in a mentor:  

I think they (mentors) need to be understanding.  I think they need to have 

experience.  That’s the one thing that makes me sad is our most tenured person on 

our team is in their second year.  I think having somebody that’s had experience 

in different schools and different settings is beneficial because it can give you a 
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full picture.  Amy’s picture has just been from here.  I think that they (mentors) 

need to be humble but that’s kind of my key for any leader or any of that because 

if you come across like you’ve got it all together, or you know it all, or you’re the 

best you’re just going to turn people off.  And then just welcoming; as in, ‘hey I 

need help on this’ and they’re like ‘okay what I can help.’ I think there are people 

in this school who I’ve seen other people approach them and they’re just like ‘I 

don’t have time for this’.  And that doesn’t work.  (Karen, pp. 13-14) 

Contradictory support.  One of the themes that developed in the interviews with 

Peter and Al was their impressions of Teach for America during their first year of 

teaching.  Although both seemed to appreciate the fact that Teach for America assisted 

them with their certifications and their first teaching jobs, there was also a certain amount 

of tension that existed in their relationship.   

For Peter one of those specific tensions came in the form of the required 

professional development sessions that were designed to assist him during that first year 

of teaching.  For Peter these sessions became more of a burden because “they were very 

kind of cut and dry, they (Teach for America) are very political about what they do.” 

(Peter, p. 4) 

 More specifically Peter stated that the professional development sessions were not 

always focused on teaching.  In addition, when Peter did adhere to their advice it did not 

go well:  

Some of the professional developments are not even relevant to what I am 

teaching.  I taught a local author because they (Teach for America) told me to and 
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they’re like ‘it’s going to go so well’ and the kids hated it!  To this day the kids 

will even say that’s the worst story we’ve ever read.  Because TFA is like if you 

teach in a place you have to teach those writers.  But I think they’re kind of 

building a glass ceiling.  It’s like if you live in a gang territory then teach gang 

literature.  I was like that doesn’t’ make sense! Because when I taught Moby Dick 

the kids bugged out because they were like, ‘that’s what an ocean looks like? 

That’s what it sounds like?’ They like to have something outside of their 

experience.  (Peter, p. 5) 

Al’s commentary was very similar to Peter’s in how Teach for America viewed 

teaching: 

I don’t like TFA or what they stand for and so if you’re a fan of 30-page lesson 

plans with scripted procedures then they’re all for you.  What TFA does really 

well is pick up the young, fresh out of college kids, they are great at teaching 

people who don’t know how to teach, not how to fake it, but how to get by 

without knowing how to teach.  They teach people who aren’t comfortable in 

front of kids, they get them enough.  They are a stop-gap.  They’re not teaching 

you pedagogy.  We haven’t talked about Montessori at all; we don’t talk about 

things like that.  We talk about really abstract, metaphysical issues like culturally 

responsive teaching.  We have to go to Professional Development sessions and 

then we have to go to diversity and inclusive sessions we have to go to.  We talk 

about diversity in general.  Basically it’s a whole big intro to sociology class and 
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it’s a waste of time.  But TFA likes people who are idealists.  That’s their style.  

(Al, p. 7) 

As the school year went on, Peter grew weary of the constant observations from 

Teach for America which, according to him, offered little in the way of constructive 

feedback:  

At one point I couldn’t stand the observations because I got them from the 

principals and then we got them from Teach for America like every other week.  

And the Teach for America observations started out great but they were not so hot 

as far as their feedback.  I was just exhausted from having people in the 

classroom.  You’re a human being and when someone comes into the class your 

like got to be prepared, got to act differently, got to tell the students and hope they 

act differently (he laughs), you know, hope they don’t say that I’m acting 

differently.  I think if I didn’t have the TFA observations I would be okay with 

having more of a mentor, like Oscar come in and observe and have it be more 

informal, you know, not live and die by this rubric and have to figure out tables 

and charts and questions.  Kind of come in and say like, ‘this was working, I see 

kids working here.  Maybe approach this differently or take this part out’.  (Peter, 

p. 5) 

From Peter’s perspective the kind of feedback he was getting was not related to 

him as a person so much as it was the implementation of the Teach for America program.  

Peter felt the pressure to be a part of the program rather than developing into his own 

teaching style.  This made for conflicting feeling concerning Teach for America:  
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I think TFA is choking on its own political agenda.  I think they have a reputation 

to uphold because it’s a national organization and they’ve got all kinds of 

sponsors like J.  Crew, Chase Bank, that they have to appease.  So as much as 

they are looking to make students into a product and turn those numbers around, 

they are also looking to turn their teachers into a product out of a cookie-cutter 

mold.  (Peter, p. 5) 

In his role as a multi-racial teacher at an urban site, Al did not fit the typical 

teacher recruited by Teach for America and Al felt that tension.  Al did not feel that the 

program allowed him to grow as a teacher, but instead instilled in him a certain way to 

teach that did not fit his vision: 

They get a lot of very, very talented people, don’t get me wrong.  They get some 

of the most talented people like, you know, you don’t just get into TFA we have 

to be top 10% in our very selective schools.  We have to have a great resume and 

crazy recommendations, grades have to be top notch, and we’re not just regular 

kids who are doing this.  I mean I turned down music school, kids turn down jobs 

at Wall Street, kids turn down jobs at big firms and come here.  You want to do 

this because somewhere along the line you’ve realized that society isn’t fair and 

you’re trying to fix it.  Now for the typical, white TFA corps member, yes, that’s 

cool.  But for me, I was on the other side of it my whole life and I’m like, well 

from that you need to hear my side of it because we’ve been inundated with TFA 

our whole, at least I have been for my whole life and it’s not what you think it is.  

The PD is just more of that.  It’s an extension of keeping the idealism high.  For a 
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long time TFA didn’t accept education majors for the longest time.  That should 

tell you all you need to know.  They did not accept education majors until very 

recently and I’ve probably gotten a couple of things from Ron pedagogically 

speaking, how to be a better English teacher.  Not just how to maintain or how to 

teach the TFA brand of teaching.  It shouldn’t be just how to teach the TFA brand 

of English or their brand of math for the two years that I’m supposed to be here 

and then leave.  (Al, p. 7) 

Research Question #2: How does mentoring assist the novice teacher in their 

transition into their new community of practice? 

Urban setting challenges.  The particular community of practice that this group 

of participants was a part of was the urban school setting of Tyrell High School.  As 

stated in Chapter 1 of this study, the typical training ground of alternatively certified 

teachers are those urban school sites where “Teacher turnover rates can be high, 

particularly in schools serving low-income, non-White, and low-achieving student 

populations . . . the turnover rate is about 50% higher in high-poverty schools as 

compared to more affluent ones” (Ronfeldt et al., 2013, p. 5).  According to Darling-

Hammond and Sykes (2003), “contrary to what some believe, the United States does not 

face an overall shortage of qualified teachers.  While some schools have dozens of 

qualified applicants for each position, others—mostly those with poor and minority 

pupils—suffer from shortfalls” (p. 3).  Ng and Peter (2010) state that urban districts 

suffer from a lack of experienced options for their faculty, “in order to address their 

staffing needs, urban districts increasingly rely on alternative certification programs 
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designed to provide interested individuals with quick entry into the teaching profession” 

(p. 124). 

As Al had identified earlier he understood the urban setting more than the other 

teachers in this study, however he still had to adjust from the teacher’s perspective.  That 

perspective added to his stress during his first year of teaching:  

It’s like wearing many hats.  Now let’s say I was teaching at a more suburban 

school, it’s probably a lot easier.  I come in, I teach and maybe coach a few 

basketball games and then go home and that’s it.  Here I teach, coach a few 

basketball games and in between I get a call from a kid’s parents because this 

kid’s brother got locked up in jail and he doesn’t have a place to stay that night 

and maybe I’ve got to go pick him up.  Or a kid hasn’t eaten all day so I’ve got to 

give him money to get food at a concession stand at the game.  Or a kid doesn’t 

have a coat so he’s got to wear mine on the way to the bus.   A kid’s really smart, 

but he doesn’t have books to read at home.  I’ll give them some of my books from 

my own personal collection because we really don’t have a library, not really a 

functional one anyway.  So I don’t think I would do that as much at another 

school.  And so the teachers here are basically second parents, they all know 

them.  All the teachers here at this school go from school to school in the same 

district.  Very few come in from the suburban schools.  They come from the 

middle school down the street.  So they all kind of know each other anyways and 

it’s very, very like, ‘hey Mr.  I need to come in and talk to you about this 

because…’ and its fine with me, but it’s a struggle because like I said too many 
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hats.  You can only do so much without exhausting yourself and you can only do 

so much before you start losing the teaching part of it.  (Al, p. 5) 

In our interview Peter said, “My greatest challenges would be just assimilating to 

the culture” (Peter, p. 2). 

