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ABSTRACT 

 This study aligns with HBU Pillar Ten: Move to the Next Level as an Institution. 

Pillar Ten states, “Christ’s aim was not to produce a little sect, which would have been 

comparatively easy, but to change the entire human enterprise.” Elton Trueblood (1967). I 

pray that this study inspires the next educational transformation that strongly impacts 

education in the areas of teacher mentoring and induction. May it be a positive reflection 

and legacy that helps elevate HBU to the next level! 

 New teachers often enter the profession with limited exposure to the classroom 

setting. However, they are expected to perform at the level of seasoned teachers by 

developing and delivering effective lesson plans and managing behavior and procedures 

to positively impact student achievement. Data suggests that approximately 40 to 50% of 

new teachers leave the profession within their first five years of teaching (Ingersoll, 

2003). Induction and mentoring programs have been implemented in school districts 

nationally and internationally to help new teachers successfully navigate and ease the 

transition into the profession. Such programs are also implemented with the expectation 

of increasing new teacher retention. The purpose of this study was to examine the impact 

that a system-wide mentoring program has made on the training and retention of new 

teachers in a charter management organization with multiple campuses located 

throughout the state of Texas.  

 

KEY WORDS: Induction, Mentor, Mentoring Activity Plan (MAP) Form, Mentoring 

Program Guidebook, Novice teacher, PLC Reflection Form, Professional Learning 

Community (PLC) Meetings, Retention. 
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CHAPTER I  

Introduction  

Houston Baptist University (HBU) is focused on renewing Christian higher 

education via a vision that is centered on their Ten Pillars: Faith & Reason in a Great 

City (2008). The Ten Pillars were derived from collaborative conversations and sessions 

with HBU faculty, staff, students, trustees, alumni, and community members and used to 

develop a 12-Year Vision for the future of the university. This study aligns with HBU 

Pillar Ten, which references a quote from Elton Trueblood (1967), “Christ’s aim was not 

to produce a little sect, which would have been comparatively easy, but to change the 

entire human enterprise.” As emissaries of Houston Baptist University, the students aspire 

to exemplify the tenets of Pillar Ten through being a willing vessel of the Lord Jesus 

Christ. The researcher aspires to demonstrate Christian values and integrity in their daily 

life and actions to positively impact the staff and students within their educational 

sphere. The researcher also strives to train teachers and administrators to be effective 

instructional leaders who inspire the next generation of students to become lifelong 

learners and world changers.   

Being a new teacher is often very challenging, especially because they are faced 

with meeting the same expectations as seasoned veterans the moment they accept a full-

time teaching position. Foote, Brantlinger, Haydar, Smith, and Gonzalez (2011) stated, 

“New teachers face challenges in such areas as student discipline and motivation, 

curriculum planning, delivery and individualization of instruction, curriculum and student 

progress assessment, and parent communication.” Those teachers enter the profession 

expected to understand state standards, demonstrate classroom management, deliver 
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effective instruction, work collaboratively with their colleagues, and correspond with 

parents to ensure the social and emotional growth and academic achievement of their 

students. The challenges and demands placed on new teachers often impact their 

decisions regarding whether to remain in the profession. According to Ingersoll (2003), 

“The data suggest that after just five years, between 40 and 50% of all beginning teachers 

have left teaching altogether” (p. 13). 

Background of the Study   

One of the things compounding the challenges of new teachers, often referred to 

as mentees, is that they spend a great deal of their time working independently, never 

truly knowing whether the work they are doing is accurate or effective. Donohue (2017) 

states, “Education is often called a ‘sink-or-swim' profession, where beginning teachers 

enter and left to their own devices, so needing help must seek it individually from given 

resources” (p. 11).    

Kram (1983) presented contemporary research on mentoring and defined 

mentoring as “an intense relationship between an experienced educator and novice one, 

wherein the experienced person provides the beginner with career guidance and personal 

psychosocial support” (p. 608). Mentoring and induction programs have been put in place 

to help provide beginning teachers such support and guidance.    

Donohue (2017) referenced work by Wood and Stanulis, who provided a 

“historical perspective of mentoring that is defined by a series of years, referred to as 

waves” (p.12). These Four Waves reflect the educational trends, legislation, and program 

implementation that occurred during each wave or span of years. The First Wave 

included programs that were established prior to 1986. These programs were loosely 
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organized but focused on addressing the needs of new teachers while attempting to 

improve teacher competence and performance to achieve school goals (Wood & Stanulis, 

2009). 

According to Wood and Stanulis (2009), the Second Wave of programs spanned 

from 1986-1989. These programs were impacted by the fact that 30 states introduced 

induction programs. Teacher induction programs were designed to be a systematic 

approach for supporting new teachers in the first three years of teaching. During this 

time, new teachers were provided ongoing professional development that included 

classroom management, instructional strategies, guidance with understanding and 

preparing for formal evaluation, and assigned a mentor to provide ongoing support, for 

example. In addition, state developed programs tended to provide more structure versus 

site-based programs which were defined as being loosely organized. 

The Third Wave programs were implemented between 1990 and 1996 (Wood & 

Stanulis, 2009). School districts began using the Interstate New Teacher Assessment and 

Support Consortium (1992) standards as guidelines for program development. As a 

result, programs began to incorporate more formal and reliable structures, with several 

including formative assessment systems, provided professional development for new 

teachers, and all programs included a mentoring component.  

Wood and Stanulis (2009) stated that the Fourth Wave programs were 

administered from 1997-2006. Programs became more refined by including a variety of 

mentoring, professional development, and formative assessment activities. Wood and 

Stanulis also indicated that implementation became more prevalent in school districts 

across the country. The results of this study also indicated that most states had a state-
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mandated mentoring program at the time of their research. While this historical 

perspective demonstrated past trends and the need to provide new teachers support via 

mentoring and induction programs, current attrition rate trends indicate the necessity 

for such support as well (Goldrick, 2016). According to Whisnant, Elliott, and Pynchon 

(2005), “School and district leaders are beginning to recognize the critical importance of 

providing sustained and purposeful professional support to teachers - and perhaps 

especially - those in the beginning years of their profession” (p. 2). 

Statement of the Problem   

This study was directly related to a staggering statistic, recognizing that 40% - 

50% of new teachers leave the profession within the first five years. This study 

highlighted the urgency of providing mentoring support to increase new teacher retention. 

According to the Goldrick (2016), “only 29 states require some form of support for new 

teachers, 15 of which provide such support for teachers’ first and second years” (p. iv). In 

addition, only 16 states provide some funding specifically designated to address teacher 

induction. Data indicated that new teachers are leaving the profession for several reasons 

such as feelings of inadequacy to meet challenges, pressures to implement state 

standards, and demands to meet the needs of a diverse student population (Whisnant et 

al., 2005).   

This study was conducted in one of the largest public charter school systems in 

the state of Texas, consisting of 57 campuses located in several cities across the state. In 

2015, this charter school district set out to develop a teacher mentoring program to attain 

one of its five major goals: recruit, develop, and retain a talented workforce.    
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As members of the Central Office Academic Department visited campuses during 

the 2015-2016 school year, they noticed that several campuses had high teacher turnover, 

and the average number of years teaching experience across the system was 1.3 years. 

The charter school district set out to develop a mentoring program that was designed to 

provide professional development and improve teacher retention for both its mentors and 

mentees. The focus of the program was to ease the transition of new teachers into the 

teaching profession while helping them get acclimated to their campus and statewide 

charter school systems and programs, learning instructional best practices, and providing 

ongoing support throughout the school year. Providing support for all new teachers 

through the statewide charter school district Mentoring Program has become a major 

priority. 

Statement of the Purpose and Significance   

 The purpose of this study was to determine the influence that a mentoring 

program has on new teacher instructional practice and retention within the charter 

management organization. Research frequently indicated the impact of mentoring from a 

mentor’s perspective. Hicks (2016) stated “There is little research that has examined the 

interactions between mentor and novice teachers from the novice teacher’s perspective” 

(p. 3).   

This study sought to examine the effectiveness of the charter school’s mentoring 

program on mentee retention by gaining insight from various stakeholders: mentees, 

mentors, and administrators - often assistant principals, or occasionally an administrative 

designee. Assistant principals or administrative designees facilitate Professional Learning 

Community (PLC) meetings with mentors and mentees. Assistant principals or 
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administrative designees also provide professional development and time for mentors and 

mentees to collaborate with their peers. In their respective Mentor or Mentee PLC 

meetings, teachers explore content and instructional items that are relevant to their 

respective groups. For example, mentors discuss and collaborate around topics such as 

andragogy, adult learning theory or coaching skills, which are designed to develop their 

skills as mentors and teacher leaders. Mentees engage in professional development topics 

to assist them with classroom management and instructional best practices. Within the 

study, stakeholders will have the opportunity to express the impact that the mentoring 

program has on mentee/mentor collaboration, the impact that PLC materials had on 

instructional practice, and identify resources or program items that help them determine 

whether they will continue teaching at their school, or within the charter management 

organization. This significance of the study is to provide insight regarding the 

influence of a mentoring program from multiple stakeholder perspectives on one of the 

largest charter school systems in the state of Texas.  

Research Questions   

The following research questions guided this study: 

1. Which aspects of a charter management organization (CMO) mentoring 

program influence novice teachers’ instructional practices? 

2. What support factors did mentors provide that influenced novice teachers’ 

instructional practices and decisions to remain at their school, or within 

the charter management organization CMO network? 

3. What support factors did assistant principals or administrative designees 

provide that influenced novice teachers’ instructional practices and 
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decisions to remain at their school, or within the charter management 

organization CMO network? 

Definition of Terms   

The terms defined below are operational definitions that are frequently referred to 

throughout this study: 

 Induction. Induction involves orientation and training of an employee in an 

organization’s culture, showing how he or she is interconnected to (and interdependent 

with) everyone else in the organization (Ingersoll, 2001).   

 Mentor. A veteran teacher assigned to provide support to a mentee in the areas of 

getting them acclimated to the campus, classroom management, instructional strategies, 

model lessons and serve as an overall source of encouragement and assistance to meet 

their needs. A mentor is an experienced person at a company, college, or school who 

trains and counsels new employees or students (Darling-Hammond, 2003).   

 Mentoring Activity Plan (MAP) form. A form which mentees submit via My 

Learning Plan (MLP), the CMO Learning Management System each semester where they 

summarize the events, challenges and progress that they have accomplished with their 

mentor. Mentors submit the form quarterly to document the work they are doing with 

their mentees.  

 Mentoring Program Guidebook. This document provides several program 

resources (schedule, ground rules, onboarding checklist, monthly check-in items, 

observation forms, etc.) designed to help mentors and mentees work collaboratively 

throughout the school year.    
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 Novice teacher. Novice teachers are those who are in their first three years of 

their teaching careers (Darling-Hammond, 2003). Novice teachers are referred to as 

mentees in this study. Specifically, in this study the terms novice teacher, new teacher, 

or mentee refer to teachers with zero to two years of teaching experience, or any teacher 

who was newly hired to teach at one of the study district campuses.     

 PLC reflection form. A form that teachers complete and submit digitally through 

the district Learning Management System (LMS), My Learning Plan (MLP) at the 

conclusion of PLC meetings. They use this form to reflect on and indicate how they plan 

to implement the content and instructional strategies discussed during the meetings.   

 Professional Learning Community (PLC) meetings. An ongoing process in 

which educators work collaboratively in recurring cycles of collective inquiry and action 

research to achieve better results for the students they serve (DuFour, DuFour, Eaker, 

Many, & Mattos, 2016, p. 10).   

 Retention. Teachers remaining in the profession (Kutsyuruba, 2012) and 

within the CMO network.   

Conceptual Framework   

The conceptual framework for this study will be based on the New Teacher Center 

(NTC) 2016 report titled, Support from The Start: A 50-State Review of Policies on New 

Educator Induction and Mentoring (Goldrick, 2016). The New Teacher Center is an 

organization that partners with school districts to provide training and support in the 

following four areas: Student Learning, Educator Effectiveness, Leadership Development 

and Optimal Learning Environments. The New Teacher Center conducted an analysis of 

each state’s policies regarding new teacher induction. They espouse that the nine criteria 
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used to analyze the state policies can be used by school districts for the development of 

an induction program of excellence.    

Goldrick (2016) identified the nine criteria in the New Teacher Center State 

Induction Policy Criteria as listed below: 

1. Educators Served – NTC explains that states should require all new teachers 

and administrators to receive induction support in their first two years.  

2. Mentor Quality – Criteria should be established for selecting, training, and 

assigning mentors. 

3. Time – Release and collaborative time should be allotted for mentors to support 

and serve mentees. 

4. Program Quality – NTC states that policies should require that mentors 

observe and provide feedback to mentees; they recommend a reduced teaching load for 

beginning teachers and that new teachers participate in a learning community or network. 

5. Program Standards – NTC suggests that states adopt formal program standards 

to provide local education agencies with guidelines for designing and implementing 

induction programs. 

6. Funding – NTC suggests that states authorize, appropriate, or create innovative 

competitive opportunities for districts to support induction programs. 

7. Educator Certification/Licensure – States should require beginning teachers to 

complete an induction program to transition from an initial license.  

8. Program Accountability – States should assess and monitor induction 

programs. 
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9. Teaching Conditions – Adopt and assess standards for teaching and learning. 

(Goldrick, 2016, pp. 4-5)   

Limitations   

The generalizability of the results of this study is limited in the following manner. 

To begin, this study was conducted within the context of a charter management network 

of 57 charter schools across the state of Texas. The participants of the study were 

mentees, mentors, and campus administrators or their designees, purposefully selected 

from each of the campuses. Campus administrators or designees are responsible for the 

implementation of the statewide charter school system Mentor and Mentee PLC 

meetings. Administrative designees receive training on the PLC PowerPoint and 

activities via a Trainer-of-Trainers webinars conducted by the central office Director of 

Mentorship. They are expected to use the PLC materials (PowerPoint and activities) to 

facilitate PLC meetings with their mentees and mentors. It is an expectation that mentees 

and mentors will learn and apply the content explored during their respective PLC 

meetings. Program implementation presents another limitation of the study, as the fidelity 

with which the program materials are implemented varies from campus to campus. 

Therefore, the results of this study should only be generalized to other charter schools 

and districts with a similar program structure.     

Delimitations   

One major delimitation of this study is that the data comes only from the selected 

charter management organization and no other charter schools or independent school 

district mentoring programs will be included in this study. A sample was taken to gather 

information regarding the impact of the HPS Mentoring Program on the teachers’ 
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instructional practices and retention rates. The study was conducted during the first 

semester of the 2020-2021 school year versus at the end of the school year. While a full 

year could provide participants more time to collaborate and more support could be 

provided to mentees, the researcher completed the study to defend this dissertation prior 

to graduation in the spring semester. 

Assumptions   

Three general assumptions of this study include the following:   

1. The interview questions used in this study were valid for the purpose intended.  

2. The participants will understand the interview questions and respond objectively 

and honestly.  

3. Interpretation of the data being collected will reflect what participants intend.   

Organization of the Study   

This study was organized into five chapters. Chapter I is comprised of the 

Background of the Study, Statement of the Problem, Statement of the Purpose and 

Significance, Research Questions, Definition of Terms, Conceptual Framework, 

Limitations, Delimitations, Assumptions, and Organization of the Study. Chapter II 

explains Review of the Literature. Chapter III describes the Methodology used to conduct 

the study. Chapter IV contains the Presentation and Analysis of Data, and Chapter V 

provides a Summary, Discussion, and Conclusions. 
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CHAPTER II   

Review of the Literature  

The purpose of this study was to examine the impact that induction and mentoring 

programs had on teacher retention in a charter management organization. Educational 

researchers have studied the reasons why 40-50% of new teachers leave the profession 

within the first five years of teaching (Ingersoll, 2003). Historically, teachers were 

typically trained by attending a college of education in preparation for teacher 

certification. Since the early 1980s, however, some teachers have received their 

certification through various alternative certification programs ("Editorial Projects," 

2004).     

Regardless of how teachers are becoming certified, whether through the 

traditional college of education route or alternative certification programs, schools are 

still faced with the reality of new teacher attrition rates and the impact of their loss. Some 

of the reasons that new teachers leave have been attributed to school staffing actions, 

personal reasons, and pursing another job (Ingersoll, 2003). Further inquiry into the 

reasons why new teachers leave to pursue other jobs indicate poor salaries and school 

working conditions, which include student discipline, lack of administrator support, low 

student motivation, and lack of teacher impact in decision making both in the classroom 

and school wide (Ingersoll & Smith, 2003). Ingersoll (2012) stated that some districts and 

schools implement induction and mentoring programs to provide support for new 

teachers and decrease attrition rates. The first two years of teaching are critical for setting 

the foundation for a new teacher’s career.  Ingersoll and Strong (2012) stated that the 

support that new teachers receive may have a significant impact on their teaching 
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practices and decision to remain in the profession.  Such programs are offered to provide 

a structured or systematic way of supporting new teachers.    

Goldrick (2016) identified four key components to developing a successful 

induction program: [1] capable instructional mentors, [2] effective school principals, [3] 

multiple support structures for beginning teachers, and [4] ongoing program evaluation.  

According to Goldrick (2016), the development and selection of capable instructional 

mentors ensures that the mentors who support new teachers are effective teachers 

themselves. It also includes providing training for the mentors to guarantee they are given 

the necessary tools and skills to effectively support new teachers. Effective school 

principals should be strong instructional leaders who know what high-quality instruction 

looks like and can guide their teachers to implement such instruction. Some examples of 

the multiple support structures that can be provided for new teachers may include, but are 

not limited to, the following: providing onboarding support to get new teachers 

acclimated to the campus climate and structures, learning effective classroom 

management strategies, proficient lesson planning and delivery of high-quality 

instruction, and understanding how to use data to positively impact student achievement. 

This study sought to examine the influence that mentoring and induction activity have on 

the retention of new teachers.    