 Peter went on to say that it was not the size or the diversity of Tyrell that made the 

transition difficult: 

I went to a very diverse school, but it was huge, my school was like 3500 kids.  

My graduating class was like 750 so the population at Tyrell is almost the size of 

my graduating class.  So I’ve never been intimidated to be in a big school.  (Peter, 

p. 6) 

 However, it was the varying degrees of student issues combined with the 

ineffectual leadership of Tyrell that made Peter question whether or not he could continue 

teaching in an urban school setting: 

Some days I don’t know if I can carry on in this particular environment forever.  

Like a school like this.  It’s exhausting!  Not just dealing with the in-class stuff, 

but it’s the kids in ISS who need the extra work and kids getting suspended for 

drugs and the administration freaking out, it’s like there’s got to be another school 

somewhere that’s a little more efficient and less problematic.  (Peter, p. 10) 

One of Peter’s struggles was with classroom management and he suggested that 

particularly at Tyrell High School there was more of need for more formalized support 

for first year teachers.  He stated that even though his relationship with Oscar was helpful 

he would have appreciated more help because of the unique challenges of the site: 
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In this climate where the kids really kind of rally against you as an authoritative 

figure, my biggest problem was one day I would enforce a rule and then the next 

four days were lax and that would come back and haunt me.  I think you need 

someone, even if they’re only two years ahead of you.  You know if they have 

any more experience than you then they can be that mentor role.  Whether it’s 

helping out with behavior or lesson plans or random administrative questions, I 

think it would be super, extremely beneficial to for Tyrell and schools like this 

that are so difficult.  And some of the teachers we have lost at the beginning of the 

year, talking to them, it was more because they felt lost and no one to go to and 

they felt kind of abandoned after we had those five days of in-service before 

school started so they didn’t have anyone they could rely on.  I just got lucky!  

(Peter, pp. 3-4) 

Karen noted that the unique challenges at Tyrell High School led to her feeling 

that she was not necessarily growing as a teacher because she was stuck in survival 

mode: 

I think at a school like this, you kind of feel like you’re ten feet underground and 

you’re doing whatever you can to claw your way out and so you have to put in a 

bazillion hours to just get to a level of surviving.  Well you might come up three 

feet but get knocked down five.  (Karen, p. 9) 

Al also was aware of the limitations that the environment at Tyrell presented him.  

For Al his biggest obstacle was not in the realm of behavior, but was instead working 

with the academic level of the students:   
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I can’t be the teacher I want to be when I have kids who can’t read.  No offense to 

the kids, I love them but I have to hold my own things back to get this done.  I 

can’t give the lectures I want to give.  I can’t give the activities I want to give 

because I have a 17-year-old who reads at a seventh grade reading level.  Like I 

tell my kids, this is how I convinced them to do it: we have to roll our sleeves up 

and get dirty for a little bit so we can do the fun stuff later.  (Al, p. 10) 

 Although both Peter and Al had struggles more directly related to the students, 

Karen’s inexperience at schools left her searching for understanding how schools in 

general operate: 

My biggest challenge was probably those last three or four weeks before testing 

and it’s just the lack of communication and the lack of vision and just the all-

around shuffle.  And that’s been totally frustrating and I think that’s been there 

the entire year, but since the beginning.  I think when I first got here I was just 

trying to figure things out so I didn’t know what was normal and what wasn’t.  

(Karen, p. 3) 

Karen also questioned the priorities that the school had.  As a school that had been 

targeted for assistance by the state as chronically underperforming, there was 

considerable pressure from the district to address academic deficiencies.  In Karen’s view 

this led to an exclusive focus on the testing period:  

I feel this school is continually scrambling and that drives me crazy because it’s a 

lack of vision.  I know they have a vision but the visions are very short term 

oriented and not long term so it’s like what are we going to do to make 80% of 
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our kids pass this test this year whereas I’m more what are we going to do to help 

these kids for the rest of their future.  (Karen, p. 6) 

For Karen the lack of long range planning at Tyrell was an obstacle in her first 

year of teaching:  

Sometimes this school operates like it does New Year’s Resolutions.  You know 

the reason those don’t work is that when you don’t see results after two weeks 

people just abandon that plan.  And that’s what’s frustrating at this school.  There 

were a couple of times where I thought maybe I’ll just apply to a suburban school 

where I could at least just teach and not have to worry about this other stuff.  

(Karen, p. 13) 

Emotional support.  One of the ways in which a mentoring relationship can 

potentially assist teachers in their first year is by providing an emotional outlet for the 

novice teacher.  As stated in Chapter 1 of this study, the problem of novices’ attrition is 

not always directly related to the content and process of their learning to teach but results 

from their personal problems and difficulties in developing professional identities” 

(Wang & Odell, 2002, p. 493).  The role of the mentor then is “interpersonal in nature: 

how to be a friend and a good listener for the novices, how to identify novices’ personal 

needs and problems and how to help novices develop their confidence” (p. 493). 

Peter sought out Oscar for assistance with the emotional side of his transition to 

teaching.  Peter had a particularly trying year with his move to the state where Tyrell was 

located.  Peter related that at the start of the year his car that he had driven from the East 

Coast had broken down and then when he had bought a new truck he had been involved 
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in a car accident less than a week later.  He stated that conversations with Oscar helped 

him understand how to manage the emotional side of teaching as he struggled with 

outside stress: 

At the beginning, I would get so worked up from what a kid or say or do and that 

would set me off.  I wouldn’t have a reaction in the class but I’d leave and I’d 

fester over it all night.  That’s when Oscar and I had a conversation about leaving 

it here.  Even if you have to take work home, don’t take the personal side of it 

home.  Don’t take it personally.  Then there was so much just outside stuff too 

with me losing the Subaru, crashing my truck and, not to mention, trying to 

maintain a relationship back home and trying to maintain like personal work with 

publications.  There’s just so much outside stuff that affects your classroom 

performance and then there’s so much inside stuff that affects your home life.  I 

think it was more personal conversations with Oscar, insight and advice that kind 

of pulled me through some of the more difficult things.  (Peter, p. 3) 

For one particular instance, Peter related the fact that he strongly disagreed with 

the direction the outside consultant wanted his team to take in terms of teaching the skills 

on the state test.  Peter related that it was Oscar’s advice that helped him understand how 

to work through the tension: 

I asked a question that consultant at some point that kind of set her off so the next 

time I was going to go in and I was just going to rip her apart!  And Oscar was, 

no, go in there with the data that I had and do what I was already doing and show 
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them that it was working in a very calm manner, you know not be aggressive not 

be so aggressive.  (Peter, pp. 6-7) 

In the same way Al relied on Ron to provide emotional support.  Al stated that it 

was important for him to have, “Someone just to talk to, bounce things off of” (Al, p. 6).  

He also reflected that during his first year teaching was filled with uncertainty about his 

new full time position.  He admitted that these questions were common amongst first year 

teachers, but were the exact questions that they could not answer for themselves: “I was 

just like ‘Oh God am I doing this wrong? Am I doing this right? What should I not do?’ 

All the questions that any first year teachers would have” (Al, p. 3).  Al went on to say 

this about his mentor:  

Ron taught me to just take a step back, which has been nice.  Because I was so in 

it I was walking in over my head.  I was just leaning forward getting ready to fall 

any second!  Taking a step back definitely helped.  You know you’re a human 

being.  And he just helped me regulate things.  Be more on top it without forcing 

it.  The fact that I’ve taken a step back has made me a better teacher because I can 

truly see how much sticks and how much doesn’t.  (Al, p. 10) 

Karen put it more directly by saying that her mentors “have both just saved me 

this year.  I think if I did not have people to talk to I don’t want to say that I would be 

gone, but I for sure know that I would not be coming back” (Karen, p. 13).  In general, 

Karen felt that her mentors “kept me sane!” (Karen, p. 7).   

More specifically Karen discussed the fact that Oscar’s experiences outside of 

Tyrell High School were invaluable in her gaining different perspectives.  In the context 
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of handling her difficult co-teaching situation, Karen said, “I went to Oscar and he was 

my sanity saying that this is not typically how it is.  That was really good because he was 

able to help me in that moment of crisis” (Karen, p. 5). 