This review of the literature exemplifies the written works which are relevant 

to this study focusing on teacher preparation and training, attrition, and retention of new 

teachers.  Chapter II is specifically organized into five sections:   

1. Historical Background of Teacher Education, Induction and Mentoring   

2. Teacher Attrition  
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3. Teacher Retention  

4. Conceptual Framework – A 50-State Review of Policies on New Educator  

     Induction and Mentoring  

5. A Review of Nationally Recognized Induction and Mentoring Programs.    

Historical Background of Teacher Education, Induction, and Mentoring 

 The following section takes you through an overview of the history of education 

in the United States. This journey goes from the origins of teaching, when proponents had 

to make the case for formalizing teacher education through educational reforms in 

teaching, teacher certification, mentoring,  the process of earning a teaching certificate in 

the state of Texas to looking at how mentoring and induction programs have been used to 

support novice teachers and promote teacher retention. 

Historical Origins of the Teaching Profession   

Lucas (1997) stated that in the seventeenth and eighteenth centuries, teacher 

training was virtually non-existent. Those who taught students varied from housewives 

and widows who were barely literate, operating what was referred to as dame schools, to 

well-educated college graduates teaching small children basic literacy skills (Lucas, 

1997). The need for formal preparatory teacher training was not highly regarded until the 

early nineteenth century. Most of the population deemed the trades and agrarian 

occupations as being more important since those were the areas that most people 

pursued. Furthermore, there was an infinitesimal number of people attending any 

schooling, and for those who did, their attendance was irregular (Lucas, 1997).   

According to Lucas (1997), during this era, teaching was viewed as a part time or 

temporary occupation since neither the school day nor year were lengthy. Basic 
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knowledge or familiarity with the common subjects taught to children was all that was 

deemed necessary to be a teacher (Lucas, 1997). Early schoolmasters were usually men 

who taught school to facilitate their pursuit of other professions, such as seminary studies 

to become future pastors (Lucas, 1997). Various young men who experienced failure at 

other professions attempted to avoid manual labor or desired to supplement their incomes 

to pay tuition pursued teaching as a stepping-stone to their future profession (Lucas, 

1997). According to Lucas, teaching was not viewed as an occupation that required 

special training or lengthy preparation.   

From a Predominantly Male-to-Female Driven Profession   

Lucas (1997) stated that the profession came to be primarily female dominant in 

the early 1800’s. Lucas (1997) described how women were called to step in and become 

teachers to meet the demands of the student population growth. There continued to be a 

shortage of male teachers, as they would leave to do field work during planting and 

harvesting season, take industrial jobs, or seek opportunities in the western 

frontier. According to Lucas (1997), these vacancies were filled by the most promising 

female students, who upon graduation, assumed the role of teacher. In addition, the 

premise of women being able to demonstrate the same nurturing manner which they 

traditionally displayed at home, or as a mother, was expected to be transferred into the 

school setting (Beecher, 1829). Therefore, to address the teacher shortage issue, women 

began to fill the numerous teacher vacancies. Another trend that arose during the mid-

1800’s was that women were paid as little as one-half or a third of what men were 

paid (Lerner, 1977).   Men were advised to teach at the secondary levels and tended to 
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move into positions as school principals and superintendents. This led to a male 

dominated leadership over a predominantly female occupation (Lucas, 1997).  

Advocacy for Formal Teacher Preparation   

The idea of providing teacher training was not highly regarded since the pervasive 

perception was that teachers were easily replaced and required little to no exceptional 

skills or commitment (Lucas, 1997).  The researcher also explained that according to 

public opinion, the act of teaching was not very complicated or cognitively challenging 

enough to warrant specialized training. Lucas stated that between the 1820’s and 1840’s, 

there was a great deal of debate regarding the merits of providing pedagogical and subject 

area teacher preparation training, as other professions such as law schools, theological 

seminaries, and medical colleges provide.    

Lucas (1997) indicated that in the late 1800’s, William F. Phelps advocated for 

teacher training, indicating that it should provide more professional instruction to produce 

good teachers. Advocating for such training would ensure that more advanced academic 

learning for teachers would occur. Lucas stated that Phelps proposed that the 

training should be provided at colleges and universities versus traditional common 

schools. According to Lucas, during the mid-to-late 1800’s, there was a surge of colleges 

and universities that began to establish programs or offer courses. In 1850, Brown 

University started a normal department. Rhode Island Normal School followed five years 

later in 1855. The University of Michigan began offering a series of lectures on the 

Philosophy of Education, School Economy, and The Teaching Art (Lucas, 1997).    

Lucus (1997) stated that in 1873, the University of Iowa became the first 

university to establish a permanent chair of education and subsequently created a College 
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of Normal Instruction. More colleges and universities followed by creating teachers 

training programs. In the late 1880’s, by the end of the century, there were approximately 

114 colleges and universities offering teacher courses or programs. This resulted in 

nearly one-fourth of all private liberal colleges offering some form of teacher preparation 

by 1900.   

According to Lucas (1997), debate regarding the details of how teacher programs 

should be developed, as well as who should teach it, continued throughout the late 19th 

and 20th centuries. There were several debates regarding whether teacher preparation 

courses should be developed by former classroom teachers, school administrators, or 

university scholars (Lucas, 1997). Some questioned whether other university 

departments, such as psychology, philosophy, and sociology for example, could 

contribute to the development of the curriculum for teaching and learning. The question 

of whether teacher education was a legitimate professional undertaking and if there was 

an essential core of knowledge to establish the foundation of teacher education 

programs continued to surface during that era (Lucas, 1997).  

The Establishment of Teacher Preparation Programs   

Lucas (1997) found that the 20th century saw an increase in the number of 

students enrolled in elementary and secondary schools to the amount of approximately 

23.5 million in 1930. Despite the vast increase in students, there continued to be a 

shortage of teachers to meet the demand, especially at the secondary level (Lucas, 1997). 

The total number of teachers grew from 423,062 in 1900 to more than 640,000 in 1930 

(Lucas, 1997).    
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According to Lucas (1997), the requirements to establish and improve teacher 

education increased very slowly between the 1890s to as late as 1952. Lucas, 1997 

indicated that in the 1890s, 5% of elementary teachers had no education beyond the 

elementary level. Only one-fifth of elementary teachers reported having attended college 

for one year or less. By 1931, only approximately 10%-12% of elementary teachers had 

attained a bachelor’s degree, and 25% of secondary teachers had not completed four years 

of college. While the percentage of teachers who had less than two years of college had 

decreased significantly from 25% to 8% by 1952, the majority of elementary teachers still 

had not graduated from college (Lucas, 1997).    

Lucas (1997) stated at the inception of teacher certification, only three states had 

assumed responsibility for developing minimum requirements. All other states left the 

responsibility of teacher licensing up to the discretion of state and county authorities, as 

no minimum requirements had been established. The most prevalent trend was for the 

state to provide general guidelines, which were then enforced at the discretion of the 

school district officials to apply them (Lucas, 1997).   

In 1921, nearly half of the states issued teaching licenses to individuals who were 

able to pass an examination covering the primary level subjects taught (Frazier, 1938). 

Frazier stated that there were no other academic requirements to pass at the time. 

According to Frazier, by this same year of 1921, 14 states began to institute high school 

graduation as a minimum requirement. By 1937, 32 states required a year or more of 

college training. There were only eight states that did not have a post-secondary 

education requirement. By 1930, nearly every state issued elementary level teaching 
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certificates; 26 states issued certificates for junior high school; and 31 of the states issued 

licenses for high school certificates (Frazier, 1938).   

Lucas (1997) expressed that the push for more uniformity and objective 

guidelines for hiring and retaining teachers became essential for state departments of 

education. There was a push to require applicants to have completed four years of 

college. Lucas proposed, “Replace locally administered examinations with college-level 

courses in pedagogical theory and classroom methodology” (p. 52). According to Lucas 

(1997), as states began to enforce such teacher education requirements, colleges and 

universities began to shift their course offerings. They began to demonstrate more 

urgency than their once laissez faire attitudes towards education programs (Lucas, 1997). 

This was because teacher certification had become closely aligned with the requirement 

for students to attain a baccalaureate/four-year degree with a specified number of state-

mandated education courses (Lucas, 1997).     

Education Trends, Transformations, and Reforms between the 1940s through the 

1990s   

According to Denham, Lieberman, and California State Commission for Teacher 

Preparation and Licensing (1980), teacher education training witnessed several changes 

based on challenges and the impact of public opinion from those enrolled as students, 

professors, K-12 school personnel to educational critics. At the heart of the debate 

usually was, what should teacher preparation look like or what components 

were essential (Denham et al., 1980). It was often espoused that the program should 

include a liberal, general education that included an extensive study of a core academic 
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field, training in professional education, and comprehensive practicum teaching 

experience (Denham et al., 1980).   

According to Joyce and Weil (1972), in the 1970s, several recommendations and 

proposals regarding teacher education reform were submitted by various educational 

organizations such as the American Association of Colleges for Teacher Education, 

California Commission for Teacher Preparation and Licensing and the National Institute 

of Education. In 1975, Walter Borg proposed three key components that a student 

teaching program should include with specific guidelines: (a) student teaching should 

guide the student to focus on critical behaviors and skills that will be implemented in 

teaching; (b) prospective teachers should be assigned to an effective supervising teacher 

who can model the expected skills and behaviors; and (c) practice and feedback on the 

employment of such skills should be provided to the student teacher. Borg (1975) 

conducted an exhaustive review of the literature on conventional teacher education 

programs. The researcher’s findings indicated that the traditional teacher education 

program did not produce evidence that resulted in making a difference in successive 

teaching behavior. In addition, there was no evidence that teaching methods courses made 

a quantifiable impact on subsequent teaching behavior or student achievement (Borg, 

1975).      

Johnson (1974) described how there was a competency-based teacher education 

movement during the 1970s. This was based on the premise that teacher candidates 

should be required to demonstrate mastery of essential competencies that successful 

classroom teachers should possess. In addition, education reform emphasized the need for 

teachers to be prepared to work with special student populations such as children who 
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were economically disadvantaged, ethnic minorities, and children with disabilities 

(Johnson, 1974). Around this time, there was a push for colleges of education and public 

schools to work collaboratively to design more successful teacher training programs 

(Johnson, 1974).   

Lucas (1997) stated, “Colleges of education have failed to challenge or refute the 

persistent attitude of public opinion.” Lucas also espoused that the lack of a clearly 

defined course of study for teacher preparation programs, has perpetuated the pervasive 

lack of respect for the teaching profession. According to Lucas (1997), teacher 

deficiencies and incompetence were the result of the failure of teacher preparation 

programs, which fueled many of the educational reforms from the 1940s to the 1990s.    

Student Teaching: Historical Trends and the Impacts from Different Perspectives   

Based on information presented by Lucas (1997), there were discrepancies 

regarding the effectiveness of student teaching on student teachers’ instructional 

preparation. These discrepancies could be analyzed from three different perspectives: the 

student teacher, campus and cooperating teacher, and university supervisory faculty/staff 

(Lucas, 1997).    

The student teacher. On one side of the issue were survey reports of teacher 

education program graduates, which identified early student teaching experiences as 

having the greatest importance in their training. While new graduates expressed the 

gamut of opinions on the effectiveness of pedagogy courses, nearly all surveyed agreed 

that field experience was an essential component of a beginning teacher’s preparation. On 

the other side of the issue, there was limited research that substantiated the purpose of 

placing student teaching at the heart of every teacher preparation program (Beyer 
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& Zeichner, 1982). Leavitt (1992), stated that opponents proposed that research provided 

very little reason to believe that supervised field experiences alone were very effective in 

preparing student teachers. Others espoused that practicums could be ineffective and 

counterproductive in many cases.   

Lucas (1997) identified some of the challenges that were presented from the 

student teachers’ perspectives. First, Lucas (1997) described how student 

teachers experienced cognitive dissonance between the process of observing the 

instructional setting and actually being responsible for managing it once their 

independent practice teaching began. Lucas (1997) explained that student teachers often 

abandoned what was learned in their coursework and went into survival mode to manage 

student behaviors versus focusing on instruction. Another potential challenge was that the 

gap in time between a student teacher’s methods courses and actual time to apply the 

learning could make it difficult to produce a positive impact on their instructional 

practice or implementation (Lucas, 1997).    

Campus and cooperating teacher. The second perspective regarding the impact 

of student teaching was from the campus and cooperating teachers’ points of 

view. Cooperating teachers had the ability to influence the student teacher’s mindset 

regarding their student teaching experience. Lucas (1997) stated that cooperating teachers 

could “reinforce the teaching initiative’s growing perception that prevailing practice 

defines the limits of what is possible” (p. 130). When instances like this occurred, 

it impacted the possibility of student teachers being unable to incorporate lessons or 

content learned from their coursework, as it was sometimes espoused that theory was not 

necessarily applicable to real-world situations (Lucas, 1997). Consequently, student 
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success was then based on how closely they aligned their actions to those of the 

cooperating teacher or school culture, (Lucas, 1997). While real world application 

experiences must occur in the authentic classroom setting, access to support from 

cooperating teachers can pose a problem for student teaching opportunities. Lucas (1997) 

described how workplace demands and teaching loads placed on cooperating teachers 

were items which potentially prevented cooperating teachers from taking on the 

additional responsibilities of mentoring a student teacher.     

University supervisory faculty/staff. There are a few challenges that impact the 

student teaching experience from the university perspective. According to Lucas (1997), 

there is the potential for faculty members to experience personal conflicts as they need to 

dedicate time to visit K-12 campuses as field supervisors for their student teachers. 

However, they also have the pressures to conduct research and write grants to pursue 

self-promotion or tenured positions. Lucas explained that spending time out in the field 

can potentially impede their professional growth. As a result, student teaching field 

supervision may be delegated to adjunct professors and instructors.  Lucas described how 

each respective role presented a different perspective regarding the impact that field 

experiences had on a student teachers’ instructional practice and preparation for a 

teaching position.   

Harty (1978) foretold of future pre-service and in-service teacher preparation and 

trends that could impact how teachers would potentially receive ongoing professional 

development training. Harty proposed that reforms could arise from what was described 

as “field-based professional development (PD) complexes.” Such complexes were 

described as a collaboration between higher education, local education agencies and 
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professional development centers that would provide pre-service and in-service 

education.  Harty also proposed possible teacher preparation trends and reforms to come. 

Some suggested reforms were as follows:   

 incorporating classroom teaching practices  

 ongoing training of new and veteran teachers   

 engaging teachers in research, evaluation  

 the adoption of new instructional practices.   

In addition, Harty (1978) stated that professional development complexes may 

become accountable for its professional development activity, impact accreditation, 

credentialing, licensing, along with the systems to police and refine itself. Harty further 

proposed that PD complexes could begin to provide teacher preparation that would be 

more closely aligned to classroom instruction. Harty also stated that PD complexes could 

begin to create alternative career patterns, promoting career-long teacher preparation 

programs. Furthermore, Harty explored the possibility of PD complexes getting students, 

parents, and community members involved in teacher education reform.    

According to Harty (1978), teacher preparation was viewed as being inadequate, 

lacking, and failed to prepare pre-service teachers for real-world classroom and school 

experiences. Pre-service teachers failed to gain access to school and classroom-based 

experiences until their student teaching occurred (Harty, 1978). In addition, professors’ 

lack of exposure to K-12 students limited their ability to adequately shape and prepare 

pre-service teachers for success. Harty described the educational system in the following 

manner: “Generally speaking, it is paradoxical that a profession that pontificates so much 

on the maxim ‘learn by doing’ should be so frugal in providing ‘doing’ experiences for 
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its own neophytes” (Harty, 1978, p.4). The researcher also proposed that early and more 

frequent field experiences would promote the development of a greater level of teacher 

competence (Harty, 1978).    

According to Harty (1978), one of the challenges that could substantiate the 

development of PD complexes included limited university supervision support for pre-

service teachers. Oftentimes, graduate students were assigned as supervisors. Harty stated 

that this posed a challenge at times when a graduate student’s personal workload was too 

heavy, the pre-service teachers received little to no support. In addition, Harty stated pre-

service teachers sometimes received limited support at the campus level. For example, 

campus-based cooperative teachers could be willing to offer support for pre-service 

teachers. However, at times they lacked true competence and skills to be effective 

cooperative supervisors for pre-service teachers. Therefore, Harty (1978) suggested that 

PD complexes could provide in-service teachers with professional development and 

advanced training in classroom instruction and management to help them become 

stronger clinical supervisors for pre-service teachers.    

Harty (1978) also suggested several ways that PD complexes could be formed to 

shape the future of teacher preparation programs. Some of those suggestions have come 

to fruition while others are still areas of concern that linger or need to be addressed.  

Teacher Certification: From Traditional to Alternative Approaches   

The pathway to teaching initially was only attained through traditional college 

and university teacher preparation programs. A push for change began during the 1980s 

and 1990s when teacher-education reformers began to call for greater collaboration 

between school and college partnerships to develop teacher preparation programs (Lucas, 
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1997). Robert Roth of California State University, Long Beach, declared the trend of 

training teachers outside of traditional college and university programs (Gage, 1984). 

Roth reported nearly 34 to 48 states had produced more than 40 alternative certification 

programs that were based around several partnerships between school districts, state 

agencies, colleges, and universities (Roth, 1994). 

According to Lucas (1997), alternative certification trends indicated that the 

number of teachers receiving certification via this pathway more than doubled between 

1985 and 1990. What started out as the senior thesis of a 1989 Princeton graduate became 

one of the most recognized alternative teacher preparation programs, Teach for America 

(TFA). It was based on recruiting and training graduating seniors who majored in areas 

outside of the field of education major. These recruits were provided a six-week pre-

service practice teaching experience, followed by two weeks of supervised induction at a 

school site, and then placed in full-time teaching positions for a minimum two-year term 

(Lucas, 1997). The 1980s and 1990s witnessed the trend of states, organizations, and 

local school districts such as The National Center for Alternative Preparation of Teachers 

of Georgia, Texas Alternative Certification Association, Maryland and New Jersey to 

develop alternative certification teacher preparation programs. These programs provided 

a means of providing a faster way of increasing the supply of teachers for critical needs 

areas and times of teacher shortage (Lucas, 1997). 