 Karen specified that she utilized Oscar as her an emotional outlet throughout the 

year.  The emotional support came against the backdrop of the uncertainty with the 

administrative decisions:  

He (Oscar) was more of my sanity, if that makes sense.  Oscar really helped me 

when it comes like administrative type things and helping me navigate that whole 

side and just helping me not freak out.  (Karen, p. 2) 

The emotional support that Peter received from Oscar in his role as mentor was 

much different than Peter’s perception of the emotional support he received from Teach 

for America: 

At the end of the day they put out a front.  I mean they are a business even though 

they don’t have a profit, they are more concerned with the product; what we give 

them and not what we need emotionally.  At the end of an observation you have 

your debrief after they observe you and there’s a question that they almost read it 

every time as if they are like, (imitates a dry, disinterested voice) ‘Okay I have to 

read this, how are you doing outside of the class?’ you can tell them and they are 

just like, ‘uh, huh, uh, huh’ and they’re just like, ‘get plenty of rest’ and you’re 

like you don’t care so I don’t care, so whatever.  Even someone to vent to 

whenever I had my car accident I could just text Oscar and say, ‘hey, I can’t make 

the meeting’ and he was empathetic and told me that it was okay.  Then he told 
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me a story about how he bought a car and he got sent into a ditch!  This is real 

life, shit happens.  And it’s more meaningful than someone reading off of a piece 

of paper (monotone) ‘how’s your home life.’  (Peter, pp. 7-8) 

Technical support.  Along with the emotional support the informal mentoring 

relationships at Tyrell High School also encompassed more technical aspects of the 

teaching profession.  These technical aspects included everything from classroom 

management to the paperwork required by the school.   

At times for Al, Ron played the role of local guide: 

The hardest part was that I didn’t know protocol, something as simple as running 

a fire drill correctly.  I didn’t know how to do that.  They (Teach for America) 

didn’t give me time in a school.  I just hadn’t done it.  Teaching a very contrived 

summer school for TFA is not the same.  I didn’t know you had to do this or do 

that when you failed a kid.  I mean I was just trying to teach a kid how to read.  I 

didn’t know how to do any of this other stuff.  I’d go to Ron all the time for that 

kind of stuff because I wouldn’t have known otherwise.  (Al, p. 10) 

Peter also thought of Oscar also as a local guide who helped him navigate his new 

surroundings:  

Like how to make copies or how to get kids moving through the hall or how to 

talk to kids or like not knowing how to talk to the administrators or address them.  

It was a much more calm process than I thought; a more human process.  But a lot 

of the conversations between Oscar and I were like that.  (Peter, p. 7) 
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 Beyond these small but important aspects of the transition to teaching, there were 

larger issues to be discussed.  Much of the support given to the novices surrounded 

classroom and time management.   

Al stated that one of his obstacles was in managing his time and energy:  

Once I stepped in the door I was 150% from 7:01 until whenever the hell I left.  It 

was exhausting, I mean I remember the first week I came home and just passed 

out.  I was like this isn’t going to work, that’s not going to work for anyone, that’s 

not sustainable.  Nothing was really getting done and there seemed to be a lot of 

paths that were a waste of energy.  There are a lot of roads that lead to nowhere, 

and the first year teacher takes them all.  You try to take every single road you 

can.  I sort of had to figure out how do I streamline the whole thing?  It was so 

hard as a first year to not buy into all the fluff.  (Al, p. 3) 

When asked to give an example of the “fluff” that he referenced, Al said: 

Let’s say preparing a worksheet and writing a carefully worded intro for the kids 

to read.  You give out the handout and, maybe five total kids out of 130 read that 

carefully scripted intro full of clever wordplay and puns and all these things, they 

don’t care, first year I probably wasted like 45 minutes constructing those 

paragraphs.  Something really small like that Ron and I would talk about.  Or 

something really large like, well, this certain kid is acting out or showing some 

kind of behavior that I need to suspend this kid and a first year would say I need 

to talk to this kid, figure out what makes him tick, should I hold an intervention, 

should I do this, should I do that.  I wanted to do that with every kid who acted 
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like that in the first month and then you learn that most of those kids have been 

doing it their whole lives and are dropping out anyways and there’s not much you 

can do even though you try and I don’t want to sound like ungrateful or like I 

don’t care, but like if you care too much, I made that mistake.  I lost too much 

sleep over the first few weeks over kids who I’ve never seen since.  That’s the 

range, that’s the spectrum: wasting 40 minutes on writing something kids won’t 

read all the way to losing hours of sleep because a kid affected you when you 

should not have let him affect in that way.  Learning that it is a job and, yes it is a 

unique job but it is not a practice of idealism.  Big Ron helped me navigate that.  

(Al, p. 4) 

Karen had a similar experience working with Amy.  Karen said that Amy’s 

assistance was, “more with just instructional ideas and stuff.  That was a lot easier since 

we teach the same grade level” (Karen, p. 2). 

 In fact it was the technical aspect of teaching that first drew Karen to Amy:  

I gravitated towards Amy because she had her shit together.  And she had the best 

scores last year.  And I wanted to do that.  Her structure and her style is very 

different from mine and that’s really hard trying to blend that but I need some of 

her structure where she needs some of my relaxing and group discussion and that 

kind of thing.  And she’s told me that it goes both ways and I was influencing her 

too.  (Karen, p. 13) 

A more specific technical aspect of the mentoring relationship between Karen and 

her mentors was classroom management.  Although Karen admitted in our interview that 
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even though she felt more comfortable than her peers in the realm of classroom 

management, she still felt as if she needed to see other methods in action for her to be 

confident in her own choices:  

Amy has a beautiful classroom management style but it would never work for me.  

I’m kind of middle of the road there’s going to be a little bit of chaos but it’s 

going to be controlled.  You can walk into Amy’s class and it will look like every 

day they are testing.  She’s (Amy) one of those less talk teachers.  She’s more let 

me teach you quickly and then you do on your own and she comes around and 

helps and I’m more let’s do it together!  Because we love each other! (Karen, p. 7) 

Not only did Amy work with Karen in terms of classroom management but also 

with how lesson plans were developed and structured.  The amount of time that Karen 

felt that she needed versus the reality of teaching a full class load was an area in which 

Karen felt that she needed more assistance.  The mentoring relationship between Karen 

and Amy provided that assistance:   

She (Amy) really helped me especially with lesson planning.  I took a class that 

talked about classroom management but I feel like the way we are taught are 

unrealistic, because the way we are taught it takes like five hours for one plan, 

which is ridiculous because I don’t have like a million hours.  So I think it was 

good for that background, but it was good for her to show me how the lesson 

plans can go and how the structure of the class and really helped me a lot in the 

sense of timing.  (Karen, p. 7) 
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An offshoot of the lesson plans was how to organize and structure her own 

classroom in order to work more efficiently with her students.  Karen stated that was 

didn’t really know the best way to handle her class load in terms of their reading pace:  

The first book we read, I didn’t have a goal of like how many pages we would get 

through in a day.  We would just start reading and wherever we got is wherever 

we got to.  And that’s kind of funny now thinking about it because we really 

didn’t have a clear purpose.  We talked about plot and conflict and we learned 

skills, but really we were just reading and discussing as we went.  Some kids 

would get to read three pages in and others were like fifteen so that makes me 

laugh.  Amy’s taught me a lot about pacing.  Amy’s taught me a lot about 

expectations.  (Karen, p. 7) 

 Al and Ron had a similar relationship where sharing teaching strategies was an 

essential topic: 

It’s what works in the classroom.  Usually there’s a problem like; so and so kid is 

doing this and with his previous experience, Ron just shares that experience and I 

can just take from that.  It was really just picking his brain.  And he would tell me 

‘well here’s my experience with it’.  It’s just sharing experience.  There’s no way 

to perfect this, he would just say, ‘hey these are the things I’ve done and this is 

what worked for me’ and that’s it.  (Al, p. 5) 

 These were similar to the conversations that Oscar and Peter had.  Peter stated 

that he had never had a classroom management class and that when he was teaching part-
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time college courses, he hadn’t worried about the management part of teaching.  During 

his transition this was the topic that Oscar helped with:  

I think a lot of it stemmed from because in the classroom I’m a younger teacher 

and I guess physically I’m a smaller dude so I think that the kids see me more as a 

friend, a companion, a playmate than a teacher.  It’s hard sometimes to get over 

that hurdle of being able to enforce discipline and being taking seriously.  (Peter, 

p. 3) 

Peter said that with Oscar he was able to gain from Oscar’s experience by getting 

feedback on scenarios as they came up: 

If something happened one day I would go to Oscar and be like this happened, 

how would you deal with it?  Then if it happens again I figure it out.  I’m not 

going to be like having a script that says, ‘sit down with this student’.  (Peter, 

p. 4) 

Research Question #3: What influence, if any, does mentoring have on the 

formation of a professional teacher identity as well as the intention of retention? 

 Expectations and growth.  One of the challenges that Karen faced during her 

first year teaching at Tyrell was coping with what she felt were unrealistic expectations 

that were a part of her role as a teacher.  This clash of idealism and reality has even been 

labeled as “reality shock” (Veenman, 1984), as the pre-conceived notions of the role of 

the teacher are tested.  Veenman (1984) goes on to state that the result of the reality is a 

move to a more conservative attitude which lacks implementing new ideas into the 

professional culture of teaching.   
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Karen reflected that this disjunction between her expectations and the reality of 

her full time teaching position.  Karen talked about the fact that she did not realize the 

amount of work that was necessary to teach on a daily basis:  

People looking from the outside in don’t realize how many tiny, don’t realize how 

many intricate parts go into teaching.  I work hard.  I did not realize I would work 

12-13 hour days.  I know it was just my first year but I did not realize I would be 

so much on my own.  I was just put in a classroom and you know administration 

was in here maybe four times.  (Karen, p. 3) 

Karen went on to state that the reality of Tyrell High School was much different 

than the coursework indicated it would be:  

That has also kind of been my struggle is you’re taught; you should do this and 

you should do this and if you employ all these techniques and you write the best 

lesson plan there will not be a single kid in your classroom that’s not engaged.  I 

think we all come in with these idealistic ideas that I’m going to change the world 

and, we might change one kid’s life, but to expect that we’re going to change 

every kid’s life and we’re going to make every kid that’s unrealistic.  That’s the 

one downfall of my mentor (Amy) is she works all the time.  And so I feel like I 

should work all the time.  And I keep telling myself that next year is going to be 

different, (Karen, p. 8-9) 

Later in our interview Karen would say that she was not at all prepared for her 

first day of teaching: 
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It’s really interesting because I felt like the first day I was like I don’t know what 

I’m doing.  I remember standing in front of the class and having like thirty 

something kids staring at me and I kept thinking like holy crap what am I 

supposed to do.  I felt like a huge imposter.  So it was just kind of doing it.  But 

it’s really interesting because my kids ask me now, what school were you at 

before you came here?  And then they tell me we thought you’d been teaching 

five or six years.  So that makes me feel better because I at least looked like I 

knew what I was doing when I was standing up there.  But that’s been the biggest 

thing is looking back and thinking like, and I’ve talked to Amy, about the whole 

thing about I’m not going to do that next year and I’m going to have a different 

strategy and different approaches.  (Karen, p. 5) 

As Al went through his first year of teaching, he discussed the fact that there was 

a significant discrepancy between the preparation he received through Teach for America 

and his full time teaching position: 

August 4
th

 they just throw in front of the kids, and you just go.  That’s it.  During 

the summer for TFA would show you the guides that they gave us.  Everything 

was scripted.  The words we had to say were scripted for the lessons we taught, 

like word for word scripted from what we had to say to even potential responses 

and how to respond.  (Al, p. 3) 

Later in the interview Al came back to the topic of how different his summer of 

training did not translate to his full teaching load and that impacted how his teaching at 

the start of the school year: 
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I only taught 9
th

 graders twice a week in a double block.  Three hours a week.  

Not even close to what I do now.  So at the beginning here (Tyrell High School) I 

was in like survival mode.  (Al, p. 10) 

Peter also shared how he had changed and managed expectations from the start of 

the school year: 

I’m definitely different.  Not in a negative way.  Because I pictured (he 

pantomimes people celebrating by waving his hands), you know, ‘Oh great Mr.  

Peter’s here! And we sit in a circle and read a book!’ (he laughs).  So I am 

definitely more disciplinarian in that regard.  What I needed to work on is being 

more of a teacher and less of a friend and making that clear from the get go.  I 

think my new 10
th

 grade class (for the upcoming school year) will be even better 

because I’ve learned from those mistakes.  Whereas with 9
th

 grade I was way too 

lax when I needed to be more of an adult in front of them than what I was.  It was 

almost like a Hollywood ideal and be their friend and be the cool guy and be the 

cool teacher they want to go to.  And when I kind of learned, especially with 10
th

 

grade, is you can yank a kid out of class and you can give them a verbal lashing 

that he deserves and he’ll still come back to you.  Like you’re still cool I still want 

to talk to you about things, I still want to work hard.  Which I thought if you 

ostracized a kid or, for lack of a better phrase, put them in their place they would 

be like, I’m done with that teacher he’s a jerk.  But I realized that a lot of kids 

need that and when they get that, it’s what makes them respect you even more.  
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That was definitely something I picked up from Oscar that you have to have that 

line.  (Peter, p. 9) 

Peter also stated that working with Oscar made him conceptualize working more 

as a team within the school setting: 

It’s a matter a maturity for me.  I’m still young, hot headed and want to do just 

Hemingway, Faulkner, Salinger.  I think kids need other things and some of that I 

want to give them, they are not ready for and I always have to separate the 

personal from the professional.  Just because I want to teach it and read it doesn’t 

mean it’s right for this school or for right now.  Oscar helped me come around to 

the idea of teaching stories that they give us or listening to another teacher’s ideas 

of what they want to teach so long as, and this is the ego part of me that I still 

have, like if we are doing short stories than let me pick one.  It’s a matter of 

maturity to separate the two.  (Peter, p. 9) 

Karen was able to utilize the experience of her mentors to implement change in 

her own teaching: 

When I talked to Amy or Oscar or when I saw their classrooms and even how I 

don’t want to be, it helps.  I needed to find my style.  Now it’s 100% congruent 

with my personality.  I mean I feel like my classroom management is an extension 

of myself.  At the very beginning of the year I would go home exhausted because 

every day was a battle and I think I came in too much with the approach, I felt 

like I was just (makes an angry face) like all the time.  I felt like I was on the 

verge of losing my classroom at any moment whether that was true or not, but I 
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felt very hardcore about things I didn’t need to be.  For instance is everybody 

quiet or is everybody talking it’s kind of one of those all or nothings.  And I’ve 

kind of realized that kids are going to get off focus and it’s my job to re-focus 

them, but it’s not the end of the world it’s not like I’m a failure if I have a kid who 

falls asleep now what do I do in response to that is a different thing.  I went to see 

Oscar’s class to get that.  Because of the schooling that I have had they give you 

this whole impression that if you design your lesson plans the best way you will 

never have a kid that is not engaged.  And so I came in with that idea in my mind 

and so I did feel like a failure a lot because I thought, ‘Oh if I only had a better 

lesson plan, or if I was more interesting or if I could incorporate think/pair/share 

more and if I could do collaborative groups, and then we did a jigsaw, nobody 

would hate school because that’s how it’s presented.’  And so it just felt like I was 

fighting all the time.  I needed to get that confidence with Oscar and Amy to get 

there.  (Karen, p. 8) 

Peter was also able to see that he was more confident than he had been at the start 

of his first year teaching.  When asked if he was comfortable in his role as a teacher he 

responded, “Yeah, definitely.  Even if I wasn’t, I think I would say I was just because it’s 

what I want to do for a career” (Peter, p. 2).  Peter was committed to being a teacher and 

was reflective about his first year and the role that Oscar played in helping Peter grow as 

a teacher:  

I think I approach teaching more casually, less stiff.  I’ve always been kind of 

goofy and comfortable in front of a classroom but I think with the mentor role 
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Oscar helped me bring a more human element to it.  People screw up; you’re 

going to screw up.  You’re going to have days where you’re going to have to plan 

a lesson that morning, you’re going to have weeks where your planned way ahead 

of time, and that’s just the way it goes.  Things outside the classroom happen that 

will impact this you kind of have to deal with it and learn from it.  I think with 

that in mind I don’t got into a class that I may have not internalized the lesson 

plan so much for and not be like, ‘oh my God like the kids are going to know, I’m 

doomed!’  But to be able to kind of roll with it and get them involved and I’m not 

in panic mode sitting in front of the class.  (Peter, p. 8) 

Karen stated that the way in which her confidence grew was in observing both 

Oscar and Amy: 

Oscar did help, because Oscar doesn’t get worked up over anything, at least that I 

see, but it’s very much like I’ve taken a lot of his approach of you know I’m 

going to give it to them (the students) and then can take it and we’ve got to learn 

responsibility and the students have to make choices.  Like Oscar was doing the 

other day, it was really good for me to see with the kids that weren’t writing the 

questions down and then they would come to the realization that it was their 

responsibility.  Schools kind of teach you that if you let one kid not do the work 

you’re a failure as a person and you’re not doing your job as an educator and all 

of that and that’s been what’s interesting and challenging, was really challenging 

for me and why I felt like I was fighting all the time.  I’m not giving up those 

students at all but also not going to stand over them and be like you do this and 
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you do this because 27 other kids need me and that one kid is choosing not to do 

it.  And Oscar helped a lot with that.  (Karen, p. 8) 

Although Karen believed that she had grown a lot as a teacher during her first 

year, she was concerned about the upcoming school year and the support that she would 

need:  

I think there should be a support system for every teacher and that’s my opinion.  

I’ve been begging Amy to stay because her TFA contract is up and I tell her all 

the time there’s so much that I need to learn from her before she can go.  Maybe 

this is how schools normally work but I think that if you had a buddy system or 

even within the grade levels.  (Karen, p. 14) 

Even with the support that she received from Oscar and Amy, Karen was entering 

her second year teaching looking for more.  She said that it was her belief that novice 

teachers should have a mentor:   

Education is one of those things where you’re obviously never going to have it 

figured out.  It’s always going to be growing and changing, but there’s usually a 

learning curve in jobs, I think this one is more than a year.  I mean because you do 

your first year and you learn what you don’t like.  So you start teaching your 

second year not doing the things that you don’t like, but then there’s going to be 

other things you need to work on.  I think by the third year you’re going to kind of 

be more set.  but that will be more the year where I’ve kind of got things together 

and I can focus on the craft of like teaching better or getting more in-depth or all 

of that.  (Karen, p. 14) 
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 Peter was also planning the changes he would be making for his second year 

teaching: 

Relying a little less on Oscar, maybe more like once a week instead of every day.  