Roth (1994) predicted in the 1990s that colleges and universities needed to 

increase the number of students who were prepared to work in hard-to-staff schools, be 

able to attract a more diverse pool of teaching candidates, and collaboratively develop 

partnerships with schools to create environments that offered professional development 
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versus using schools solely as observation sites. Roth (1994) declared, “It must be 

recognized that one of the most significant transformations in the history of teacher 

education has already begun.”  

Texas Teacher Certification Process and Options for Becoming a Teacher   

Teachers in the state of Texas can receive teacher preparation certification support 

from various sources: for profit, non-profit organizations, and government agencies. 

There are four major organizations that create policies and implement teacher preparation 

programs in Texas:   

1. State Board of Educator Certification   

2. Texas Education Agency   

3. Texas Higher Education Coordinating Board   

4. Teacher Preparation Providers.   

The State Board of Educator Certification (SBEC) is the entity that oversees and 

regulates the entire certification process. SBEC has developed and conducts a new 

teacher survey to collect information at the end of the first year of all teachers who 

participate in a Texas teacher preparation program. The purpose of the survey is to collect 

responses regarding the effectiveness of Educator Preparation Programs (EEPs) 

preparing new teachers to succeed with teaching in the classroom (Bailey, 2017).    

Minimum Requirements to Teach in Texas   

According to the Texas Education Agency (TEA) website (2019), the state of 

Texas has five specific criteria that teacher candidates must possess to acquire state 

certification:   

1. An earned B.A. degree from an accredited college or university  
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2. Completion of a state approved teacher preparation program  

3. Candidates must pass a pedagogy or content exam   

4. They must submit an application to the state  

5. Candidates must be fingerprinted during a background check.   

Candidates must also receive supervision and support from assigned educators. 

The support includes a minimum of three 45-minute observations. Cooperating teachers 

and mentors must be trained, either by the provider or school districts. Documentation 

must be provided that demonstrates the training is scientifically research-based and that 

the training occurred.     

Pathways to Attain Teacher Certification in Texas   

There are three pathways by which a teacher candidate can become certified to 

teach in Texas (TEA, 2019). First is the traditional baccalaureate/undergraduate program. 

Candidates complete their undergraduate degree program via a college or university. 

These teacher candidates are required to complete a 12-week, full-time clinical teaching 

experience. Second is the traditional post-baccalaureate program which allows a 

candidate who holds a bachelor’s degree or higher to seek certification through a college 

or university. These teacher candidates are required to complete an internship as a teacher 

of record for one full school year. A third pathway is through an Alternative Certification 

Program. This option allows teacher candidates with a bachelor’s degree or higher to seek 

certification through multiple state-approved entities outside the traditional university 

setting. Some of those entities include Education Service Centers, school district 

programs, for-profit and non-profit organizations. Teacher candidates in this type of 
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program must complete the 180 day/full school year internship or complete clinical 

teaching in an undergraduate program (Bailey, 2017).    

Pros and Cons of the Texas Traditional and Alternative Certification Program 

Pathways   

According to Bailey (2017), Texas leads the nation in producing the greatest 

number of alternatively certified teachers in both non-university (48%) and university-

based (16%) certification programs. Bailey also reported that the TEA data suggested that 

alternative certification programs capture a more diverse pool of candidates, training 

more men and racially/ethnically diverse teacher candidates than the more traditional 

programs.    

The findings regarding which certification route produces the most effective 

teachers, either traditional or alternative certification programs, is inconclusive and 

inconsistent. According to Darling-Hammond, Holtzman, Gatlin, and Heilig (2005), 

some studies indicate that traditionally prepared teachers produce greater academic 

achievement gains than their alternatively certified counterparts. Darling-Hammond et al. 

pinpointed one major influencing factor, which is the degree to which the teacher 

candidates receive pedagogy training. This factor may help predict teacher effectiveness 

more accurately (Bailey, 2017).   Furthermore, Bailey reported that teacher retention rates 

are higher for teacher candidates prepared in a traditional undergraduate program (75.4%) 

versus candidates prepared in an alternative certification program (63.5%) or trained in a 

post baccalaureate program (63.2%) as reported over a five-year period from 2010-

2015 (Bailey, 2017).    
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Teacher Induction and Mentoring Programs   

Wood and Stanulis (2009) described a quality teacher induction as “enhancing 

teacher learning through a multi-faceted, multi-year system of planned and structured 

activities that support novice teachers’ developmentally-appropriate professional 

development in their first through third year of teaching.” Induction programs of the past 

have represented the educational reforms and teacher development trends of the era in 

which they were created. Likewise, state induction programs have been developed in 

phases. Wood and  Stanulis (2009) described four distinct waves that reflect the 

legislative implementation trends of their time. Fluctuations in budgetary and legislative 

trends had a major influence in why the term waves was used to describe the induction 

program eras. The time frame of the four waves were defined as follows: (a) the first 

wave was established prior to 1986; (b) the second wave was implemented between 1986-

1989; (c) The third wave was implemented between 1990-1996; and (d) the fourth wave 

was implemented between 1997-2006 (Wood & Stanulis, 2009, p. 2).    

Quality induction programs progressed from one-to-one mentoring to a more 

comprehensive form of induction that has multiple components. Each wave was 

defined by unique characteristics that describe the trends of its origin. First-

wave programs spanned from 1978-1985 and were characterized by focusing on new 

teacher needs and well-being. They existed in eight states. Many aimed at preventing 

attrition, increasing new teacher satisfaction and competence. The initial programs were 

very informal, lacked structured, and were rarely funded. Second-wave programs spanned 

from 1986-1989 and occurred in 30 states. Program structure varied among the states. 

Some programs provided site-based mentoring while others were state-mandated. The 
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state-mandated programs tended to be slightly more structured than site-based, as they 

incorporated observations and professional development. Third-wave induction programs 

occurred between 1990-1996. These induction programs were more structured, as many 

were driven by the New Teacher Assessment and Support Consortium (NTASC) 

standards for teacher induction, state teaching or content standards. There was evidence 

that many Third-wave programs were effective. One-half of the programs incorporated 

professional development, three-fourths included a formative assessment system, and one 

hundred percent of the programs included a mentoring component.  Fourth-

wave programs were known for providing comprehensive, organized support and 

assessment. Such programs offered mentoring, professional development, and formative 

assessment (Wood & Stanulis, 2009).    

Induction Programs: Bridging the Gap Between Student Teaching and the Real 

World   

Wood and Stanulis (2009) defined induction as “a coherent, comprehensive 

system of intensive support, professional development, and formative assessment for 

novice teachers lasting from one to three years.” According to Wood & Stanulis (2009), 

quality induction programs were designed to be a bridge between student teaching and 

the professional teaching position. During this time period, the support is intended to 

meet the unique needs that new teachers typically encounter. Wood and Stanulis (2009), 

described three key frameworks that shaped the way induction programs were designed. 

The first framework focused on helping new teachers transition developmentally from the 

pre-service phase, often referred to as students of teaching, to the in-service phase, known 

as teachers of students. This phase was characterized as providing new teachers with 
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training on setting up classrooms and establishing classroom management routines. The 

second induction framework was designed to provide new teachers with socialization 

support. They were focused on helping new teachers get acclimated to their campus and 

district cultures. Such programs focused on helping new teachers fit in the school culture 

and included orientation and induction activities (Wood & Stanulis, 2009). Quality 

induction programs were designed to help new teachers develop in the areas of subject 

matter content and pedagogy. The goal of induction programs shifted from being 

exclusively concerned about teacher well-being and retention at their inception to 

including more of a focus on improving teacher quality, supporting the needs of diverse 

learners and increasing student achievement as legislation and accountability measures 

increased (Wood & Stanulis, 2009).    

Wood and Stanulis (2009) found that around the time of the development of 

Fourth-wave induction programs, research began to define consistent program 

components that should drive the development of quality induction programs. Based on 

the research, Wood and Stanulis (2009), identified nine key program components that 

should be taken into consideration when developing an induction program, placing an 

emphasis on the first six. They were identified as follows:    

1.  Educative mentor’s preparation and mentoring of novice teachers,   

2. Reflective inquiry and teaching practices,   

3. Systematic and structured observations,   

4. Developmentally appropriate professional development,   

5. Formative teacher assessment,   

6. Administrators’ involvement in induction,   
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7. A school culture supportive of novice teachers,   

8. Program evaluation and/or research on induction,   

9. A shared vision of knowledge, teaching, and learning.    

Many of these components are at the foundation of the criteria used to develop 

quality induction programs to date.    

Teacher Attrition  

 United Nations Educational, Scientific, and Cultural Organization Institute for 

Statistics (UNESCO UIS) (2019) defines teacher attrition as “the percentage of teachers 

at a given level of education leaving the profession in a given school year.”  

Job satisfaction factors contributing to teacher attrition. Teacher satisfaction 

plays a major role in whether a teacher decides to continue within or leave the 

profession. In the MetLife Survey of the American Teacher, Markow and Pieters (2012) 

set out to explore the type of factors that were identified as impacting teacher job 

satisfaction and their intention to remain in the profession. According to Markow and 

Pieters (2012), some of those factors include school budgets, salary compensation, 

professional environment, teaching conditions, and parental interactions.    

Teachers who reported being very satisfied with their jobs declined form 59% in 

2009 to 44% in 2011. A similar trend occurred in the area of teachers' perceptions 

regarding leaving the profession. In 2009, 17% of teachers reported that they were likely 

to leave the teaching profession to seek another occupation. However, in 2011, that figure 

increased to 29% (Markow & Pieters, 2012).  
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According to the Markow and Pieters (2012), teacher job satisfaction had a 

significant impact on the teachers’ intention to leave the profession. Survey results 

indicated that the following factors were significant predictors of attrition:    

 When a teacher feels unqualified to teach the class to which they are 

assigned;   

 If the teacher feels their salary is fair for the work they do;   

 Whether there is adequate time for planning and grading.   

According to Mee and Haverbeck (2014), there are a few factors such as classroom 

management, difficulty with implementation of the curriculum, and organizational issues 

that have impacted middle school teachers’ commitment to remain or leave the profession 

regardless of their teacher preparation. Mee and Haverbeck (2014) identified several key 

indicators from their research of why many teachers leave the teaching profession. They 

are low pay, lack of administrative support, poor induction, and frustrations with 

classroom behaviors. 

According to Mee and Haverbeck (2014), middle school teachers usually choose 

to teach at that level because of their affinity to work with students in that age group or 

content area. The researchers proposed that middle school teachers may be more likely to 

remain in teaching if they were to receive specialized middle school training as opposed 

to elementary and high school training, as is the typical course of teacher training. 

Mee and Haverbeck (2014) set out to explore middle school teachers’ perceptions and 

how their teacher preparation programs impacted the teachers’ decisions to remain in the 

middle school classroom. The findings of the study indicated that most of the participants 

had a strong desire to commit to teaching middle school students. However, despite their 
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commitment and satisfaction with their teacher education programs, several participants 

expressed concerns with classroom management and key administrative paperwork issues 

like grading papers, managing IEPs, and 504 Plans as items that impacted their thoughts 

regarding reasons for potentially leaving the teaching field.  In addition, 

Mee and Haverbeck (2014) reported that having specialized training that focused on 

middle school helped new teachers prepare for real life situations. Teachers who did not 

receive the specialized training struggled with addressing behavior and managing 

the classroom (Mee & Haverbeck, 2014).    

According to the Markow and Pieters (2012), teacher job satisfaction had a 

significant impact on the teachers’ intention to leave the profession. Results indicated that 

the following factors were significant predictors of a teacher’s satisfaction with their 

career.    

 The teacher is not assigned to a class they feel unqualified to teach.   

 They feel that their salary is fair for the work they are assigned.   

 The teacher has adequate time for planning and grading.   

 There is a safe environment where there are not threats to teachers and staff by 

students.   

 The school does not have problems with disorderly student behavior.   

 The teacher is treated as a professional by the community.   

 The teacher has adequate involvement in team building and problem-solving.   

 The teacher can influence policies that affect him or her.   

 Teachers have adequate time for classroom instruction.   

 Teachers can influence student promotion or retention.   
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 Teachers are involved in shaping the school curriculum.   

Markow and Pieters (2012) reported teachers with low job satisfaction were three 

times more likely to leave the profession within five years than the teachers who reported 

high job satisfaction (41% vs 13%). They found that there is very little demographic 

difference between teachers with high and low job satisfaction. However, there was a 

difference between both groups when referring to the school setting, student 

demographics, and teacher satisfaction. Teachers with low job satisfaction were more 

likely to teach in urban schools (32% vs 28%) and schools with more than two-thirds 

minority students (40% vs 28%) than their colleagues who do not teach in similar 

settings. Contrary to teachers with low job satisfaction, those who are likely to leave the 

profession tend to not work in urban schools (Markow & Pieters, 2012). 

Other significant factors impacting teacher satisfaction include perceptions about 

salary, health, and retirement benefits. Teachers with low job satisfaction were less likely 

to say that the aforementioned factors are fair or comparable to the work they do. In 

addition, teachers with low job satisfaction are more likely to report that staffing and 

professional learning opportunities, programs, and resources available to their schools 

have been reduced as compared to their colleagues with high job satisfaction (Markow & 

Pieters, 2012). 

Shakrani (2008) identified the reasons, with the greatest percentage (57%) of 

teachers leaving the profession, are teacher dissatisfaction or their desire to pursue 

another profession. Some of the reasons that teachers stated included lack of planning 

time, heavy workload, challenging student behavior, and lack of influence over school 

policy.   New teachers are generally impacted as they are often assigned more challenging 
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students than their more experienced colleagues. In addition, things are even more 

confounded when new teachers are not provided the necessary professional support, 

coaching/mentoring, modeling, or feedback to thrive in the profession (Shakrani, 2008).  

According to Simos (2013), some of the reasons that new teachers leave are as 

follows: cognitive dissonance between their expectations and the harsh realities of their 

first year of teaching; being assigned very challenging classes, multiple trainings, duties, 

and the pressures of high stakes testing. New teachers are often overwhelmed by each of 

these factors and by the fact that they can impact their teacher evaluation. Many of 

the aforementioned factors have a significant influence on teachers’ professional job 

satisfaction, thus impacting whether teachers leave or remain in the profession (Simos, 

2013).    

Campus level factors influencing teacher attrition.  There are several factors 

that impact a new teacher’s decision regarding whether to remain in the profession. 

According to Curtis (2012), nine categories were identified regarding why teachers leave 

the profession. The top three reasons that received the greatest number of responses 

included (a) lack of administrative support, (b) lack of parental support, and (c) lack of 

suitable compensation. Curtis also stated that the importance of how one feels about their 

daily work influences how effectively they do their work. The same holds true for 

whether new teachers choose to remain on a campus or leave. Some of those factors may 

be due to the new teacher’s preparation before they begin their first job. Other factors 

may be related to the support they receive, or the lack thereof, implementing the daily 

tasks of teaching, such as lesson planning, delivery, classroom management as well as a 
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new teacher’s perception of their ability to contribute to the decision making and success 

of the school (Curtis, 2012).    

            When teachers feel unsupported and that they are not getting sufficient support to 

experience success with providing effective instruction, it can greatly impact teacher 

attrition (Moore, 2016). Curtis (2012) stated that bridging the gap between pre-service 

teachers’ expectations of teaching and their present reality of the job requirements may 

help decrease attrition rates. When new teachers are provided training or encounter field 

experiences that build self-efficacy, they are more likely to remain in the profession or in 

their position (Curtis, 2012). Mee and Haverbeck (2014) reported that new teachers 

expressed having specialized training that focused on middle school helped them prepare 

for the real-life experiences of teaching. Those teachers who did not receive the training 

struggled with addressing behavior and managing the classroom.    

            Administrative support plays a major role in teacher attrition at the campus level. 

Luther and Richman (2009) identified the impact of teachers feeling supported by their 

principal as a major influencer on teacher attrition. Additionally, Luther and Richman 

(2009) indicated that the results of their study mirrored other studies, in that the 

participants identified lack of administrative support and lack of influence in making 

decisions as major reasons for teacher attrition. Principals who develop a climate that 

encourages or empowers teachers to be part of decision-making can enhance teacher 

retention. Sometimes decision-making factors may be at the classroom level, campus-

wide or beyond. For example, lack of professional academic freedom and high-stakes 

assessment were two factors that impacted teacher attrition. According to Luther and 

Richman (2009), participants indicated that they felt restricted and unable to veer from 
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the curriculum guides due to high-stakes testing. While participants acknowledged the 

importance of accountability standards, they expressed concerns about their inability to 

demonstrate creativity and academic autonomy. This inadvertently impacted self-efficacy 

and morale in some instances (Luther & Richman, 2009). 

In addition, Curtis (2012) identified several factors that impact teacher attrition, 

stating that when teachers perceive that they have little or no control in decision-making, 

social, and instructional decisions, there is a greater probability of teacher attrition to 

occur. Furthermore, when teachers experienced dissatisfaction with student motivation 

and lack of administrative support, their decisions to leave or remain in the profession 

were impacted as well. Finally, the school administrator’s role had a major impact on the 

success and retention of new teachers (Curtis, 2012).    

            The daily job tasks of a teacher can be taxing and impact teacher attrition as well. 

Mee and Haverbeck (2014) concluded that there are a few factors such as classroom 

management, difficulty with implementation of the curriculum and organization issues 

that have impacted middle school participants’ decisions to remain or leave, regardless of 

their commitment and teacher preparation. In addition, Mee and Haverbeck (2014) found 

that their participants reported experiencing challenges with classroom management daily 

and felt overwhelmed with the pressures of trying to cover the entire curriculum in a 

specified amount of time. They also reported experiencing lack of support with 

implementing the curriculum. Participants in the Mee and Haverbeck (2014) study 

reported issues of concern with managing student record keeping and grading. 

Specifically, their frustrations stemmed from excessive paperwork such as grading 
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student work, managing attendance, IEPs and not feeling confident with organizing or 

managing such tasks.  

According to Simos (2013), teachers face challenges such as managing heavy 

preparation loads like planning for six different courses. Moreover, they expressed 

concerns of dealing with the challenges of teaching more than 100 students per day. As 

stated in the study conducted by Simos (2013), participants expressed concerns with 

instructional support that ranged from no support at all to an overwhelmingly excessive 

amount. Managing such major tasks can be overwhelming for the most experienced 

teachers. Therefore, learning to manage such voluminous and major tasks can seriously 

impact new teacher attrition, causing them to leave any campus or the profession all 

together (Simos, 2013).    

            The aforementioned information provides various reasons regarding why teachers 

leave the profession. Amid researching the reasons for attrition, several of the studies 

offered suggestions for curtailing attrition. Some of the suggestions are focused on the 

value of personnel support from administrators, coaches or mentors. Other suggestions 

emphasize the value of implementing induction and mentoring programs.    

Some of the characteristics or actions that teachers value and that positively 

combat teacher attrition are as follows: A passionate principal who avails themselves, 

successfully connects with their staff, supports teachers and includes teachers in decision-

making. Teachers value a principal who empowers their staff and provides ample 

opportunities to grow professionally. In addition, they identified that they also value a 

principal who provides and protects collaborative planning time Curtis (2012).  
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According to Luther and Richman (2009), positive collegial and administrative 

support are factors that decrease the rate of teacher attrition. Participants in the study 

indicated that the support they received from colleagues gave them motivation and the 

inspiration to remain in the profession, sometimes beyond their originally planned 

departure. When participants felt as though they were respected by, listened to, were 

encouraged to grow professionally and overall were supported, they spoke highly of their 

administrator. Supported participants described such administrators as friendly and fair, 

and they stated they felt supported and even attributed their career success to their 

administrators. On the contrary, participants who left the school or profession often 

attributed their reasons for leaving to principals who they felt lacked those characteristics 

and did not offer them support.  Luther and Richman (2009) also reiterate how 

developing administrative leadership to be more collaborative and democratic, 

empowering teachers, providing teachers with the training, support, and recognition they 

need are ways that districts can begin to positively impact teacher retention.    

Luther and Richman (2009) recommended that school districts must make a 

concerted effort to focus on ensuring teachers feel esteemed and appreciated to build 

teacher morale and decrease teacher attrition. Participants indicated that school districts 

can build morale by ensuring teachers feel supported, respected, acknowledged, listened 

to and included in decision-making. In addition, they emphasized that districts should 

invest in teacher growth and professional development. One form of support that 

participants identified was the implementation of a mentoring program for new teachers. 

Moreover, participants expressed the value of ensuring effective mentoring, with lots of 
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collaboration and support from colleagues and administrators to provide the foundation 

and skills necessary to thrive (Luther & Richman, 2009).     

Shakrani (2008) proposed that structured mentoring and induction programs can 

provide the orientation and support that new teachers need to ease the transition into the 

profession. Such programs help provide the collaboration on teaching strategies so that 

new teachers learn to manage the isolation that comes with the teaching profession. 

Comprehensive induction programs should include some of the following components:  

new teacher orientation, offer mentors, support teams, PLCs, workshops, or trainings to 

help new teachers. Furthermore, districts should offer ongoing training for mentors to 

ensure they know how to effectively support new teachers (Shakrani, 2008).    

Moore (2016) recapitulates that having the right support available for new 

teachers can make a major difference in reducing teacher attrition. Some of the types of 

support identified included having a coach or mentor who is readily available. Such a 

mentor should be able to maintain confidence, be a positive and good listener, be able to 

collect data, and provide feedback and training to help new teachers grow in their 

instructional practice of becoming an exemplary teacher. In the same manner, Moore 

(2016) explained how coaching support was used to build the capacity of new teachers. 

The coaches worked to guide new teachers to become a self-directed or self-reflective 

practitioner. In this model, coaches refrained from offering evaluative or judgmental 

comments by providing non-judgmental data such as a script of the new teacher’s 

responses or a video of the lesson. During their post-observation conference, new 

teachers were asked prompting questions that allowed them to reflect on the lesson. The 

goal of their coaching program was to support new teacher input, inquiry, and ensure that 



43 

 

the new teachers felt more resourceful and self-directed than before their coaching 

session and conversation began (Moore 2016).    

As noted above, several of the researchers accentuate the benefits of supporting 

new teachers. Moore (2016) pointed out how the Supporting Teachers, Examining 

Practices, Uncovering Potential (STEP UP) Program provided teachers entering their 

district with one year or less, support over two years. The STEP UP Program was 

Springfield, Missouri’s solution to addressing the issues they had with losing 31% of 

their new teachers between 2001-2003. The first year of their program provided support 

with classroom management, while year two offered support with instructional strategies. 

Over the course of the two years, the training that new teachers received provided support 

with developing theory, strategies, and best practice, equipping them to meet students’ 

needs and build better relationships to enhance their overall professional growth. 

Providing such a strong foundation is key to decreasing new teacher attrition rates by 

providing the support and skills to achieve success within the first two years.   

Teacher Retention   

Kutsyuruba (2012) defined teacher retention as teachers remaining in the 

profession. There are various factors that influence whether teachers choose to remain in 

their school, move to a different school, or leave the profession completely.     

The role of professional development regarding teacher retention. Rodgers and 

Skelton (2014) explained how ongoing professional development, the support, and the 

feedback that a mentor provides can help novice teachers grow professionally. In addition, 

such support provides opportunities for collaboration around classroom management, 

instructional methods, and limits feelings of isolation that new teachers often experience.    
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According to Rodgers and Skelton (2014), it is good to track the movement of 

teachers, both within and those who leave the profession, to develop effective teacher 

retention strategies. Some of the reasons identified as impacting teachers’ decisions to 

transfer schools or leave the profession all together include limited or no school 

resources, low salaries, heavy workloads, undesirable or challenging classes, and 

inadequate support to name a few. Rodgers and Skelton (2014) also posited that it takes a 

combination of support from the financial, social, and political arenas to help decrease 

teacher turnover rates. They provided a couple of examples such as increasing teacher 

salaries and reducing demands from standardized testing as possible ways to help address 

teacher retention (Rodgers & Skelton, 2014).    

According to Rodgers and Skelton (2014), providing teachers with training and 

professional development gives them new teaching techniques and instructional methods 

that should be based on critical theory and best practice. For new teachers, it sets the 

foundation regarding the expectation that they grow to become a high-quality educator. 

The benefits and significant impact are demonstrated when teachers remain in the 

classroom (Rodgers & Skelton, 2014).   

Providing research-based professional development for mentors and 

mentees. Goldrick’s (2016) New Teacher Center criteria for Mentor Quality states that 

mentors should receive foundational and ongoing professional development for 

supporting novice teachers. Some of the training that mentors can receive is on 

instructional coaching. According to Knight (2009), instructional coaching occurs when a 

veteran teacher or instructional coach works with novice teachers to help them acquire 

and implement research-based instructional practices in their teaching. This researcher 
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acknowledges that instructional coaches must possess a variety of skills when providing 

support for the professional growth of others. Knight (2009) identified instructional 

coaches as skilled communicators and states that they must be able to build relationships, 

possess a range of superior communication skills that helps them demonstrate empathy, 

listen and establish trusting relationships which enables them to support teachers with 

their instructional practices.  

 Knight (2009) identified what he terms as The Big Four, which are four critical 

teaching practices that instructional coaches or mentors should share with novice 

teachers. Those four practices are: (1) classroom management, (2) content, (3) 

instruction, and (4) assessment for learning. These are just a few foundational 

instructional practices that provide mentors with a strong starting point for supporting 

novice teachers (Knight, 2009).  

 Two research-based resources that some districts implement to train and support 

mentees includes the following. In Teach Like a Champion 2.0, Lemov (2015) shares 62 

instructional techniques that he defines as powerful teaching techniques that will help 

academically prepare students for college. The author describes these instructional 

strategies as being practical, engaging, easy to implement ways to get students actively 

engaged in learning. This resource includes videos of teachers implementing the 

techniques, which the author explains and encourages teachers to personalize and 

“participate in the champion community.” The second resource is Bambrick-Santoyo’s 

(2016) Get Better Faster: A 90-Day Plan for Coaching New Teachers. The author 

provides educators with a detailed 90-day plan for accelerating the learning and skills of 

new teachers. Bambrick-Santoyo (2016) explains the importance of focusing on 
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supporting new teachers and helping them experience success by stating that, while it 

may be a teacher’s first year of providing instruction, it is the students’ only year of 

learning the specific content for which that novice teacher is responsible for delivering. 

This is why Goldrick (2016) identifies Educators Served as one of the nine key criteria 

for developing a successful induction or mentoring program. This criterion emphasizes 

that states should require all new teachers to receive support in their first two years of 

teaching.   

Implementing mentoring programs to address retention. Sowell (2017) 

proposed that school systems need a way of providing support for helping new teachers 

become an effective teacher more quickly to build their confidence, skills, and improve 

teacher retention. Providing mentoring support has become one of the most prevalent 

ways of providing such support. The benefits of a mentoring program are numerous for 

new teachers (Sowell, 2017). According to Rodgers and Skelton (2014), new teachers 

receive support from mentor guidance and knowledge that helps them deal with the 

stressors and become more comfortable with their new job.    

Callahan (2016) looked at how mentoring can be used to assist in the retention of 

new teachers. The researcher found that the way to ensure new teachers will not exit the 

profession is to provide the support that they need to encourage them to stay. According 

to Callahan (2016), Texas had one of the nation’s most costly attrition rates, to the 

amount of $235 million in 2014. As a result, schools must work to retain teachers so that 

they can become more experienced to eliminate the costly expense of high attrition rates 

and improve student achievement that occurs due to a stronger teaching force (Callahan, 

2016).    
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In addition, Callahan (2016) identified several benefits of establishing mentoring 

programs. Some of those benefits included reducing teacher isolation and providing 

professional development that accelerates the new teachers’ instructional effectiveness to 

positively impact student outcomes earlier than teachers without a mentor. Furthermore, 

such actions can help reduce new teacher attrition. According to Callahan (2016), it is 

essential to train mentor teachers. Mentor training should be based on educational 

leadership, helping them support mentees to develop and implement professional goals, 

improve instructional practice, increase student achievement, improve student behavior, 

and become more self-reflective practitioners (Callahan, 2016).    

Mentors benefit by being participants in a mentoring program as well. 

Sowell’s (2017) research highlights the fact that mentors must be properly trained to 

provide effective support. Rodgers and Skelton (2014) described how successful 

programs train mentors to serve in their roles. Such programs provide intense training on 

teaching standards, developing lesson plans, evaluating student work, and coaching skills 

to name a few. In addition, mentors should possess the disposition to teach other adults 

and a desire to support mentees (Rodgers and Skelton, 2014). Sowell (2017) stated that 

effective mentoring practices could improve new teachers’ instructional practice and 

positively impact teacher retention significantly. Sowell identified three key elements of a 

mentoring program deemed necessary for implementing an effective program for middle 

school teachers. They are: (a) building trusting mentor-mentee relationships; (b) the 

importance of increasing new teachers’ classroom management skills; and (c) the 

importance of improving instructional practice. Sowell (2017) also indicated that mentors 

identified that they desired ongoing training and support to build their capacity for 
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effectively supporting new teachers. Mentors specifically identified the need for 

receiving training on developing mentoring relationships, instructional strategies, and 

classroom management to assist their mentees (Sowell, 2017). According to Rodgers and 

Skelton (2014), mentors benefit when they are provided professional development that 

builds their capacity and helps them provide support for their mentees.   

Sowell (2017) identified very specific areas on which schools can focus when it 

comes to providing effective mentoring practices for beginning middle school teachers. 

The results emphasize what both the new teachers and mentors need to be successful. 

Sowell (2017) also highlighted the importance of providing new teachers with the support 

necessary to help them become successful and more effective teachers at a faster rate. 

This helps them to define themselves as a teacher and reconcile the cognitive dissonance 

between their perceptions of teaching and their current reality. Helping new teachers to 

cope with these two things can help resolve the frustrations that cause new teachers to 

leave the profession. Providing mentors with ongoing training helps equip them with the 

tools to support new teachers with becoming efficient more quickly. As Sowell (2017) 

explained, “It is through this support and continual learning that educational systems will 

be able to retain effective educators and improve students’ academic achievement.”     

The impact of administrative leadership on teacher retention.  Shaw and 

Newton (2014) set out to analyze the relationship between teachers’ perceptions of their 

principal’s level of servant leadership and the teachers’ job satisfaction and intention to 

remain at their current school. According to Shaw and Newton (2014), it is essential that 

educators seek ways to possibly influence teachers to remain in the profession. By doing 

so, new teachers will be able to grow into strong and more experienced teachers. 
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Ultimately, the retention of more experienced, successful, and satisfied teachers leads to a 

greater influence on student achievement.    

Shaw and Newton (2014) further indicated that there was a significant, positive 

correlation between teachers’ perception of a principal’s servant leadership and teachers’ 

job satisfaction. In addition, the same correlation applied to the teachers’ intended 

retention. There appeared to be a direct, positive correlation between teachers’ intention 

to remain or not remain at their current campus with their job satisfaction. For those who 

intended to stay, their mean was 4.7 while their job satisfaction score was 5.1 on a 6.0 

scale. For teachers who indicated that they did not intend to stay, their mean score was 

3.6, while the mean score for job satisfaction was 3.9 (Shaw & Newton, 2014).    

Shaw and Newton (2014) proposed that the impact of the principalship role and 

servant leadership must be taken into consideration as a way of retaining teachers and 

increasing teacher satisfaction. Shaw and Newton (2014) recommended that leadership 

preparation programs should include coursework that trains school leaders on servant-

leadership. Such training should include developing instructional leaders who understand 

how to recognize and support teachers’ needs and development. Finally, Shaw and 

Newton (2014) emphasized the importance of teacher leaders being prepared and having 

the ability to cultivate and retain great teachers.    

Callahan (2016) described how the principal plays a major role in developing a 

supportive school culture that promotes positive mentor/mentee relationships. Some ways 

that principals can further engage mentors and mentees and further support the 

development of their relationships are to allow teachers to have input, a choice regarding 

the selection of their partner. In addition, principals can develop a mentor pool based on 
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specific expertise to support new teacher growth. Thirdly, principals can tap into the 

expertise of a retired teacher pool to further support new teachers. This selection pool of 

mentors can be highly beneficial, as they have more time to dedicate to their mentees 

(Callahan, 2016).  Mentoring is crucial to new teachers to help them stave off attrition. 

According to Callahan (2016), a highly qualified mentor plays an integral part of helping 

new teachers become successful with improving their instructional skills within the first 

five years, which can greatly impact student learning.   

Research has indicated that the benefits of mentoring have a positive impact for 

new teachers in many ways. According to Ingersoll and Strong (2012), new teachers who 

receive mentoring support can perform at a higher level with instructional delivery, 

classroom management, and creating a positive classroom environment. This leads to a 

positive impact on student achievement.  

Supervision plays a critical role in improving teaching and learning as well. 

According to Sullivan and Glanz (2013), when individuals with supervisory 

responsibilities help new teachers learn to be reflective about their teaching practices and 

engage them in discussions around instructional practices, the foundation for instructional 

improvement is laid. Sullivan and Glanz (2013) provide educators with tips and tools for 

engaging in interpersonal approaches to supervision that promote self-reflection and 

providing feedback to novice teachers. These authors espouse that supervision should be 

used in a manner that promotes a nonjudgmental, reflective, and collaborative way to 

improve a teacher’s practice and facilitates student learning (Sullivan & Glanz, 2013). As 

a result, new teachers experience higher job satisfaction, and that ultimately leads to a 

higher retention rate. Overall, when mentoring content, intensity, and duration are 
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provided and implemented effectively, new teacher retention is strengthened (Ingersoll & 

Strong, 2012).      

The foundation of beginning teacher retention efforts in Texas. Richardson, 

Glessner, and Tolson (2007) expressed the importance of preventing teachers from 

leaving the teaching profession. According to Richardson et al. (2007), providing novice 

teachers support during the induction period of their teaching career is a critical factor for 

retention. Mentoring is described as helping to provide a bridge that scaffolds the 

transition from the theory learned during teacher preparation and practical application on 

their new jobs. Richardson et al. (2007) stated that approximately one-third of newly 

certified teachers have been trained via an alternative certification program. Texas and 

New Jersey were the leaders in pursuing this pathway of teacher certification. Since most 

alternative certification programs did not require student teaching, induction and 

mentoring programs became a critical component to providing the necessary support for 

new teachers in their first couple of years. 

According to Richardson et al. (2007), induction programs with a mentoring 

component have made a positive impact on the educational system in various ways. For 

example, such programs have improved teacher retention, student performance, and 

increased the percentage of minority teachers to name a few. The journey to implement 

mentoring programs for beginning teachers in Texas began in 1990. By 1991, mentoring 

became a required component for all new teachers completing an alternative certification 

program in Texas. In 1999, the state of Texas received a $12 million grant from the 

United States Department of Education and began piloting the Texas Beginning Educator 

Support System (TxBESS) (Richardson et al., 2007).    
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The TxBESS was the state’s systematic approach to providing mentoring support 

to new teachers. Multiple organizations across the state of Texas (Texas State Board of 

Educator Certification (SBEC), Texas A & M University, the Texas Workforce 

Commission and the state’s twenty regional education centers) worked collaboratively to 

create the three-year pilot program to develop and evaluate the TxBESS project 

(Richardson et al., 2007). The program was designed around performance standards 

along with formative and reflective assessment to facilitate coaching and mentoring 

relationships. The TxBESS project placed an emphasis on training mentors to ensure they 

acquired interpersonal skills and the ability to make evidence-based judgments of 

instruction to effectively support new teachers. This mentor training was offered via the 

state education support centers (Richardson et al., 2007).    