By the third year a first year teacher will be like, ‘hey I know what I’m doing.’  

And maybe even by then helping out first year teachers and then going to that 

mentor and asking ‘hey how did you deal with me whenever I asked this.’  It’s 

like a cycle.  But it’s the behavior in the classes and dealing with stuff like that 

has helped me grow! I try to not even think about last August!  I mean I look back 

and I can’t even believe they paid me for that.  That was bad.  (Peter, p. 10) 

Al went into further detail about the pendulum shift in his view of teaching 

throughout that first year of teaching.  As he describes the swing it was Ron who helped 

Al find the middle ground: 

In the beginning I was too much of an idealist.  I mean every first year teacher can 

tell you how idealistic they are and then how hard it hits them in the face the first 

hour that they teach.  That’s at one end of the spectrum.  At the other end of the 

spectrum is that I started to go through the motions, it just became mechanical.  It 

was becoming more of like I went from being fully attached to being fully 

detached.  And I was like so wait this isn’t right either.  So the first half of me 

wanted to interpret it as going too idealist.  The second half of me wanted to take 

a step back and be too robotic about it.  Me and Ron talked about the fact that it’s 

somewhere in the middle.  It’s very much in the middle and once you find that 

sort of middle ground and you’re in stride and you start getting everything good, 
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that’s when teaching becomes what you thought it would be, when it’s very fun 

and like enriching and full of energy when somewhere in the middle you’re like, 

‘hey, I am a teacher’. (Al, p. 4) 

However the road to get to that middle ground was not smooth.  According to Al 

the only real path for him was to be in the thick of the first year teaching experience.   

You just got to try it.  In the beginning I was very like this is my 20 page lesson 

plan that I learned from Teach for America.  These are my scripts.  I went from 

that to then I was very much like I’m just going to do this, I’m just going to teach, 

quote, unquote.  You know, not based on the lesson plan and not based on what I 

learned last summer because that wasn’t really working for me.  That’s not how I 

am as a person.  And then, I was like what kinds of conversations do I want to 

have with my kids, what kind of language can I use with my kids?  What kinds of 

things can I talk, what’s appropriate in class?  Where do sort of lesson plans and 

life advice bleed into one another, where does it become a gray area?  Again I’ve 

learned it’s a day by day, case by case, very variable magnetic sort of thing 

sometimes you can and sometimes you can’t and that’s okay.  (Al, pp. 4-5) 

Like Peter and Karen, Al struggled to find his comfort level in the classroom.  For 

Al his vision and understanding of what he wanted to his teaching to look like got caught 

up in the various pieces of advice from both the school and Teach for America: 

There are totally, totally different visions and the one vision that’s getting lost in 

all this is mine.  And it’s really, really frustrating for all TFA kids because I come 

in and TFA is like do this, do this, do this, this is sort of our vision you can go 
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with it and be successful in the classroom but I got a whole different one from the 

administrators.  And I talked about his dichotomy earlier well who’s hiring me.  

Technically it’s the school district, they sign my checks, but it’s kind of TFA, 

even though it really isn’t.  It’s kind of dumb.  That whole communication thing, 

where does TFA fit in the whole scheme of the district and duties and decisions?  

Where does the corps member fit into all this?  Am I part of the Tyrell High 

School family?  Am I part of the Tyrell/TFA family?  Am I a part of TFA family?  

You know, what am I part of?!  Am I just a part of the first-year teacher family? 

I’m just like, well, I don’t know.  So since like day 3 I’ve kind of done my own 

thing.  I did the TFA stuff during last summer because I didn’t have a choice, you 

know we had to do these scripted lessons and TFA was also sitting in my class all 

summer to make sure I did these things.  It killed me and I hated it.  I was like this 

is not how I would do things! That’s one thing.  Second thing, it’s like I tried it for 

the first few days here and I was like UGH!  But I was trained to do it and if 

you’re a kid coming in that summer scared out of their mind you grasp on to those 

20 page walkthroughs because it works for the summer! Well it must work for the 

full year.  And not matter how tough it must seem they stick with this propaganda, 

hey it works, it works!  I know how I am and I’m pretty individual and like 

individualistic and I’m like, no (he shakes his head for emphasis).  I know how I 

do things.  This kind of teaching is not what I want to teach, it’s not.  So by the 

first week I was like I’m going to get more into my style.  I got sick to my 
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stomach.  On the flip side when I want to fall back I look at how I was doing then.  

I look back on how I could have done something different.  (Al, p. 8) 

Future Plans 

As a final question for all of the participants I asked them whether or not they saw 

teaching as a viable option for a long term career.  Although Peter and Karen were 

unwavering in their belief that they would stay in teaching as a career, both of them also 

stated that it would not be a school like Tyrell.  Karen said the following:  

I’m one of those believers that the struggle causes you to grow.  You don’t see the 

growth until after.  And I think once the school year was over I’ve kind of 

reflected this summer on everything and I think throughout my teaching career I 

am going to be very thankful for this year.  It’s very hard while I was in the 

middle of it, but I learned so much this year because I have been thrown in the 

deep end.  There were just a lot of things that I don’t know why they (the 

administration) did this to a first year.  (Karen, p. 15) 

However, when asked whether or not her mentors influenced that decision she 

gave this answer: 

When I started getting the alternative certification, I was like that’s what I want to 

do, that’s what I want to do and I know without a doubt that this is what I want to 

do for the rest of my life, I don’t know if it will be at a school like this, and that’s 

bad to say.  But I mean for the very first time the last few weeks have made me 

wonder like can I really do this but then I went to Oscar and he was my sanity 
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saying that this is not typically how it is so that was really good because he was 

able to help me in that kind of moment of crisis.  (Karen, p. 5) 

 Like Karen, Peter was determined to remain in teaching and just like Karen he 

was not sure that it would be at a school like Tyrell.  So when asked if he would be 

staying in teaching he responded with, “Without a doubt!” (Peter, p. 6).  However, his 

intention to stay was his and was not influenced by his mentor.  He said, “I knew going 

into this, I was like, ‘Oh my god I finally got a teaching job!’ You know, if it’s good you 

stick with it, that’s always been my mentality” (Peter, p. 6).   

 However Peter was already looking into different options as to what environments 

he would be interested in for his future teaching jobs: 

A kid put this idea in my head where all these alternative schools are getting 

popular so I have this lesson plan in my head with Thoreau and like camping and 

outdoors and that can’t happen here.  You send kids out into the woods and like 

two won’t come back.  But I think getting footwork in this school environment 

with the Teach for America stamp, because of their reputation, even though I 

don’t agree with them, once I can build that up and use that TFA recognition and 

then have schools be like, oh you’d be great to work here.  But TFA is almost 

hypocritical because they are like get the kids to commit to education and then the 

majority of TFA corps members leave after two years so there’s very much like 

this awkward continuous transition of who’s coming in and who’s going out and 

coming in and going out and I think that can effect, especially at a high school 

where kids are for four years, your favorite teacher is there your first year, your 
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sophomore year and they are their go to person and then they are gone.  That 

happens outside of Teach for America teachers but there’s something weird about, 

okay you did two years?  Bye.  And these people end up going to business or TFA 

is part of Fortune 500 companies.  I think TFA does plant that seed.  (Peter,  

pp. 10-11) 

 In contrast to the other participants, Al was not as certain about teaching.  

However he acknowledged that as he was still weighing his options with pursuing music 

as his field of study, teaching was inherent in that field: 

Not sure yet.  Yes and no.  Again my thing is music here, so it’s ingrained in the 

profession.  If you study music at an academic level in college or grad school, you 

have three options: you teach, you perform or you write or compose or a mix of 

all three.  No matter what, you will teach.  If you want to study music at the 

collegiate level all of it is ingrained into teaching.  It’s the very nature of it.  You 

teach, that’s just how it goes.  So I kind of knew that when I made the decision to 

declare music as my major.  Even English is that way.  It’s not really like an 

accounting major where your goal is to work at a bank or a place where your 

services are needed.  Maybe you teach for fun, but like it goes hand in hand.  If 

you want to play high level music, you don’t stop taking lessons and you give 

lessons back.  Whatever I did I would probably teach a music theory class or a 

conducting class.  (Al, p. 9) 
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Limitations  

 Although this study was designed as a case study, having more diversity of 

backgrounds from the participants might have produced a broader look at the mentoring 

situation at Tyrell High School.  This would include more participants from different 

departments within the school as well as potentially more teachers like Karen with 

another career background.  This might have given a fuller picture of the support received 

from the district and the site.  Another larger study with representation from other 

departments would solve that issue.   