Richardson et al. (2007) collected data from 81 of the 90 new teacher interns that 

participated in the TxBESS project. They conducted a survey titled Mentees’ Opinion of 

Mentors’ Effectiveness (MOME) which was comprised of ten questions. The questions 

asked things such as whether mentoring improved their teaching practice, frequency of 

mentoring, to what and how the mentors provided support for the mentees. According to 

Richardson et al. (2007), the results indicated that the mean response was greater than 

four points on a five-point Likert-type scale for eight of the 10 survey items. The mode 

for eight of the items was five. In addition, the variability was also rather homogeneous 

within the group.    

The survey items were thematically grouped to analyze response trends. Items 

were grouped around the following themes: Teaching Improvement (Items 1,7, & 9), 

Mentor Knowledge (Items 4 & 8), Mentor Behavior (Items 2,3,5, & 6), and Mentor 
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Effectiveness (Item 10) (Richardson, et al., 2007). According to Richardson et al. (2007), 

new teachers responded favorably, and findings indicated that the program positively 

improved their teaching practices. New teachers expressed that their mentors were 

knowledgeable, highly effective, and demonstrated appropriate behavior. Ninety-seven 

percent of the survey participants indicated that they planned to return to teaching. In 

addition, more than two-thirds of the participants indicated that their mentors’ support 

contributed to their decision to remain in the teaching profession. Since the results 

indicated that providing mentoring support made a significant difference on new teacher 

success and retention, mentoring and induction program designers should consider the 

following. Providing new teachers with support can lessen the isolation that new teachers 

typically experience. As a result, programs should ensure that mentors maintain and 

provide consistent contact and support to facilitate new teacher growth (Richardson et 

al., 2007).        

Support from the Start: A 50-State Review of Policies on New Educator Induction 

and Mentoring   

Induction and mentoring programs have been regarded as one of the best ways to 

support new teachers, easing their transition into the profession. Programs have evolved 

over the years due to educational trends over the decades. In the Quality Teacher 

Induction: “Fourth-Wave" (1997-2006) Induction Programs article, Wood 

and Stanulis (2009) describe the type of teacher induction findings and guidelines that 

developed after 2006 as a result of the teacher and induction research around programs 

implemented during the “fourth-wave” years: 1997-2006. Wood and Stanulis (2009) 

identified nine program components that should be incorporated when developing 
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induction programs. Wood and Stanulis stated that while all high-quality induction 

programs encompass at least the first six of the following nine components, the authors 

hold the position that all nine of the following components should be incorporated 

into every quality induction program:     

1. Educative mentors’ preparation and mentoring of novice teachers,   

2. Reflective inquiry and teaching practices,   

3. Systematic and structured observations,   

4. Developmentally appropriate professional development,   

5. Formative teacher assessment,   

6. Administrators’ involvement in induction,   

7. A school culture supportive of novice teachers,   

8. Program evaluation and/or research on induction,  

9. A shared vision of knowledge, teaching, and learning.   

The conceptual framework, which the current study will be centered upon, is the 

“New Teacher Center (NTC) Policy Report – Support from the Start: A 50-State Review 

of Policies on New Educator Induction and Mentoring” (Goldrick, 2016).  This report 

provides a comprehensive review of the policies that each of the 50 states have in place 

regarding teacher induction. According to Goldrick (2016), trends showed that between 

the years of 1997-1998, the typical teacher had 15 years of experience. By the 2007-2008 

school year, the average teacher was in their first year of teaching. Based on data from 

the policy analysis and according to Goldrick (2016), trends show that one in five 

teachers are in their first three years of teaching. This trend indicates that more new 

teachers are remaining in the profession longer. It is possible that the investments that 
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school districts are making in teacher induction may be addressing the challenge of 

attrition. Goldrick (2016) stated that mentoring makes a significant difference for 

teachers. This was based on survey results and analysis of federal data which indicate that 

teachers who were assigned a mentor during their first year of teaching were significantly 

more likely to remain in the profession than teachers who did not receive a 

mentor (Goldrick, 2016).   

According to Goldrick (2016), state policies are critical to ensuring new educators 

are more likely to receive induction and mentoring support. Teachers in states that do not 

require such support are less likely to receive induction and mentoring support. In 

addition to having policies in place, states must provide guidelines and effectively 

communicate the guidelines around best practices for supporting new teachers, mentors, 

induction program leaders and school districts to improve instructional practice.    

Like the Quality Teacher Induction: “Fourth-Wave" (1997-2006) Induction 

Programs article, Goldrick (2016) identified nine criteria around which the state policies 

were analyzed. These criteria provide school districts with strong support and guidance 

for developing effective induction and mentoring programs of excellence. According to 

when states and school districts closely align and implement the nine criteria, they are 

more likely to ensure that new educators receive the much needed support, which will 

result in greater teacher satisfaction, effectiveness, and increased levels of teacher 

retention. The nine state induction policy criteria are as follows (Goldrick, 2016):    

1. Educators Served   

2. Mentor Quality   

3. Time   
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4. Program Quality   

5. Program Standards   

6. Funding   

7. Educator Certification/Licensure   

8. Program Accountability   

9. Teaching Conditions.   

Goldrick (2016) identified the nine state policy criteria in the New Teacher Center 

(NTC) Policy Report, which is the heart of this study’s framework. As a result, the 

literature review will be analyzed through the framework components to reveal the 

current trends regarding induction and mentoring programs for new teachers.  

Educators served. Goldrick (2016) espouses that all beginning teachers and 

school administrators should receive support during their first two years of their 

profession. According to Kardos and Johnson (2010), it is important to provide new 

teachers with the necessary support, as early experiences determine new teachers’ sense 

of success, influences their long-term performance in the classroom, and their decisions 

whether to remain in teaching. Furthermore, Kardos and Johnson (2010) stated that new 

teachers in their study were assigned a mentor.  

Wood and Stanulis (2009) reported that principals are very important in the 

teacher induction process. The authors identified five key ways in which principals 

provide the necessary support that new teachers need during their induction period. Those 

ways include serving as an instructional leader, being a teacher recruiter, facilitating 

mentor preparation and training, building a strong school culture, and advocating for new 

teachers. All too often, new teachers are given the least desirable assignment, with 
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academically or behaviorally challenging students, while teachers with more seniority 

avoid such assignments (Wood & Stanulis 2009). 

Heller (2004) indicated that one critical way that principals can support new 

teachers is to see them as learners and ensure that they do not overload the new teachers’ 

schedules and assignments with challenging students. Callahan (2016) stated that the way 

to ensure teachers do not exit the profession is to provide the support they need to 

encourage them to stay. In addition, Callahan (2016) proposed that a dedicated new 

teacher mentoring program will provide the foundation for teachers who are trained with 

excellence and produce effective teachers and leaders who impact student growth and 

achievement.    

Mentor quality. According to (Goldrick 2016), criteria should be established 

regarding the mentor selection process, provision of ongoing mentor training, how and 

when mentors will be assigned and caseload guidelines for both new educators and 

mentors. Wood and Stanulis (2009) state that effective mentoring programs provide 

educative mentoring, placing greater emphasis on preparing mentors to support new 

teachers, mentor selection criteria, providing incentives, released time and careful 

thought to pairing mentors and mentees. The purpose of educative mentoring is to 

provide educational support to mentees that positively impact and inform the mentees’ 

instructional practice. Such mentoring programs should be centered around a vision that 

defines quality teaching, where mentors model specific instructional practices guided by 

professional teaching and learning standards. The selection of mentors is a critical 

component of providing a quality induction or mentoring program. According to Wood 

and Stanulis (2009), there are some important characteristics or criteria that should be 
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taken into consideration when selecting mentors. Mentors should be exemplary 

instructional practitioners for at least three years or more, be able to model self-reflective 

practices regarding their own instruction, have strong pedagogy and content knowledge, 

exhibit qualities of furthering their professional and personal growth, demonstrate 

effective interpersonal and communication skills, and finally, express the willingness and 

desire to serve as a mentor (Wood & Stanulis, 2009). 

Heller (2004) suggested that the criteria for selecting mentors should require 

mentors to demonstrate strong interpersonal skills, credibility with colleagues and 

administrators, willingness to grow, respect for collegial perspectives of others, as well as 

exceptional instructional practice. Additionally, Heller (2004) posited that mentors 

should have a great deal of opportunities to develop their knowledge and skills to solve 

problems of practice. Some induction programs offer incentives to their mentors. While 

the type of incentives offered vary greatly, most induction programs do offer them as 

compensation for the time and effort needed to grow in this capacity (Heller, 2004). 

Wood and Stanulis (2009) explained that incentives may come in the form of stipends, 

professional development, and release time. Additionally, matching mentors and new 

teachers is another critical component of an effective induction or mentoring program. 

Wood and Stanulis (2009) emphasized the importance of matching according to the 

school site, grade level and subject area. Heller (2004) added that mentees should be 

paired with a mentor with which they have something in common, such as grade level or 

subject to provide collaborative meeting time. Wood and Stanulis (2009) also identified 

the importance of providing mentors with professional development to deepen their 

knowledge and repertoire of instructional practices for supporting mentees with 
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improving their instructional practice. Some of the recommended professional learning 

for mentors include gaining an understanding of new teacher needs and development, 

time to study one’s own instructional and mentoring practices, time to engage in 

simulations of mentoring situations, and opportunities to collaborate with other mentors 

to further their development (Wood & Stanulis, 2009). 

Callahan (2016) expressed the necessity of training mentors and added that 

mentor training should be based on leadership, helping them support mentees with 

developing and implementing professional goals, improving instructional practice, 

helping new teachers become reflective practitioners, increasing student achievement and 

improving student behavior to name a few. Furthermore, Callahan (2016) stated that 

mentor training should be research-based and focused on best practices in the some of the 

of the following areas: adult learning theory, coaching skills, standards-based instruction, 

student engagement, behavior and classroom management. Heller (2004) recommended 

that new teachers receive ongoing support and training via regularly scheduled meetings 

to discuss challenges and celebrate successes. Such meetings will provide the necessary 

time to learn strategies for addressing such areas as classroom management, parent 

conferences, lesson planning, and logistical campus systems and procedures, to name a 

few.     

Time. The NTC Report (Goldrick, 2016) states that provisions should be made 

for mentors to be released and time for mentors and new teacher to meet and collaborate. 

Wood and Stanulis (2009) indicated that quality induction programs ensure that release 

time is provided for mentors to work with mentees on planning, reflection, and 

developing instructional strategies. Such programs provide detailed explanations of the 
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roles and responsibilities of mentors, mentees, and assessors and explicitly define the 

type of program model being offered. Additionally, Wood and Stanulis (2009) 

emphasized that effective programs select a model that provides either full or partial 

release time for mentors to meet and collaborate with mentees, as mentoring should not 

be done in conjunction with full-time teaching. The release time should include such 

things as observations of experienced teachers’ classrooms, discussing instructional 

practice, analyzing student work and attending professional development training 

sessions. Wood and Stanulis (2009) also recommend that time should be provided for 

experienced and novice teachers to work together around their respective grade level or 

content areas to discuss student work. In addition, novice teachers should be provided 

formal and informal time to collaborate with one another. 

Furthermore, Wood and Stanulis (2009) stated that collaboration within a 

professional learning community provides novice teachers with time to explore, practice, 

and reflect upon their instructional practice for their professional growth. Heller 

(2004) identified the following five national best practices to address issues surrounding 

time in an induction program: (a) release mentors and new teachers from non-

instructional responsibilities; (b) provide common planning times for mentors and novice 

teaches; (c) schedule time for mentors and mentees to team teach; (d) use campus and 

district office staff to provide scheduled substitute coverage; and (c) use faculty from 

higher education institutes for substitutes and professional development. In addition, 

Heller (2004) states that principals should take the lead in establishing norms and 

developing a culture that values high quality instruction by scheduling time for mentors 

and new teachers to collaborate. Principals can reduce mentor or mentee teaching loads 
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and cover their classes to ensure they are able to observe one another’s classes and have 

time to discuss issues or things they discover during the observations.    

Program quality. The NTC Report (Goldrick, 2016) reported that state policies 

should evaluate induction program quality based on whether they address the requirement 

of mentors to observe new educators and provide them with feedback based on those 

observations. In addition, new educators should be given opportunities to observe 

experienced teachers and participate in learning communities or peer support networks. 

Programs are also encouraged to reduce the teaching load of beginning educators. 

According to Wood and Stanulis (2009), having mentors and mentees conduct 

systematic and structured observations is an important component of quality induction 

programs. Additionally, Wood and Stanulis stated that observations should occur in 

mentee classrooms, between mentors and mentees, as well as providing opportunities for 

mentees to observe other experienced teachers’ classrooms. During such 

observations, mentors and mentees dialogue about instructional practices while reflecting 

on the development of their knowledge, skills, and abilities. The reciprocal observations 

allow mentors and mentees to compare what they see and dialogue about the observation 

findings. Another key component that Wood and Stanulis highlighted is the importance of 

providing time for collegial interactions between new teachers, their peers, and 

experienced colleagues. Within these learning communities or peer support networks, 

novice teachers can collaborate around instructional planning, team planning, grade level 

concerns, or specific needs of the new teachers (Wood & Stanulis, 2009). Heller (2004) 

affirms that program quality is reinforced by ensuring that mentors and new teachers 
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conduct observations of one another and suggests that their teaching loads be reduced to 

preserve mentor professionalism and further program quality.    

Program standards. Goldrick (2016), states that school districts should establish 

formal criteria and standards for program design and implementation for local education 

agency induction programs. The researcher proposes that state criteria should be 

developed around foundational, structural, and instructional program standards. The 

foundational standards should provide guidelines for establishing the program vision, 

implementation, and evaluation. Structural standards define requirements for mentor 

selection and training, as well as new teacher assessment and professional development. 

Instructional standards provide guidance around teaching practices and equity for 

students.  Moir and Gless (2001) stated that school districts should coordinate and 

provide time and resources for new teacher learning and mentor development. 

Additionally, Moir and Gless espouse that full-time, dedicated staff should work to 

address the needs, time, and resources that are required for new teacher support.     

Funding. Goldrick (2016) also indicated that states should authorize and allocate 

funding to support local education agency induction programs. In addition, states 

should appropriate funds for which districts may compete to earn and use for developing 

standards-based induction programs. Providing funding is critical to establish high-

quality induction and mentoring for new teachers, as it affirms the costs, benefits, and 

prioritizes the importance of such support. Funding provides a necessary base of support 

for covering the cost of key factors such as training, meetings, materials, stipend, release 

time, and substitute teachers. High-quality induction is an investment worth making, as it 

results in a positive return on investment and pays off by reducing the cost of teacher 
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turnover, while advancing novice teacher effectiveness (Goldrick, 2016). Kardos and 

Johnson (2010) highlighted the fact that there was an increase in public funding for 

mentoring between 1990 and 2000 due to a major increase from 50% to nearly 80% of all 

new public-school teachers participating in official support programs for new teachers.      

Educator certification/licensure. Goldrick (2016) held that states should require 

new teachers to complete an induction program to attain a professional teaching 

license. In addition, Goldrick (2016) encouraged states to set high standards for districts, 

schools, and new teachers regarding the importance of supporting the professional 

development of new teachers. For states, the NTC Report establishes the requirement to 

develop a program framework and provide funding to districts. As a result, districts and 

schools are then charged to provide an induction program to ensure their new teachers 

meet the state requirement. Lastly, new educators will then understand their 

responsibility and benefit from engaging in induction program support (Goldrick, 

2016).    

The following information highlights key items that Texas has in place regarding 

teacher preparation and certification. Bailey (2017) explored the various pathways that 

new teachers can enter the classroom in the state of Texas. Like Goldrick (2016), Bailey 

(2017) states that high-performing school systems provide new teachers with professional 

development and create an environment that supports teacher and student growth. 

According to Bailey (2017), new teachers have five criteria that they must possess to 

attain a state certification. Those criteria are:   

1. an earned baccalaureate degree  

2. complete a state approved program  
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3. pass both pedagogy and content tests  

4. submit a state application  

5. pass a fingerprint background test.   

Furthermore, Bailey (2017) reported that the Texas State Board of Educator 

Certification (SBEC), which approves all teacher preparation providers, had approved 

136 providers for new teachers to fulfill the required state approved teacher preparation 

program. Within those programs, new teachers are expected to receive 30 hours of field-

based experience in a school setting, and supervisory support, while engaging in 

educational activities.    

Program accountability. Goldrick (2016) reported that states should have 

accountability measures in place such as program evaluations, surveys, and peer reviews 

to assess and monitor induction programs. In addition, states should monitor or evaluate 

the effectiveness of induction programs via such means as program evaluations, surveys, 

and peer reviews. According to Goldrick (2016), the following four program quality 

features should be used to analyze program accountability. States should oversee the 

program design and operation process to ensure districts are implementing programs that 

are aligned to state laws, regulations, and policies. Furthermore, states should develop an 

accountability system that bridges the connection between policy and implementation to 

determine that districts are implementing programs which align with state priorities. An 

emphasis should be placed on addressing any challenges that impact effective program 

implementation and alignment with state policy. Goldrick (2016) indicated that states 

should also emphasize program improvement. Accountability measures should be put in 

place that focus more on ways to measure and improve the program versus 
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exclusively enforcing compliance. This could be done by allowing districts to provide 

feedback on strengths and challenges to help the state improve policies. Ultimately, states 

should evaluate the impact of induction programs on teacher and student outcomes. 

States can do so by surveying new teachers, mentors, and administrators, visit campuses 

to interview educators regarding program implementation, analyze student learning, and 

monitor teacher turnover to name a few (Goldrick, 2016). Wood and Stanulis (2009) 

added that program evaluation is critical because it places the focus on the needs of new 

teachers, and an evaluation provides information on the effectiveness of the program and 

identifies program improvement areas.   

 Teaching conditions. Goldrick (2016) indicated that states should institute formal 

standards for teaching and learning conditions, incorporate those conditions in school 

improvement plans, and assess those conditions. Additionally, Goldrick (2016) asserted 

that states should gather data directly from school-based employees who can provide 

detailed information regarding working condition issues. As a result, state policy makers 

can use the information to develop policies to help improve teaching and learning 

conditions. Consequently, states should require districts to incorporate the findings of 

campus surveys and assessments into the district and campus improvement plans. 