 Another limitation would be the timing of the interviews.  Given the surprising 

information of the participants’ lack of formal mentoring support it would have been 

beneficial to have more interviews scheduled throughout the year.  This would have 

given me a chance to see the mentoring more in-depth.  This would have also allowed the 

study to include interviews with the individuals mentioned as mentors to gain their 

perspective.   

From the researcher standpoint, since I had been contact with the site there is the 

possibility that there will be bias coming from the researcher.  However through member 

checks and peer debriefing any bias from the researcher was addressed.  In addition by 

having the voices of the participants as a portion of the study, they were able to tell their 

own story within the context of the urban school site.   

As a researcher I was open to the possibilities of my own biases impacting the 

final version of the study.  In this case the broad assumption that I was making is that 

mentoring, in whatever form it takes, has a significant impact on the lives and roles of the 
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novice teacher.  I entered into the study with that assumption being a large part of the 

formation and direction of the project.   

Results Summary 

 The data collected and analyzed suggest that while mentoring support did exist for 

alternatively certified first year teachers, the support system worked differently for each 

of the three participants.  Even though there were formal mentoring options in place to 

varying degrees, none of the participants found them to be particularly helpful and 

instead chose to develop an informal mentoring relationship.  Even without a structured 

system the participants were able to find informal mentors to assist them throughout their 

first year of teaching at Tyrell.   

 There were also similarities in discovering who that mentor would be.  All three 

participants gravitated towards similar individuals.  The reasons why the participants 

chose the people that they did for their mentors was consistent in terms of the meshing of 

personalities and the physical location of the individual they considered their mentor.   

 Karen’s unique spin on her mentoring relationship was especially intriguing given 

the ways that each relationship was used.  While the research delineates the fact that both 

technical and emotional aspects are most helpful to novice teachers, Karen was able to 

find one person each to fit those molds.  It was an innovative way of working finding 

support at Tyrell High School.    

 A particularly surprising aspect was the fact that although a mentoring 

relationship assisted the novice teachers during their first year teaching, that relationship 

did not necessarily sway them to definitively stay in teaching.  Although each of them 
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was staying at Tyrell for a second year and all stated that teaching was their career of 

choice, the role of the mentor was less clear.  The participants’ own motivation was the 

main factor in their decisions to stay in teaching.  However, all three stated that they 

would probably not return to an urban setting like Tyrell.   
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Chapter V 

Discussion, Implications, & Recommendations for Future Research 

Introduction 

The purpose of this study was to examine the experiences of mentoring and 

support for alternatively certified novice teachers at an urban school setting.  The 

research was completed using semi-structured face to face interviews with three 

alternatively certified teachers at one urban school.  This chapter provides additional 

discussion based on the study data and recommendations for implications for practice and 

further research studies. 

Discussion 

 The three research questions posed for this research were: 

1. How are alternatively certified novice teachers in an urban setting supported 

in their transition to teaching through the use of mentoring? 

2. How does mentoring assist the novice teacher in their transition into their new 

community of practice? 

3. What impact, if any, does mentoring have on the formation of a professional 

teacher identity and retention? 

 The research questions posed were answered by the themes taken from the 

interview data reported in Chapter 4.   

Impact on teaching.  “Sink or swim” is an axiom that referred to the transition to 

teaching from their certification programs for novice teachers.  In an effort to put forward 
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induction programs to improve the quality and suitability of new teachers mentoring 

programs have been established as a support system for novice teachers.  However the 

implementation of these support systems has been uneven as resources for induction and 

mentoring vary from site to site (Norman & Feiman-Nemser, 2005; Smith & Ingersoll, 

2004).   

At a very basic level novice teachers have needs that must be met during their 

first year teaching:  

two types of mentoring support are necessary: psychological support and 

instruction-related support.  Psychological support addresses the most pressing 

personal and emotional needs of the teachers, though it does not necessarily 

impact the quality of teaching.  Instruction-related support provides a means by 

which the novice teacher can tackle the most basic challenges of instruction that a 

beginning teacher faces.  This type of support includes helping beginners learn 

about the fundamentals of lesson planning, school rules, and classroom 

management. (Wynn et al., 2007, p. 213).   

While these supports are essential, they are not necessarily designed for the overall 

development of novice teachers.  While they may ease more immediate needs, this view 

of mentoring is limited because it does not take into account the individual needs of the 

novice as they move past “survival mode.”  This is one of the difficulties in mentoring 

because the supports listed are variable depending on the individual novice teacher.  This 

was evident in the data collected as each participant needed different supports from their 

mentor. 
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Although the research concerning mentoring displays the potential positive 

correlation for stemming the tide of teacher mobility, defining and implementing 

mentoring programs has lacked consistency, Brill and McCartney (2008) discuss this 

issue in their study of the factors that impact teacher retention.  They conclude:  “When 

implemented properly, mentoring and induction programs can be crucial to improving 

teacher retention; however, these studies serve as a warning that poorly implemented 

programs can do more harm than good” (p. 760).  The narrative told by the three current 

study participants study exemplifies the “poorly implemented” portion of the spectrum.  

Through the interviews the participants shared how that without any formalized system of 

supports created their own informal mentoring relationships.  While the stories of the 

three individualized, it is important to note the points in which the narratives overlap to 

tell a cohesive tale of the level of support received by these novice teachers as they 

entered teaching.   

Informal mentoring.  Without a comprehensive and organized system of 

support, the novice teachers in this study sought out other teachers in their building to 

serve as informal mentors.  The informal mentoring relationships did provide emotional 

and technical support the novice teachers indicated they needed during their first year of 

teaching.  The three participants relied on their mentoring relationships for,  

emotional support and short-term technical assistance.  They (mentors) explained 

local policies and procedures, shared materials, answered questions, and gave 

advice.  Willing to help with any problem, they often pulled back as soon as their 
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novice seemed more confident.  Researchers called these mentors ‘local guides.’ 

(Feiman Nemser, 2001, p. 1032) 

Another term for this informal mentor relationship could be a “colleague mentor (an 

experienced classroom teacher who in addition to teaching full time, supports, 

encourages, and advises teachers as they carry out their day to day teaching 

responsibilities)” (Zimpher & Rieger, 1988, p. 176).  According to the participant 

interviews, the informal mentors were able to buoy the novices throughout their 

admittedly difficult first year of teaching.  The participants articulated the fact that they 

felt “lucky” to find these other teachers to work with.  The following provided some 

insights into the process of finding that informal mentoring partner.  Peter stated that, “I 

think Oscar’s honesty towards education and the subject matter helped me.  It’s always 

good to have someone who’s removed from your situation enough so they can give you 

that perspective and explain it” (Peter, p. 8).  Al felt that the physical location combined 

with a willingness to work with him was the key:  

Proximity for sure and we just have the same class of kids and the same issues.  

And we have similar responses and we just generally got along.  Because I could 

have been next door to someone I hate or wasn’t willing to give advice, but Ron 

was willing to give advice so I just kept asking and he kept giving me advice so it 

worked.  (Al, p. 7) 

For Karen the combination of personality and Karen’s own motivation to become 

better at teaching was what prompted her choice in mentors: 
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I think they (mentors) need to be understanding.  I think they need to have 

experience.   I gravitated towards Amy because she had her shit together.  And 

she had the best scores last year.  And I wanted to do that.  (Karen, p. 13) 

Even though the informal mentoring relationships developed by chance they did 

fit within the realm of elements that have an impact on potentially reducing teaching 

mobility.  All of the informal mentoring relationships that were formed were with 

teachers from the same subject and grade level.  In addition, the participants were able to 

further develop these relationships because of time that overlapped with their own, either 

planning time or the lunch period.  This fits with the positive attributes of formalized 

mentor programs that influenced teacher mobility:  “The most salient factors (in 

mentoring reducing turnover) were having a mentor from the same field, having common 

planning time with other teachers in the same subject or collaboration with other teachers 

on instruction” (Smith & Ingersoll, 2004 p. 706).    

In addition to time, the physical location of their mentors had a significant impact 

on the development of their relationships.  Peter and Al had other supports with Teach for 

America but found them to be ineffective because of the lack of contextual site 

knowledge from their assigned mentors.  The answers that they sought were based on 

understanding the particular culture of the school.  Those answers came from an insider 

with specific knowledge of how to navigate the particular life in the school.    