Teachers need supportive school environments that help them feel empowered, trusted, 

valued, and provide opportunities for educators to collaborate and improve instruction. 

Finally, educators who work in positive teaching conditions can do their job well, which 

results in a positive impact on student achievement and teacher retention (Goldrick, 

2016). 
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Wood and Stanulis (2009) identified the principal as the primary source for 

establishing a supportive school culture for new teachers, especially as it relates to 

induction and determining how, when, and the type of support that new teachers receive. 

Likewise, Callahan (2016) described how the principal plays a major role in developing a 

supportive culture that promotes positive mentor/mentee relationships. Callahan (2016) 

proposed that principals can engage mentors and mentees in the development of their 

relationships by allowing the teachers to have input in the selection of their mentoring 

partnerships to help support positive teaching conditions and promote teacher retention. 

Heller (2004) identified how mentors are a critical source of support for new 

teachers and help create teaching conditions that facilitate a community atmosphere. In 

addition, Heller (2004) stated that a high-quality induction program offers new teachers 

training and support that can lead to positive teacher retention. Furthermore, Heller 

(2004) stated that effective induction programs establish a culture that values high quality 

instruction and the means to maintain it. Moir and Gless (2001) stated that educators 

should design policies that are mindful of new teacher needs and protect them from being 

assigned inappropriate teaching assignments and working conditions when they first 

begin teaching.  

A Review of Nationwide Induction & Mentoring Programs    

The following review is an analysis of four induction and mentoring programs 

across the United States through the lens of the nine criteria of this study’s conceptual 

framework. Goldrick (2016) found that teachers are more likely to experience greater job 

satisfaction and districts experience increased teacher retention when their teacher 
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induction programs are closely aligned to the implementation of the nine criteria that 

facilitate the development effective programs of excellence.  

 Flowing Wells Unified School District (FWUSD) mentoring program. The 

nine criteria of this study’s conceptual framework are applied in the Flowing Wells 

Unified School District (FWUSD) as follows: 

 Educators served. FWUSD is in Tuscon, Arizona and serves all of its teacher by 

providing differentiated professional development. The district specifically serves 

teachers who are new to their district through their first three years. They provide each 

new teacher with a mentor in the same grade level or content area. Furthermore, they 

provide all new teachers with 11 classroom visits by the Professional Development 

Director and Specialists (Flowing Wells Unified School District, 2017-2018).  

Mentor quality. FWUSD provides comprehensive, ongoing professional 

development and assigns expert level teachers to their teachers with four or more years 

and serve as mentors. They receive training on mentoring, coaching, designing rigorous 

curriculum and leadership theories, to name a few.  

Time. FWUSD provides teachers with monthly support seminars, support, and 

networking opportunities, which are facilitated by campus administrators.  

Program quality. Program quality is addressed by having mentors conduct 

observations and provide immediate, non-threatening feedback regarding the new 

teachers’ performance. In addition, coaching follow-up from the district’s Program 

Director and Specialists occurs, and they provide new teachers with instructional 

feedback. New teachers are also given opportunities to participate in networking with 

peers.   
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Program standards. The FWUSD mentoring program is aligned with Arizona 

teaching standards. The program was identified as an exemplary induction program in the 

state of Arizona, nationally recognized in an Educational Leadership article written by 

Harry Wong and featured at the National Staff Development Conference in 2002.     

Funding. While the FWUSD website, Brochure of Workshop Offerings and 

Induction and Mentoring Brochure, does not explicitly identify a dollar amount, the 

training schedule, resources, and three-year investment identified demonstrate the 

implicit value they place on the support of their new teachers.   

Educator certification/licensure. There is nothing explicitly stating the 

requirement of completing an induction or mentoring program to attain a professional 

license. Additionally, the state of Arizona is not identified in the NTC 50-state report as 

one of the states requiring it.   

Accountability. There is nothing explicitly stated in the literature or on the 

website regarding when or if the program is reviewed or assessed annually.  

Teaching conditions. FWUSD offers differentiated professional development for 

all teachers at every level. The district espouses that “an attitude that professional growth 

is the norm for a Flowing Wells educator is evidenced by participation in after-school and 

summer workshops” (Flowing Wells Unified School District, 2018-2019).  

 Fulton County Schools (FCS) mentoring program. The nine criteria of this 

study’s conceptual framework are applied in the Fulton County Schools (FCS) as 

follows: 

According to Wade (2015), Fulton County Schools (FCS), located in Atlanta, 

Georgia, implement the “Teacher Induction Program, GO TIP” to support its new first-
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year teacher hires. They use virtual coaches who facilitate online seminars, reflective 

practices and analyze videotaped lessons that new teachers upload and share for 

feedback.   

Mentor quality. FCS identifies nine specific criteria for becoming a mentor, from 

requiring a minimum of three years of strong teacher performance, having experience 

observing and evaluating teachers, facilitating professional development to 

communicating effectively.   

Time. FCS states that it provides monthly events with new teachers. 

Administrators and coaches provide campus-based support for new teachers. In addition, 

they require the virtual coaches to avail themselves to new teachers for three days per 

week and one weekend day for providing ongoing support and immediate feedback of 

videotaped lessons and addressing questions for new teachers.   

Program quality. Virtual coaches are required to demonstrate how they would 

support new teachers through online exercises. Coaches are expected to describe the state 

standards, advice, and critical evidence that they would provide to address a teacher’s 

post for support. That documentation is collected and managed via the FCS district 

software platform.   

Program standards. FCS has implemented the virtual coaching as a second layer 

of support, in addition to school-based staff support for accelerating new teacher 

effectiveness. Mentors are required to demonstrate effective practices and their skills as 

part of their interview and evaluation process.    

Funding. Fulton County Schools allot $1,200 per year for teachers who serve as 

induction advisors.   
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Educator certification/licensure. There is nothing in the documentation or on the 

website that explicitly indicates the requirement of participation in an induction 

or mentoring program to attain state certification. Furthermore, Georgia is not identified 

as one of the 11 states in Goldrick’s (2016) NTC Report that require induction for 

acquiring professional certification.    

Accountability measures. Part of the accountability process is tied to the 

induction advisors’ submissions of monthly agendas, survey results, and a satisfactory 

performance review.   

Teaching conditions. Fulton County Schools have incorporated the use of core 

skills descriptions that identify teaching best practices. They also stated their goal of 

accelerating new teacher effectiveness by providing observations with immediate 

feedback and ongoing monthly collaboration network meetings to support the growth of 

their new teachers.   

 New York City Department of Education (NYC DOE) mentoring program 

for beginning teachers. The nine criteria of this study’s conceptual framework are 

applied in the New York City Department of Education as follows: 

Educators served. The New York City Department of Education (NYC DOE) is 

the largest school system in the United States. It educates 1.1 million students in more 

than 1,800 schools, and 93,000 teachers (Gunn, 2018). According to the Gunn (2018), the 

NYC Mentoring Program serves all first-year teachers, entering the district with no prior 

teaching experience.   
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Mentor quality. United Federation of Teachers (2020) indicated that mentors are 

extensively trained to support mentees with lesson planning, classroom management, 

demonstration lessons, and assisting them by co-teaching.   

Time. NYC DOE mentors are required to meet with their new teachers 

approximately two periods per week (Gunn, 2018).   

Program quality. Mentors support their mentees by sharing resources for unit and 

lesson planning, assist new teachers with professional goal setting, conduct classroom 

visitations, debrief on those visitations, and support new teachers with reflecting on their 

instructional practice (New York City Department of Education, 2020).   

Program standards. NYC DOE has provided ten mentoring standards to guide 

schools with designing and implementing their campus-based mentoring 

programs (2020). The ten standards address several of the things in the NTC Report 

(Goldrick, 2016) around providing support for new teachers by providing ongoing 

resources, support, and professional development around teaching and learning. They 

also provide guidelines for mentor selection, professional development, roles and 

responsibilities.  

Funding. The NYC DOE website highlights how teacher leadership is 

recognized, and compensation is paid for various roles. Master Teachers who provide 

one-on-one coaching and professional development can earn an additional $20,000. 

Model Teachers model proven techniques and provide demonstration lessons can receive 

a $7,500 salary differential.  

Educator certification/licensure. Gunn (2018) stated that for new teachers to 

obtain their professional teaching certificate, they must complete one year of in-service 
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mentoring that the state equates to the 40 hours over a ten-month period, or the equivalent 

of one school year.   

Accountability. According to the New York Mentoring Standards, school districts 

must follow the standards regarding program evaluations. Districts must align their 

programs to the professional learning and teaching standards and assessments. In 

addition, districts must collect and analyze data for program improvement. The standards 

identify enhanced student growth and achievement, provision of improvement strategies, 

projected goals of the program and teacher retention as evidence of program 

effectiveness.   

Teaching conditions. New teachers are provided multiple layers of support that 

can enhance teaching conditions. They start the year with an annual New Teacher Week 

event which provides guest speakers and networking opportunities. They also provide 

campus-based mentors, a digital newsletter that highlights tools and resources for 

facilitating a successful first year. Additionally, the NYC DOE seeks new teacher 

feedback by issuing a survey twice during the first year to gain insight regarding their 

experiences, needs, and satisfaction to provide better support for new teachers (New York 

City Department of Education, 2020).    

 The Charter Management Organization mentoring program. The nine criteria 

of this study’s conceptual framework are applied in the Charter Management 

Organization (CMO) as follows: 

 Educators served. The Charter Management Organization (CMO) mentoring 

program, which is the focus of this study, educates 35,000 students and employs 2,163 

teachers in 57 campuses across the state of Texas. The CMO provides mentors for all 



73 

 

new employees who are hired at each campus. New teachers, specifically, are eligible to 

receive support from a mentor for their first two years of teaching. 

Mentor quality. Mentors receive training several times throughout the school year 

on research-based practices. The professional development is focused on teaching 

andragogy to help mentors understand adult learning theory to better support their 

mentees. In addition, they receive training on coaching, classroom management, and 

instructional strategies to support mentees with their professional practices. 

Time. Mentors are expected to meet weekly with their mentees. In additional, 

mentors are encouraged to avail themselves to answer questions and check in frequently 

to ensure that any questions their mentees may have are addressed immediately. 

Program quality. Both mentor and mentees participate in professional learning 

community meetings focused on content designed to enhance their professional growth as 

teacher leaders and more effective first year teachers, respectively. Mentors model 

lessons and conduct observations for their mentees. In addition, mentors and mentees 

have access to the CMO Mentoring Program Guidebook, which provides resources to 

guide them through the observation process (pre-conference, observation, and post-

conference). The guiding questions help the teachers with self-reflection and providing 

feedback during post-conferences. 

Program standards. The research-based professional development content for the 

PLCs is provided by the CMO Director of Mentorship. The content is focused on 

material from internationally known authors such as Doug Lemov (2015), Teach Like a 

Champion 2.0, for effective instructional techniques, and Jim Knight (2017), High Impact 

Instruction and Better Conversations, for effective instructional and coaching strategies. 
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Each of these resources help build teacher capacity and equip teachers with powerful 

teaching tools for improving instruction. 

Funding. The CMO provides each mentor a stipend of $750 per mentee. They are 

allowed to serve a maximum of two mentees per school year. There are currently 451 

mentees being served for the 2019-2020 school year. 

Educator certification/licensure. According to Bailey (2017), the state of Texas 

currently requires new teachers to participate in a state approved teacher preparation 

program before they can receive one of 90 state certificates. However, there are no 

specific mandates stating that new teachers are required to participate in an induction or 

mentoring program to receive certification. 

Accountability. Mentors and mentees are required to submit reflection forms after 

each PLC meeting, indicating how they plan to implement the content in their 

instructional practices. They also submit an activity plan form periodically throughout the 

year, mentors submit forms quarterly and mentees submit one form per semester, 

indicating the interactions, activities, and ways that they have worked together 

collaboratively during those time frames. Feedback from those forms is used to make 

decisions to improve the program. 

Teaching conditions. Teaching conditions vary across the system, as the program 

is being implemented on 57 campuses across the state of Texas. The goal of the CMO 

mentoring program is to support the professional growth of both mentors and mentees to 

enhance teacher.  
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Summary and Organization of the Study 

In Chapter II, the researcher presented the research review. This chapter included 

information the following sections: Historical Background of Teacher Education, 

Induction, and Mentoring; Teacher Attrition; Teacher Retention; the Conceptual 

Framework titled, Program Review Support from the Start: A 50-State Review of 

Policies on New Educator Induction and Mentoring; and A Review of Nationwide 

Induction and Mentoring Programs. Chapter III presents the methodology that was used 

to conduct the study.  
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  CHAPTER III   

  Methodology     

The purpose of this study was to explore the influence that a mentoring program 

had on the instructional practices of novice teachers and their decisions to remain in the 

charter management organization. Novice teachers had the opportunity receive support 

from their mentor in various ways, such as formally scheduled and informal meetings, 

collaboration on instructional and classroom management strategies, as well as 

observations and feedback. In addition, administrative designees provided a variety of 

support through facilitating professional learning during PLC meetings and providing 

feedback from observations as well. Chapter III provides details regarding the 

methodology that was used to conduct the study, which includes the Purpose, Research 

Design, Context and Setting, Participants, Instrumentation, Data Collection, Treatment of 

the Data, Researcher Bias, and Data Analysis. 

Statement of the Purpose and Significance    

 The purpose of this study was to determine the influence that a mentoring 

program had on new teacher instructional practice and retention within a charter 

management organization. Research frequently indicated the impact of mentoring from a 

mentor’s perspective. Hicks (2016) stated, “There is little research that has examined the 

interactions between mentor and novice teachers from the novice teacher’s perspective.”   

This study sought to examine the effectiveness of the charter school’s mentoring 

program on mentee retention by gaining insight from various stakeholders: mentees, 

mentors, and assistant principals or campus administrative designees. Administrative 

designees facilitated Professional Learning Community (PLC) meetings with mentors 
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and mentees. Assistant principals or an administrative designee also provided 

professional development and time for mentors and mentees to collaborate with their 

peers. According to Goldrick (2016), school administrators play a vital role in the success 

and professional growth of new teachers. With the support of experienced school leaders, 

novice teachers become better educators, which increases the likelihood of them 

remaining at their school. Shaw and Newton (2014) emphasized the importance of 

servant leadership and its impact on teacher retention. Furthermore, they espouse that a 

leader who understands how to support teacher needs and professional development are 

able to cultivate and retain great teachers.  

 When mentors and mentees engaged in their respective Mentor or Mentee PLC 

meetings, they explored content and instructional items that were relevant to their 

respective group. For example, mentors discussed and collaborated around topics such as 

andragogy or coaching skills, which were designed to develop their skills as mentors and 

teacher leaders. Sowell (2017) stated that mentors should receive continuous training 

with building relationships, improving instructional practices, and classroom 

management to support novice teachers. This can assist with retaining novice teachers 

beyond their induction years. Hobson, Ashby, Malderez, and Tomlinson (2009) stated 

that mentors are more likely to implement effective mentoring strategies when they 

receive training and preparation. Some of the areas they identified for mentor training 

were developing their identities as mentors, enhancing skills through discourse around 

mentoring practice and pedagogy, building interpersonal skills, along with the ability to 

motivate mentees to reflect on their practice. According to Aspfors and Fransson (2015), 

the professional growth and development for mentors is enhanced by reflecting on and 



78 

 

sharing their own teaching practices. Additionally, Evertson and Smithey (2000) 

expressed the importance of mentors’ training. The findings of their study indicated that 

novice teachers who had a trained mentor experienced more accelerated success with 

classroom organization, management, and student engagement than their counterparts 

who had mentors without formalized mentor training.  

Mentees in the charter management organization engaged in 

professional development topics to assist them with developing their classroom 

management skills and implementation of instructional best practices. Ingersoll (2012) 

stated that a few of the findings regarding induction have been contradictory and mixed at 

times. However, the overall general consensus was that induction generally has a positive 

result. In addition, Ingersoll (2012) reported that most participants indicated that novice 

teachers who were involved in some form of induction experienced success in various 

areas. Some of the areas identified were keeping students focused on the lesson, more 

effective questioning strategies, success with classroom management, and had greater 

gains on student achievement assessments. According to Moir (2009), induction 

programs are important for novice teachers because they help accelerate novice teacher 

effectiveness. This results in helping novice teachers make progress at a faster pace to 

become exemplary earlier and positively impact the academic achievement of their 

students. Sowell (2017) identified three key mentoring elements that are critical for 

supporting and retaining novice teachers: (a) building trusting relationships between 

mentors and mentees, (b) providing coaching with classroom management skills, and (c) 

support with improving instructional practices.           
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Within this study, stakeholders had the opportunity to express the impact that the 

mentoring program had on mentee/mentor collaboration, the impact that PLC materials 

had on instructional practice, and identified resources or program items that helped them 

determine whether they would continue teaching at their school, or within the charter 

management organization. The study is significant, as it provides insight regarding the 

influence of a mentoring program from multiple stakeholder perspectives on one of the 

largest charter school systems in the state of Texas.    

Research Design   

  A phenomenological case study is the methodology that was used to explore and 

chronicle the mentoring experiences and factors that impacted mentees’ instructional 

practices and decisions to remain in or leave the teaching profession. The goal of this 

study was to attain in-depth insight of the stakeholders’ perspectives and common themes 

regarding the influence of the mentoring program events or resources that either 

encouraged or discouraged teachers’ instructional practices and retention in the charter 

management organization. This study examined data collected via organizational 

Professional Learning Community (PLC) Reflection Forms, the mentoring program 

guidebook, and participant interviews.  

Creswell and Poth (2018) stated that a phenomenological study explains the 

common lived experiences that participants encounter as it relates to a particular 

phenomenon or concept. Additionally, they espouse that the purpose of phenomenology 

is to synthesize the experiences of individuals around a phenomenon into the general 

essence of what all participants have experienced.  
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 Research Questions   

The following research questions guided this study: 

1.  Which aspects of a charter management organization (CMO) mentoring 

program influence novice teachers’ instructional practices? 