While all of the participants noted these relationships they had forged were 

immensely helpful, the metaphor of a “local guide,” while serving a positive purpose in 

the short term may not curb the teacher mobility in the long term.  The informal 
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relationships may have sustained the participants throughout that first year, the informal 

system is not necessarily an indicator of long-term retention:  

Sometimes a beginning teacher gets help from a well-meaning colleague.  This 

kind of informal buddy system may work for the fortunate novice who gets 

adopted, but it hardly represents an adequate response to the larger need.  Relying 

on the goodwill of experienced teachers to reach out on their own initiative 

ignores the learning challenges that beginning teachers face and the need for a 

more sustained and systematic approach to their development. (Feiman-Nemser, 

2001, p. 1030) 

The participants were certainly the “fortunate” novices because they had sought 

assistance while, according to their accounts; other novice teachers did not find the same 

level of informal support.  The current study participants were active in their pursuit of 

finding a colleague to operate in a mentoring capacity.  However, it should be noted that 

all the novice teachers in this study were uncertain about how their mentors going 

forward after that first year.  Karen even stated that she was “begging” her mentor to stay 

as she needed more assistance for the following year.   

As the research indicates a mentoring program should be implemented and 

utilized over the course of the novice’s first three years of teaching (Feiman-Nemser, 

2001; Smith & Ingersoll, 2004).  Although the study participants seemed to indicate they 

would continue their informal mentoring relationships, there remains the possibility that 

with no structure in place the conditions that existed their first year may not exist after 

that.   The conditions that make mentoring optimal requires “more than guiding protégés 
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through learning standards and skill sets and extends to providing strong and continuous 

emotional support” (Hargreaves & Fullan, 2000, p. 53).  Without a comprehensive 

structure the informal mentoring relationship is more likely not to be sustainable.   

Overall the reliance of informal mentoring is: 

A narrow view of mentoring focuses on easing the new teacher’s entry into 

teaching and helping with the immediate questions and uncertainties that 

inevitably arise when a teacher enters the classroom for the first time.  A robust 

view of mentoring  promises more.  Linked to a vision of good teaching and a 

developmental view of learning to teach, such mentoring still responds to new 

teachers’ present needs while helping them interpret what their students say and 

do and figure out how to move their learning forward. (Norman & Feiman-

Nemser, 2005, p. 680) 

So while the informal mentoring relationships did work to alleviate some of the 

troubles of transitioning to teaching, the potential long-term implications are ultimately 

limited if informally mentoring is the only support being utilized.  The potential for 

teacher retention is much greater when mentoring is part of an overarching induction 

system (Brill & McCartney, 2008; Smith & Ingersoll, 2004; Wang & Odell, 2002).   

Implications for formal mentor programs.  Although this study did not show 

evidence of a formal mentoring program, there are elements of the informal mentoring 

system that can be taken to a more formalized level.  The data collected from the 

alternatively certified teachers indicates that a matching of personalities is necessary to 

create a positive mentoring relationship.  The participants made note that having a firm 
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personal relationship made a difference in the mentoring process.  For example both Peter 

and Al noted how they felt that their official means of support in the form of their TFA 

mentor ultimately failed because they felt there was not a level of trust.  While this trust 

came out of the happenstance of informal relationships, developing a process for 

mentor/novice matching could create more impactful mentor relationships.   

 In addition to a personality match, the data collected displays the need for mentors 

to be in close physical proximity to their novices.  The three participants indicated that 

there was a significant advantage to having their mentors in close physical geography to 

themselves.  As Al succinctly stated: “Proximity for sure and we just have the same class 

of kids and the same issues” (Al, p. 7) 

 Probably the most intriguing idea derived from the participant data was the use of 

multiple mentors.  This came across most strongly in Karen’s interview as she detailed 

the informal mentoring relationships she had with two teachers at Tyrell High School.  

She came to rely on both of them for different reasons, but collectively she was able to 

have a more comprehensive support system for herself.  She was able to utilize Amy as 

an instructional and pedagogical sounding board while turning to Oscar for the emotional 

support.  Using multiple mentors in which different perspectives are able to be seen by 

the novice could potentially help to form a more personalized mentoring program for 

novice teachers.   

Unique urban challenges.  For the novice teachers in this study the theme of the 

difficulty of context of their first year teaching came up repeatedly.   Karen and Peter 

were both greatly impacted by the lack of consistent leadership and felt that the 
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administration was to blame for many of the challenges that were faced during their first 

year of teaching.  The research indicates that for novice teachers the context of their first 

experiences in teaching have a heavy impact on the overall development of teachers as 

Smethem (2007) in her study of novice teacher retention concluded:  

Motivation and intention to remain teaching tended to be reduced by negative 

experience of workload, stress, pupil behavior, relationships with colleagues, or 

school cultures.  Conversely, positive early experience (in particular 

encouragement, positive feedback and a sense of success) was found to increase 

or even instill a sense of vocation and bolster positive intention. (p. 474) 

This is especially true as all of the participants stated that although they wanted to 

continue in the profession of teaching, none of them wanted to stay at a school like Tyrell 

High School.    

 The perception from the participants was that there were more efficient schools to 

work at other than Tyrell High School.  The participants looked at their first year teaching 

as a unique learning experience and although the three participants were committed to 

staying for another year, there was certainly and intention to look elsewhere after that.  

This was especially true for Peter and Al when their Teach for America contracts allowed 

them to leave after their two year requirement was over.  This reflects the research that 

shows that there is a higher mobility rate for urban schools than suburban schools 

(Goldring et al., 2014; Raue & Gray, 2015; Ronfeldt et al., 2013).  With the school not 

having the resources to fully support novice teachers, the cycle of high staff turnover 
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could potentially continue.  When speaking about the lack of quality mentor models at 

Tyrell, Karen stated: 

There’s no accountability system in place because you keep crappy people here 

(at Tyrell) and the people that are good will not stay in a school like this because 

it doesn’t function normally and it’s just too much and the people that aren’t 

(good) stay here forever because they can’t go anywhere else and so it’s like who 

do you really get to be a mentor because there’s nobody that’s been there that 

long.  (Karen, p. 15)  

 Because the site had little in the way of veteran teachers, the novice teachers took 

on the responsibilities of the missing experienced teachers.  A case in point, Karen and 

her team were being led by her mentor Amy, who herself was only in her second year of 

teaching.  Al took on more duties, albeit voluntarily, because there were not any other 

options.  It is as Le Maistre and Pare (2010) described in their study “Whatever it takes: 

How beginning teachers learn to survive”:  “No other profession takes newly certified 

graduates, places them in the same situation as seasoned veterans, and gives them no 

organized support” (p. 560).  The novices in this study experienced a high level of stress 

as they attempted to adjust to their new careers.  They also noted that his first year 

teaching would have been very different had they been teaching in a different context.   

As Al noted:  

It’s like wearing many hats.  Now let’s say I was teaching at a more suburban 

school, it’s probably a lot easier.  I come in, I teach and maybe coach a few 

basketball games and then go home and that’s it.  Here I teach, coach a few 
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basketball games and in between I get a call from a kid’s parents because this 

kid’s brother got locked up in jail and he doesn’t have a place to stay that night 

and maybe I’ve got to go pick him up.  Or a kid hasn’t eaten all day so I’ve got to 

give him money to get food at a concession stand at the game.  Or a kid doesn’t 

have a coat so he’s got to wear mine on the way to the bus.   A kid’s really smart, 

but he doesn’t have books to read at home.  I’ll give them some of my books from 

my own personal collection because we really don’t have a library, not really a 

functional one anyway.  So I don’t think I would do that as much at another 

school.  (Al, p. 5) 

Recommendations for Future Research 

 While this research study attempted to delineate the ways that alternatively 

certified teachers are supported at one urban site, there is still more to be done to fill in 

the critical gaps.  Although mentoring has been thought to increase teacher retention for 

novice teachers, there has not been a significant amount of research that has focused on 

alternatively certified teachers and further research is necessary.   

1. A future research study on the perspective of the informal mentors who freely 

offered their time to these novice teachers.  This study only represents a part 

of the overall narrative of the mentoring relationship.  Gaining perspectives 

from individuals named by novice teachers as informal mentors would add to 

an understanding of how they view their roles as informal mentors.  This 

would inform ways to support novice teachers in school sites where more 

formalized mentoring programs are not available.   
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2. A study that would compare and contrast other schools in the same district as 

this study.  This would help determine what global elements exist, or don’t 

exist, for the district’s mentoring program.   

3. Another future research study would be to look at the longer term impacts of 

informal mentoring in comparison to the more formalized process.  To follow 

up with the participants of this study to gauge their career trajectory.   

4. A comprehensive current study of urban districts and the support systems 

specifically designed for alternatively certified teachers.   

5. A study that compared and contrasted elements of a formalized mentoring 

program and those of a more informal nature and their retention rates.  This 

would include mentoring programs that are a part of induction program and 

those mentoring programs that operate as standalone programs.   

Final Thoughts 

 As the narratives laid out by the participants suggests, the struggles of novice 

teachers at urban sites is very real.  With urban schools being staffed with alternatively 

certified teachers, there must be reliable support systems in place that are focused on the 

long-term development of teachers.  The need for more comprehensive support systems, 

including quality mentor programs, is still prevalent.  If schools are going to continue to 

invest in novice teachers there must be more of a focus on the long-term development of 

those teachers and a clear way to measure the outcomes of these efforts.  Although the 

participants in this study were committed to their careers as teachers, they were not given 

the support necessary to move out of their survival modes.   
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 The participants were able to discover informal mentoring relationships that were 

attuned to their needs in their own unique circumstances.  The informal mentoring 

relationships described by the participants cannot be relied upon as a sustainable support 

system.  As understaffed schools look to alternatively certified teachers, there must be 

more of an emphasis on keeping them in the profession rather than merely a stopgap 

measure.  Significantly, more research is necessary to understand the qualities of informal 

mentoring and how they can be used to impact formal mentoring programs. 
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Recruitment Email 

 

Hello!  I am writing to ask for your assistance in my doctoral dissertation project entitled, 

Mentoring Novice Teachers:  A Case Study on Mentoring Alternatively Certified 

Teachers in an Urban Setting.  You have been selected because you have met the criteria 

necessary for this study.  If you elect to be a participant in the study you will be asked to 

join me for an interview centered on your teaching experience so far during the school 

year. The interview will last about 45-60 minutes. This project has been reviewed by the 

University of Houston Committee for the Protection of Human Subjects (713) 743-9204 

If you are interested please respond to this email and we can set up a time for an 

interview.  

Nicholas Clayton 
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Interview Questions 

 

1) How long have you been teaching?  

2) Why did you choose to become a teacher? 

3) How were you certified? 

4) What grade level and subject do you teach?  Does this correspond to your college 

degree and/or certification area? 

5) Do you have a mentor?  Is this a person who has been assigned to you or someone 

who is a mentor in an unofficial capacity? 

6) How often did you and this person meet?  For how long? 

7) Would you have been better served with more time with your mentor? Or had 

assigned time every day to meet with them? 

8) Describe your teaching experiences so far.  What have been your greatest 

challenges and/or successes?   

9) Is teaching what you expected?  Why or why not? 

10) What are some typical topics that you and your mentor discussed? 

11) In what ways did your mentor help you during the school year? 

12) Describe the official mentoring program in the school?  Explain how you think 

that it assists new teachers in their development.  

13) Were you supported by the administration during the school year? How? 

14) Has your teaching been impacted by a mentor? 

15) Are there any areas that you would have liked to have more help in? 

16) Is teaching a long-term career?  If so, who influenced you in this decision?  

17) What qualities should exist for a mentor to be effective? 

18) Are you the kind of teacher you envisioned? Why or Why not? 
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Informed Consent Form 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



148 

 

1
4
8

 

 

 

UNIVERSITY OF HOUSTON 

CONSENT TO PARTICIPATE IN RESEARCH 

 

Mentoring Novice Teachers:  A Case Study on Mentoring Alternatively Certified 

Teachers in an Urban Setting 

 

You are being invited to participate in a research project conducted by Nicholas Clayton 

from the Department at the University of Houston.  This project will be for my 

dissertation and is being supervised by Dr. H. Jerome Freiberg of the University of 

Houston.   

 

Your participation is voluntary and you may refuse to participate or withdraw at any time 

without penalty or loss of benefits to which you are otherwise entitled. You may also 

refuse to answer any question.  

 

This project will give insight into the potential effectiveness of mentoring as a support 

system to new professionals entering into teaching.  The study will be of importance in 

terms of discovering what specific aspects of the mentoring process are most influential 

to the novice teachers.   

 

The literature concerning mentoring shows that effective mentoring focuses on both the 

emotional and the pedagogical aspects of teaching.  The literature focused on career-

changers into teaching states that additional support systems are necessary to maintaining 

the novice teachers in the teaching profession.  This study will more closely examine how 

the mentoring relationship develops these particular aspects of the novice teacher 

experience.  The study will understand how mentoring can ultimately have on the career-

changers intention to stay in the profession as a long-term career.   

 

You will be one of approximately 3 subjects to be asked to participate in this project.       

 

Participants will be selected to participate in two face to face interviews that will take 

approximately one hour apiece  

CONFIDENTIALITY 

 

Every effort will be made to maintain the confidentiality of your participation in this 

project.  Each subject’s name will be paired with a code number by the principal 

investigator.  This code number will appear on all written materials.  The list pairing the 

subject’s name to the assigned code number will be kept separate from all research 

materials and will be available only to the principal investigator.  Confidentiality will be 

maintained within legal limits. 
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RISKS/DISCOMFORTS 

 

There is no risk involved by participating in this study.   

 

BENEFITS 

 

While you will not directly benefit from participation, your participation may help 

investigators better understand how mentoring can be improved to assist novice teachers.   

 

ALTERNATIVES 

 

Participation in this project is voluntary and the only alternative to this project is non-

participation. 

 

PUBLICATION STATEMENT 

 

The results of this study may be published in professional and/or scientific journals.  It 

may also be used for educational purposes or for professional presentations.  However, 

no individual subject will be identified. 

 

AGREEMENT FOR THE USE OF AUDIO/VIDEO TAPES (to be used only if 

applicable) 
 

If you consent to participate in this study, please indicate whether you agree to be 

audio/video taped during the study by checking the appropriate box below. If you agree, 

please also indicate whether the audio/video tapes can be used for 

publication/presentations. 

 

 I agree to be audio/video taped during the interview. 

 I agree that the audio/ video tape(s) can be used in 

publication/presentations. 

 I do not agree that the audio/ video tape(s) can be used in 

publication/presentations. 

 I do not agree to be audio/video taped during the interview.  

 

CIRCUMSTANCES FOR DISMISSAL FROM PROJECT  
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Your participation in this project may be terminated by the principal investigator (list 

only those that may be appropriate): 

 

 if you do not keep study appointments; 

 if you do not follow the instructions you are given; 

 if the principal investigator determines that staying in the project is harmful to 

your health or is not in your best interest;  

 if the study sponsor decides to stop or cancel the project 

 

SUBJECT RIGHTS 

1. I understand that informed consent is required of all persons participating in this 

project. 

 

2. All procedures have been explained to me and all my questions have been answered 

to my satisfaction. 

 

3. Any risks and/or discomforts have been explained to me. 

4. Any benefits have been explained to me. 

 

5. I understand that, if I have any questions, I may contact Nicholas Clayton at 405-818-

4649.  I may also contact Dr. Jerome Freiberg, faculty sponsor, at 713-743-4953. 

 

6. I have been told that I may refuse to participate or to stop my participation in this 

project at any time before or during the project.  I may also refuse to answer any 

question. 

 

7. ANY QUESTIONS REGARDING MY RIGHTS AS A RESEARCH SUBJECT 

MAY BE ADDRESSED TO THE UNIVERSITY OF HOUSTON COMMITTEE 

FOR THE PROTECTION OF HUMAN SUBJECTS (713-743-9204).  ALL 

RESEARCH PROJECTS THAT ARE CARRIED OUT BY INVESTIGATORS AT 

THE UNIVERSITY OF HOUSTON ARE GOVERNED BY REQUIREMENTS OF 

THE UNIVERSITY AND THE FEDERAL GOVERNMENT. 

 

8. All information that is obtained in connection with this project and that can be 

identified with me will remain confidential as far as possible within legal limits.  

Information gained from this study that can be identified with me may be released to 

no one other than the principal investigator and the faculty advisor.  The results may 

be published in scientific journals, professional publications, or educational 

presentations without identifying me by name. 
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I HAVE READ (OR HAVE HAD READ TO ME) THE CONTENTS OF THIS 

CONSENT FORM AND HAVE BEEN ENCOURAGED TO ASK QUESTIONS.  I 

HAVE RECEIVED ANSWERS TO MY QUESTIONS.  I GIVE MY CONSENT TO 

PARTICIPATE IN THIS STUDY.  I HAVE RECEIVED (OR WILL RECEIVE) A 

COPY OF THIS FORM FOR MY RECORDS AND FUTURE REFERENCE. 

 

 

Study Subject (print name): _______________________________________________________ 

 

Signature of Study Subject: _______________________________________________________ 

 

Date: _________________________________________________________________________ 

 

------------------------------------------------------------------------------------------------------------ 

 

I HAVE READ THIS FORM TO THE SUBJECT AND/OR THE SUBJECT HAS 

READ THIS FORM.  AN EXPLANATION OF THE RESEARCH WAS GIVEN AND 

QUESTIONS FROM THE SUBJECT WERE SOLICITED AND ANSWERED TO THE 

SUBJECT’S SATISFACTION.  IN MY JUDGMENT, THE SUBJECT HAS 

DEMONSTRATED COMPREHENSION OF THE INFORMATION. 

 

 

Principal Investigator (print name and title): __________________________________________ 

 

Signature of Principal Investigator: _________________________________________________ 

 

Date: _________________________________________________________________________ 

 