2.  What support factors did mentors provide that influenced novice teachers’ 

instructional practices and decisions to remain at their school, or within 

the charter management organization CMO network? 

3.  What support factors did assistant principals or administrative designees 

provide that influenced novice teachers’ instructional practices and 

decisions to remain at their school, or within the charter management 

organization CMO network? 

Context and Setting   

This study took place in a large public charter management organization that 

consists of 58 public charter schools organized into six different regions across the state 

of Texas. This organization has 4,000 faculty and staff members who serve 35,000 

students. Each of the 58 campuses receive professional development material to provide 

support for the growth and professional development of their mentees and mentors. The 

mentees’ PLC content focused on supporting new teachers with classroom management 

and implementing effective instructional strategies. Mentee PLC meetings allowed new 

teachers to engage in the content by practicing, collaborating, and implementing the 

content in their classrooms. Additionally, the professional development material for 

mentors, focused on the mentees’ PLC material, adult learner theory, and instructional 

coaching strategies for supporting mentees.   
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Participants   

A convenience sample was used to select teachers from the system-wide list of 

new teachers identified as mentees and their assigned mentors within the charter 

management organization. The charter management organization acknowledged that 

some campuses actively engage their mentors and mentees with the central office created 

professional development material, while other campuses do not. Purposive sampling was 

used to select the participants for interviews and focus groups. According to Gall, Gall, 

and Borg (2007), purposeful sampling entails selecting participants or cases that are 

likely to provide rich information regarding the purpose of the study.  

Participants were selected from the 57 campuses to provide insight into the 

implementation of the mentoring program throughout the charter management 

organization.  There was a total of 11 campuses, nine administrative designees, six 

mentors and six mentees who participated in the study. Selected participants offered 

insight regarding program implementation s and teacher retention on their campuses. 

They identified aspects of the professional learning, as well as mentor/mentee 

interactions that impacted their teaching experiences and decisions to remain or leave the 

profession.    

The population consisted of a total of 21 participants who participated primarily 

in individual interviews and one focus group with just two participants.   In this case 

study, data were collected from PLC Reflection Forms which contained participants’ 

responses regarding their engagement with the professional development (PD) material 

for campuses that submitted forms during the 2019-20 school year. Five of 11 campuses 

had participants who submitted PLC Reflection Forms. The other six campuses did not 
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submit forms. The feedback from all five campuses contained responses which indicated 

that the participants engaged in the activities around the professional development 

content.      

Instrumentation   

            Multiple instruments were used to collect data within this study. Participants used 

the Mentoring Program Guidebook to assist them with implementing the program, 

submitted in-house documentation, including Professional Learning Community (PLC) 

Reflection, and participated in individual and focus group interviews. All interviews with 

the mentors and administrative designees were conducted as one-on-one meetings via the 

online video conferencing platform, Zoom, to collect data regarding the influence of the 

mentoring program for this study. Four of the six mentee interviews were conducted 

individually, and two participants were interviewed as a focus group. All mentee 

interviews were conducted via Zoom as well. Zoom was used to conduct all of the 

interviews as a result of social distancing due to the impact of COVID-19.    

The interviews were conducted using a guided protocol, which was developed for 

each stakeholder group (mentees, mentors, and administrative designees).  The questions 

were developed around each of the three research questions. A subset of questions were 

developed to seek participants’ responses regarding the influence that the mentoring 

program, mentors, and administrative designees had on the mentees’ instructional 

practices and decisions to remain at their campus or within the charter management 

organization network. 

 

 



83 

 

Data Collection   

All data in this phenomenological comparative case study were collected via 

artifacts and interviews. The guided protocol questions were reviewed by an expert panel 

to provide feedback for improving the quality of the study. Questions were sent to each 

respective group: mentee, mentor, and administrative designees who would not be 

included in the study to field test the items for clarity and validity. The panel was asked 

to review each of the questions and provided feedback regarding ways to adapt and 

rephrase some of the items to ensure they would be understood by participants of the 

study. The expert panel feedback was used to edit the guided protocols before sending 

them out to the study’s participants. Engagement with the participants was captured via 

the Zoom audio and video recordings platform and field notes were taken during the 

interviews. All of the data were used to transcribe the participants’ responses.    

Treatment of the Data 

Participant feedback from the PLC Reflection Forms, mentoring program guidebook, and 

guided protocols was used to triangulate the data. According to Carter, Bryant-Lukosius, 

DiCenso, Blythe, and Neville (2014), triangulation is described as the process of using 

multiple methods or data sources in qualitative research to develop an extensive 

understanding of phenomena that participants experience. Carter et al. (2014) also 

explained triangulation as a research strategy to test validity through merging information 

from various sources.  All the sources were used to triangulate the data collected in this 

study for the purpose of assuring validity of the study.     
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Data Analysis    

The data were collected via multiple data collection means (artifacts and 

interviews) and categorized around the guided protocol questions. Data were collected 

from each source, transcribed, and analyzed for common themes of the phenomena 

around new teacher/mentee teaching experiences and retention. Each individual transcript 

was edited using the audio or video recordings to ensure clarity and accuracy were 

achieved during the transcription checking process. After the transcripts were edited, the 

researcher emailed the participants to see if they desired to member check the data for 

accuracy and validity. The researcher received no responses regarding the transcripts. 

Participants’ responses from the guided protocol interview transcripts were cut 

and pasted into an Excel spreadsheet, sorted by interview questions per stakeholder group 

(mentees, mentors, and administrative designees). The researcher examined and color-

coded common themes based on the participants’ responses for each research question. 

Research Question One focused on the influence of the mentoring program on the 

mentees instructional practices and retention decisions. The common themes from 

mentors and administrators were that the program provided mentees with a go-to person, 

Professional Learning Community (PLC) meetings. Mentees agreed that they had a go-to 

person but expressed that their mentors should have been assigned earlier than October. 

Research Question Two focused on the influence of the support factors that mentors 

provided. The themes included mentor availability, instructional support, and 

encouragement. Research Question Three focused on the influence of the support factors 

that administrative designees provided. The emergent themes from this question included 

support with parent communication, modeling lessons, and social and emotional support.    
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Researcher Bias    

            The researcher is employed with the charter management organization at the 

central administration office as a director who creates the mentoring program 

professional development material. While the researcher is directly involved with the 

preparation of the program materials and provides campus administrative designees with 

trainer of the trainer sessions to implement the materials, no evaluative, accountability, or 

supervisory relationship exists between the researcher and the campus administrative 

designees regarding the implementation of the mentoring program on each of the 58 

campuses. The researcher is vested in the professional development, success, and 

retention of new teachers throughout the charter management organization. Therefore, 

caution was taken when conducting interviews and analyzing data to lessen and eliminate 

any biases or influences on the participants and findings.       

Summary and Organization of the Study  

            In Chapter III, the researcher presented the methodology of the study. This chapter 

included the following sections: Statement of the Purpose, Research Design, Research 

Questions, Context and Setting, Participants, Instrumentation, Data Collection, Treatment 

of the Data, Researcher Bias, and Data Analysis. Chapter IV will report the findings of 

the study. 
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CHAPTER IV   

 Analysis of Data and Findings     

The purpose of this study was to explore the influence that a mentoring program 

had on the instructional practices of novice teachers and their decision to remain in the 

charter management organization. Novice teachers had the opportunity receive support 

from their mentors in various ways, such as formally scheduled and informal meetings, 

collaboration on instructional and classroom management strategies, as well as 

observations and feedback. In addition, administrative designees provided a variety of 

support through facilitating professional learning during PLC meetings and providing 

feedback from observations as well. Chapter IV is organized in the following order: 

Introduction, review of the research process, presentation of the emergent themes from 

the guided protocol interviews, and a summary of the findings of this phenomenological 

case study which focused on the following three research questions:  

1.  Which aspects of a charter management organization (CMO) mentoring 

program influence novice teachers’ instructional practices? 

2.  What support factors did mentors provide that influenced novice teachers’ 

instructional practices and decisions to remain at their school, or within 

the charter management organization CMO network? 

3.  What support factors did assistant principals or administrative designees 

provide that influenced novice teachers’ instructional practices and 

decisions to remain at their school, or within the charter management 

organization CMO network? 
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Review of the Research Process 

 This phenomenological qualitative case study used multiple methods to analyze 

and collect data regarding the charter management organization mentoring program. The 

CMO Mentoring Program Guidebook, Mentoring Program PLC Reflection Forms, and 

participant responses from the guided protocol interviews with feedback from the 

mentees, mentors, and administrative designees’ perspectives were data sources for this 

study. There were 11 campuses, nine administrators, six mentors, and six mentees 

represented in this study.  

 Table 1 contains data from ("Texas Education Agency - 2018–19 Texas 

Academic Performance Report," 2020) for each campus, identifying the teachers’ years 

of experience for beginning teachers and those with one to five years of experience. This 

table provides insight regarding the overall average experience of teachers serving on 

each campus in the study. Campus 7 has the lowest combined percentage, with a total of 

52.8% of teachers having zero to five years of teaching experience. Campus 4 has the 

highest combined percentage, with a total of 87.9% of teachers having zero to five years 

of teaching experience. Seven percent of the teachers in the state are Beginning teachers 

with zero years of experience. Teachers with one to five years make up 28.9% of the 

teachers in the state. 
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Table 1 

Teachers by Years of Experience per Campus 

CMO Campus Staff Information Count/Average Percent 

Campus 1 Beginning Teachers 

1-5 Yrs. Experience 

3.4 

18.6 

10.3% 

56.5% 

Campus 2 Beginning Teachers 

1-5 Yrs. Experience 

2.6 

17.4 

9.4% 

62.0% 

Campus 3 Beginning Teachers 

1-5 Yrs. Experience 

5.0 

26.0 

11.0% 

57.8% 

Campus 4 Beginning Teachers 

1-5 Yrs. Experience 

2.0 

25.0 

6.5% 

81.4% 

Campus 5 Beginning Teachers 

1-5 Yrs. Experience 

6.7 

28.0 

15.2% 

63.7% 

Campus 6 Beginning Teachers 

1-5 Yrs. Experience 

7.2 

25.5 

14.1% 

49.9% 

Campus 7 Beginning Teachers 

1-5 Yrs. Experience 

1.0 

18.6 

2.7% 

50.1% 

Campus 8 Beginning Teachers 

1-5 Yrs. Experience 

3.6 

29.3 

6.5% 

52.3% 

Campus 9 Beginning Teachers 

1-5 Yrs. Experience 

3.0 

29.7 

7.4% 

73.1% 

Campus 10  Beginning Teachers 

1-5 Yrs. Experience 

5.8 

20.3 

14.7% 

51.5% 

Campus 11 Beginning Teachers 

1-5 Yrs. Experience 

9.4 

19.3 

22.8% 

47.0% 
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 Table 2 contains data from ("Texas Education Agency - 2018–19 Texas 

Academic Performance Report." 2020) for each campus, identifying the average years of 

experience for assistant principals for each respective campus and the overall district 

average. The charter management organization is comprised of seven different districts, 

as identified by the Texas Education Agency (TEA). As a result, the district numbers 

vary, based on the district in which it exists. Campus 11 had assistant principals with the 

lowest average years, having one year of experience for both the campus and district. 

Campus 1 had the greatest average years of assistant principal experience with a campus 

average of seven years and district average of five years. The Texas state average years of 

experience are as follows: Average Years’ Experience of Assistant Principals – 5.3 

Years, and Average Years’ Experience of Assistant Principals with District – 4.7 Years.   
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Table 2 

Average Years’ Experience of Assistant Principals 

CMO Campus Staff Information Campus District  

Campus 1 Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

7.0 

5.0 

4.7 

4.2 

Campus 2 Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

5.0 

4.0 

4.7 

4.2 

Campus 3 Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

3.7 

3.7 

4.5 

3.4 

Campus 4 Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

6.0 

6.0 

3.5 

3.3 

Campus 5 Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

4.5 

4.5 

4.3 

3.6 

Campus 6 Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

3.7 

3.7 

3.9 

3.5 

Campus 7 Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

6.0 

4.5 

4.7 

4.2 

Campus 8 Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

2.3 

2.3 

3.5 

3.3 

Campus 9 Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

4.0 

4.0 

5.1 

4.3 

Campus 10  Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

5.0 

5.0 

5.5 

2.9 

Campus 11 Avg. Yrs. AP 

Avg. Yrs. AP/Dist. 

1.0 

1.0 

5.2 

2.9 
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Research Question One 

 Research Question One explored the aspects of the charter management 

organization’s (CMO) mentoring program influences on novice teachers’ instructional 

practices. The two major themes that were identified were (a) the program ensured that 

mentees have a “go-to person” for support and guidance, and (b) the PLC meetings 

provided professional development to support mentee growth.  

 Go-to person. Several members from each stakeholder group, administrators, 

mentors, and mentees, emphasized how having a go-to person helps mentees get 

acclimated to their campus and learn how to navigate new systems to execute their daily 

duties. Four of nine administrative designees provided comments regarding how the 

program ensures that mentees have a go-to person for support as they adjust to the 

teaching profession. The following are a few administrative designee examples: 

Participant A5 expressed, “I think it just helps, and again creates a relationship with those 

that are on campus and gives you someone that you know you can go and ask those 

questions.”  Participant A6 explained, “When a mentee has a person or a team to assist 

them with anything they may need help with, it makes their job much easier and gives 

them much comfort.” Participant A4 stated the following: 

I think it gives them new tools to help them in their classroom, and it also 

connects them with a person on campus who may not be the AP or the principal 

that they can go to and maybe ask the questions are not as comfortable asking 

because either they feel silly, or they know they've been gone over and they don't 

want to ask again. 
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 Several statements were made regarding how the program ensured that mentors 

were there to serve as a go-to person for mentees. Participant B4 expressed, “I think it 

gives teachers an outlet, someone to go to if they have any questions or any concerns. So 

it's kind of like, just like a guiding hand into the teaching profession.” Participant B6 

replied, “Just the fact that they know they have one person to go to. They don't have to 

look for someone like, Oh, I wonder if this person is available.” Participant B5 stated the 

following:  

I think it provided them a point of contact they knew they could go to 

immediately for any questions, and if I didn't know the answer to that question, 

then I could reach out to the appropriate person to figure it out so they didn't have 

to run all over the place and find the right person themselves. 

Half of the six mentees shared their thoughts regarding the value of having a go-to 

person and how the program provides help to get the mentees adjusted to the profession. 

Participant C6 expressed the following regarding having a go to person: 

I guess just overall having somebody they can go to. And I think even more than 

the technical aspects, just someone that you can reach out to. You don't have to go 

to administration, unless of course there's something serious. 

Participant C4 expressed how it made a difference for her:  

It makes me feel like I always have someone that I can talk with and always go to 

for help, whether it be academically, or with like strategies and classroom 

management. I always have someplace to go, and it makes me want to remain 

here because I have that support system. 
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Participant C5’s statement confirmed that having a go to person provided a sense of 

security which is having an influence on their decision to remain at the school. She 

expressed the following: 

And I do like the aspect of having someone I can talk to, and knowing someone is 

around if I have a question or something like that so I do know that I am looking 

way more favorably at staying next year because of it. 

Professional Learning Community (PLC) meetings. Each of the stakeholders, 

administrative designees, mentors, and mentees, expressed comments regarding the ways 

that the mentoring program includes PLC meetings, which have an influence on mentees 

instructional practices. The majority of administrative designees explained how they 

facilitate PLC meetings and how the content can assist mentees. Participant A2 stated, 

“There are just a lot of key items that are covered in the PLC meetings that we have, as 

well as in the collaboration between the mentors and mentees.” Participant A3 expressed 

the following:  

I think it helps also that they are equipped with some strategies that we give them 

in the PLC and knowing that they have a go-to person for support, and then 

constantly checking in with them about their teaching practice and always giving 

them those glows so they feel empowered. 

The following are a couple of examples of how mentors perceived PLC meetings 

were used to provide support for mentees. Participant B1 explained how they convey the 

PLC meeting material to mentees that ensures everyone is knows what’s going on and 

share the same consistent message. She indicated the following: 
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The mentoring program provides opportunities. Okay, so we are all on the same 

page. That is very important for all of us to be on the same page; you need a 

system in place, where, like, I had mentioned before, the mentors get trained and 

what information they are to share with their mentees and how to share this 

information so that way when a novice teacher goes to novice teacher there's no 

confusion. This was a reference to the mentor PLC meeting regarding their 

training. 

Participant B6 conveyed how her mentee received support from other teachers on 

their team who taught the same grade level. Her comment is as follows:  

Well, during our PLCs she was able to meet with the other sixth grade... other 

seventh grade teachers. Most of the seventh grade teachers tend to teach eighth 

grade so she would meet with us. So she could talk to the other teachers because 

they have the same grade level. 

The following comments are reflective of how mentees explained the influence 

PLC meetings on their instructional practice. Participant C4 indicated, “We've had TLAC 

PLC meetings. Yes, I think those are really helpful and keeping me focused on classroom 

management strategies in the end goal in mind.” When asked, during a focus group 

interview, which mentoring activities they considered most valuable with helping them 

grow professionally, two mentees shared the following responses: Participant C1 stated, 

“I would say that one is the most important, because it is more focused on our 

instruction.” Participant C4 affirmed, “I'd probably say those PLC meetings.”  

While mentees shared positive comments regarding how the program provided a 

go-to person and ways that the PLC meetings helped them with instructional practices, all 
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six of them expressed concerns reflecting that they wished their mentor had been 

assigned when they first began. Most of them expressed that their mentors had been 

assigned either early or mid-October, causing them to have to figure several things out on 

their own in the beginning.  

Research Question Two 

 Research Question Two explored the support factors that mentors provided that 

have influenced novice teachers’ instructional practices and decisions to either remain at 

their school or within the CMO network. There were three themes that mentors and 

mentees provided in several comments regarding the ways that mentors provide support. 

Those themes included mentor availability, instructional support, and encouragement. 

 Mentor availability. One common theme that was shared by both mentors and 

mentees was the importance of the mentor being available for their mentees. Five of six 

mentors shared comments regarding ways that they would avail themselves for their 

mentees. Participant B5 expressed that the mentor is available for the following reason: 

“Providing them a safe place to go to so they're able to just talk freely about what they're 

going through and how they're feeling.” Participant B3 made the following statement: 

I would make myself available, and… Sometimes I even, you know, when I'm 

trying to help them, I will model the skill. If we have a skill to teach, I will model 

the skill so she can feel like that is really… It's about, it's about the school. I want 

them to… I want, I want them to stay but it's more also myself trying to make her 

feel welcome. 

Participant B4 stated that they avail themselves in the following manner: 
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I would say I mean, on an ongoing basis just by stopping by and checking with 

them to see how they're doing. To just check in and say, 'Hey, how was this 

week? How are things? And providing feedback on the things that they need. So 

if they were to say, you know when they walked in, 'Today felt very 

overwhelming' and we just kind of talk about it. 

 Mentees also shared comments regarding how their mentors were continuously 

available for them during times of need. The following comments are examples of the 

support they received. Participant C3 explained that she and her mentor would see each 

other every day through Zoom. She expressed, what was most valuable to her was that 

her mentor not only checked on her regarding work-related items, her mentor asked how 

things were going with her personally at home. Participant C6 explained that she really 

didn’t have any situations where she struggled but indicated that the fact that her mentor 

was available for weekly check-in meetings was sufficient to meet her needs. Participant 

C4 expressed the following: “I think for me it was making me feel comfortable to go to 

my, like my mentor, and that it was totally normal and that's what she's there for.” 

Participant C2 shared the following comment,  

Well, as I said, the head of my department is awesome. She shows me lots of stuff 

when I have questions and she's always open to questions. So she's always open to 

help. And if she doesn't know, it might be something computer related, then she 

will find me an answer. 

 Instructional support. Several mentors provided comments regarding ways that 

they provide instructional support for their mentees. Five of six mentors provided 

statements that expressed ways that they provide support for mentees around instructional 
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practices. Participant B1 explained that she has not gotten the opportunity to observe her 

current mentee but described how she has supported her previous mentees.  

Yes, I did. Well for this one this year, I haven't gone into his classroom. Yeah, but 

for previous ones, what I do is I take notes. You know, I'm just taking notes and 

I'm just like, I see the good things she's doing, and I draw from those good things 

and I connect, if there's something that's missing. I go, we may want to try this, so 

it can, it can sound better.  

Participant B1 further explained how she uses her own personal experiences to  

assist her mentees and explained,  

I just got evaluated and I was just you know, told that my transition wasn't well. 

Whatever I did that I was working on and trying to improve, how can I improve 

that in others, so I would point that out. 

Participant B2 stated that COVID-19 has affected her ability to go into her 

mentee’s classroom and explained how she supports her mentee with lesson planning. 

Participant B2 expressed the following: 

So what I've been having her do especially now that it's a little bit different. We're 

trying not to necessarily always go in each other's rooms and things like that. But 

what she'll do is, she'll send me her lesson plans and it's not necessarily for me to, 

you know, I'm not a judge or, you know, that's not my point. My point is, of 

course, to say this is what I see. Here are some things that I've noticed that 

worked for me, you know, breaking down the information into bullet points so 

that they're not trying to absorb it all at once. Kind of looking at the lesson plans 

and kind of giving her guidelines as to what I've seen as being successful and 
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what I've seen has not necessarily worked and of course also letting her know it 

also depends on your audience and how well you know the kids. 

 When Participant B3 was asked about providing feedback for her mentee 

regarding their instructional practice, the following statement was shared:  

Not on a regular basis, but yes, yes I do provide because at the beginning, I used 

to…She used to record the Zoom. And then I will watch the Zoom lesson. And 

then we're going to sit and I will give her, I will provide feedback as well but I'm 

going to give her the positive encouragement and shout out for what she did good 

and then I'll kind of say, you know, here you should do this instead of that you 

know in this place. So, that's how but not on a regular basis.  

 Participant B5 described how she assists her mentee with being more self-

reflective: “I can ask them kind of guiding questions. What was the student doing? What 

was your response? And kind of go from there. I also, provide them whatever support 

they need depending on the situation.” Participant B6 explained how she supported a 

previous mentee with lesson planning in the following manner: “Last year because she 

was a new teacher when she started, I shared my template with her, and I think she's still 

using it.” 

 The following are comments from mentees regarding the instructional support 

they received from their mentors. Participant C1 indicated:  

So one of the feedbacks from my mentor, I would say that I was able to observe 

one of her classes, and how she had her class laid out. That was actually very 

helpful. It gave me, like a guide to start my class like that. 

Participant C2 stated the following: 
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She gave me some suggestions on how to teach a few things that I wasn't entirely 

experienced in teaching. Okay, it was good to hear the language things because 

she is a diagnostician, she had some great ideas of things to use, like cards and 

lessons and ways to hook children into, like the different sounds and stuff.    

 Encouragement. Providing encouragement for mentees was another theme that 

was prevalent among mentors and mentees. The majority of mentors explained several 

ways that they expressed encouragement while supporting their mentees. The following 

statements are a few examples of the encouragement that mentors provided. Participant 

B3 explained how she had to encourage her mentee to set goals and strive to achieve 

them:  

She used to come to me every time to… for me to check what she's doing. So, I 

literally sat with her and I told her to set a goal, and just kind of like, Go, Go, try, 

yourself, and then if you, if you either say, I don't know if, kind of like if you 

make a mistake, you can just come back and self-reflect. Do not underestimate 

yourself, try because sometime failure will bring you, will help you to see where 

you have to learn the new things. 

Participant B4 replied that she likes to let her mentees know that while things 

appear to be challenging in the beginning, they will become easier over time. She 

continued by expressing the following:  

And just by being there for them, just by going by and saying you're doing a good 

job. Remember that you're not the only one going through this. You know, every 

once in a while just helps them. I feel it just helps them a lot. 
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 Participant B5 expressed the following, “I can provide them with the 

encouragement they need and some ideas on how to fix or change some of the things that 

they're doing in their classroom, and hopefully, adjust and adjust for the better.” 

Mentees also shared comments regarding how the mentors offered 

encouragement. Participant C4 shared the following comment: 

For me it was probably more of a comfort thing, because my greatest challenges I 

mean I've never taught the subject that I'm teaching now. So, I often feel like I'm 

not doing enough or I'm not successful in teaching it. But they're always there to 

remind me that everyone kind of feels the way you're feeling, and you don't need 

to feel alone and if you need to talk about it, we’re your support system. We're 

here for you and we can work through anything that you have that you're 

concerned about.  

Participant C5 explained that her mentor’s support affirmed the choices and 

actions that she took, which helped to build her confidence:  

Like just getting validation for my solutions helps and then just hearing her 

feedback. Sometimes she would go, “Well you can also do this and there's also 

these opportunities.” And I never felt like she was trying to tell me what to do. 

But she was trying to build on what I already had so I did, I did like that a lot.  

Participant C3 received encouragement from her mentor and a district leader, 

helping to boost her confidence in taking on a leadership role for her district. She 

expressed the following: 

Ms. L. and Ms. C, which is our curriculum head for our district. She was like 

would you be interested in being the Kinder PLC leader? I know that this is your 
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first year in Kinder. But we have complete faith in what you've done in the past 

too, like, you'll be a good fit to lead the Kinder PLC. 

Research Question Three 

 Research Question Three explored the support factors that assistant principals or 

administrative designees provided that have influenced novice teachers’ instructional 

practices and decisions to either remain at their school or within the CMO network. All 

nine of the administrative designee participants indicated ways that they supported 

mentees in areas such as assisting them with communicating with parents, modeling 

lessons, or social and emotional support which could influence mentees’ instructional 

practices.  

Parent communication. Administrators expressed that parent communication 

can be challenging for novice teachers. They shared several comments regarding the 

ways that they assist teachers with communicating with parents. Participant A1 explained 

how they assisted a teacher with addressing parents in the following manner:  

With one teacher actually and it wasn't a classroom management issue. It was 

dealing with the parent. ‘It was like oh my gosh, I talked to this parent and she got 

upset and she started yelling at me.’ Let me tell you. I talked to this parent and 

this is what I do. 

Participant A9 explained how the support they have modeled with campus 

mentors provided an example that prompted mentees to seek the administrator’s 

assistance:   

We have an open-door policy. They speak to the mentors and see okay from 

previous experiences they've seen how I've helped them with the parent; then the 



102 

 

mentees are able to come to me and they'll say okay I got this email, or I have this 

issue or this concern. Can you help me, and we will just write them in there, I will 

guide them. Okay this is what we need to say, this is how we will address the 

situation. 

Participant A4 explained that she felt it was important for her to assist mentees 

with parent conferences due to the challenges that novice teachers sometimes experience 

while communicating with parents when they first begin.  

I also offer to attend conferences with teachers if they're nervous for… You 

know, sometimes parents can be rough. If they're a new teacher and they're super 

struggling, sometimes I'll be like here. Why don't you give me that stack of papers 

and I'll take this off of your plate today. 

Modeling lessons. Four of nine administrative designees expressed ways that 

they either model lessons to provide support for mentees or ensure that support personnel 

are available to do so.  

Participant A2 stated that they assisted with modeling instruction:  

I also provide them support from my specific view, right? What I at least try to do 

is model. And one of the reasons why I started trying to incorporate this is due to 

the due to the session that we had actually attended on coaching. 

Participant A4 shared the following:  

A lot of modeling, like just modeling lessons for teachers, and as an instructional 

coach that's part of my role. So it's obviously a lot easier for me to model than, 

say, an AP, who has all kinds of other responsibilities. And I also helped plan a 
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lot. We do a lot of planning together, making sure that we're hitting the standards 

and our lessons are as engaging as we can make them. 

Participant A6 reflected on how they helped put other support personnel options 

in  

place to support mentees. The participant shared the following: 

Our team leaders, department chairs, coaches, or administrators would take turns 

or tag team so that the mentee has several different choices to go to for assistance 

rather than just one person all of the time. Most of this depended on the mentee’s 

preference and comfort level. 

Three of the six mentees explicitly provided comments regarding how the 

assistance that their administrative designees provided influenced their instructional 

practices or their daily duties. Participant C6 indicated, “I had one formal observation so 

far, the one that we signed up for. Miss M., our principal. She was the one that did mine. 

So she gave good feedback.” Participant C4 stated, “I guess for me it would be making 

me feel more confident in who I am as a teacher and being able to show that in my 

teaching skills. And that's from my mentor and my administrative designee.” Participant 

C1 indicated the following:  

So I have had like, observations from my mentor, and my Dean of Students. So 

they were able to give me some feedback about the class, and I was able to fix 

those issues, and to keep growing as a teacher to give the best to the students as 

well. 

 Social and emotional support. Five of nine administrative designees shared 

comments regarding ways that they provide social and emotional support and 
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encouragement to their mentees. Participant A1 stated, “Okay, so a lot of times it's just, 

you know, talk them off the ledge. Or sometimes it's something as simple as giving them 

some ideas.” Participant A3 expressed the following:  

For mentees so once again like in the beginning I do, like, check- ins. So, I do one at the 

beginning of the school year just to provide support, just to do an overall like 

check-in, and that could just be a wellness check-in like, ‘Hey let me see how 

you're doing.’ And then do another one, another check-in to go over software, 

classroom management strategies, lesson planning, and things of that nature. And 

then just do like some spot checking here and there. Formally, of course you 

know with walkthroughs, and observations. Then I obviously have an open-door 

policy, so they always come to me. 

Participant A4 indicated: 

 I also try to have them reflect like when I do an observation and I'm like, 'Okay 

these are the things that I see that are working really well. Here are the questions 

and things to think about that I have for you. And so that, they're doing the 

thinking instead of me. I'm posing questions. 

Participant A8 replied: 

 Making sure that the Special Ed coordinator and the ESL coordinator, we all met 

with the new teachers to provide additional support for the teachers so that, that 

part, didn't get too overwhelming because it can. 

Participant A9 shared: 

 They're putting in a lot of work, and they don't, they're not seeing the recognition. 

So we have to give them, remind them know you're doing a great job, making a 
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difference in these kids. You have to reassure, and then once they see, Oh, 

because I'm not getting any complaints, I'm actually doing a good job. So really 

providing that support, even sometimes just hearing them out if they have 

something to say. 

Four of six mentees expressed ways that their administrative designees provided 

support and encouragement for them. Participant C2 stated, “As I said, my administrators 

are great. And just about anything that I could ask. If I could ask a question, they will 

find an answer for me if I need to.”  Participant C1 expressed: 

 At the beginning of the beginning, I was very shy to ask them because I knew 

that they were very busy and they were trying to figure out the setting. But I 

noticed that they're always there to help me, and they're always going to find 

some time to answer my questions and my concerns. 

Participant C4 replied: 

 For me it was probably more of a comfort thing because my greatest challenges. I 

mean I've never taught the subject that I'm teaching now. So, I often feel like I'm 

not doing enough or I'm not successful in teaching it. But they're always there to 

remind me that everyone kind of feels the way you're feeling, and you don't need 

to feel alone and if you need to talk about it, we’re your support system. We're 

here for you and we can work through anything that you have that you're 

concerned about. 

Participant C5 expressed: 
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 I know that the Dean of Students and my mentor have both like personally handed 

me their cell phone and was like if you have questions feel free to contact me at 

any given time. Text me or call me, however you need. 

Research Questions One, Two, and Three: Mentees’ Retention Decisions 

 Each of the three research questions explored the type of support factors that 

influenced mentees instructional practices, which were addressed above. A second part of 

each question also asked whether those support factors influenced novice teachers’ 

decisions to remain at their campus or within the charter management organization 

(CMO). The majority of the mentees shared a response that indicated either one of two 

things that could have an impact on their future retention decisions. Mentees stated that 

either the support they received from personnel or the culture of the campus would have 

an impact on whether they choose to remain or leave.  

 Support from personnel. The support that mentees received from people was the 

most common theme regarding whether they would remain on a campus or within the 

organization. While it was specifically the mentor in several instances, there were other 

personnel who provided support that made the difference. Participant C1 had been 

impacted by the support that he received from his mentor in such a manner that it has 

made him want to serve as a mentor in the future. He stated, “I think the mentoring 

program is a way to give back to the school. So probably in the future, if I remain as a 

teacher, I could be a mentor myself so I could give back in some way.” The support that 

Participant C2 received was from members of the department in which he worked. He 

stated, “They get along with each other and they know what they're talking about. They're 

experienced and, you know, I'm very impressed by that.” Participant C3 expressed the 
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following, “Okay so what made me stay was the fact that not only was I receiving 

support from Ms. H. who was officially my mentor then. Right? I received support from 

our coaches, instructional coaches.” Participant C4 explicitly referred to her mentor, 

saying the following: 

It makes me feel like I always have someone that I can talk with and always go to 

for help, whether it be academically, or with like strategies and classroom 

management. I always have someplace to go, and it makes me want to remain 

here because I have that support system. 

 Campus culture. Some mentees indicated that the culture was equally important 

when deciding whether to remain or leave the campus or charter management 

organization. Participant C2 shared:  

You know, I love the culture of the school. The teachers are close knit, and they 

help each other when they need help and they're willing to step in when you ask 

for help. I would have to say my one of my decisions to remain is more school 

culture than anything else. This is a really great team and probably one of the best 

that I've ever worked with. 

Participant C5 expressed the following:  

Just by virtue of the fact that this has been a very welcoming community and the 

fact that I have someone who can lead and help, because again, I was in a private 

school system and it was very much sink or swim. And I do like the aspect of 

having someone I can talk to and knowing someone is around if I have a question 

or something like that. So I do know that I am looking way more favorably at 

staying next year because of it.  
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Summary 

 Chapter IV provided an analysis of the data and findings of the study. It began 

with a review of the purpose of the study and identified the three research questions. A 

review of the research process was provided, which explained how data were collected 

and analyzed. Demographic data regarding the average years of experience for both 

teachers and assistant principals were presented. Each research question was explored 

and the major themes for each were identified. The emergent themes for Research 

Question One were that the support factors of the mentoring program ensured that 

mentees had a go-to person and PLC meetings were provided. The emergent themes for 

Research Question Two indicated that mentors provided the following support factors: 

mentor availability, instructional support, and encouragement. The emergent themes for 

Research Question Three indicated administrative designees provided the following 

support factors: parent communication, modeling lessons, and social and emotional 

support for mentees.   

 Chapter V contains a summary of the study, discussion the findings, implications 

for practice and implementation, offers recommendations for future research, and 

conclusions regarding new teacher mentoring and retention.  
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CHAPTER V   

 Discussion, Implications, Recommendations, and Conclusions 

The purpose of this chapter is to consider the concepts that were revealed in 

Chapter IV to explore additional ways that the themes and findings can be used to further 

enhance mentoring and novice teacher retention. Chapter V consists of a summary of the 

study, discussion the findings, implications for practice and implementation, offers 

recommendations for future research, and conclusions regarding new teacher mentoring 

and retention.  

Summary of the Study 

 The challenges and demands placed on new teachers often impact their decisions 

regarding whether to remain in the profession. According to Ingersoll (2003), “The data 

suggest that after just five years, between 40 and 50% of all beginning teachers have left 

teaching altogether” (p. 13).  The purpose of this phenomenological case study was to 

explore the influence that a mentoring program had on the instructional practices of 

novice teachers and their decisions to remain in the charter management organization. 

This study analyzed the supports that a mentoring program, mentors, and administrative 

designees provided for mentees and whether those supports influenced the mentees’ 

decisions to remain with or leave the charter management organization. 

The conceptual framework used to conduct this study was based on the New 

Teacher Center (NTC) 2016 report titled, Support from The Start: A 50-State Review of 

Policies on New Educator Induction and Mentoring (Goldrick, 2016). This report 

identified nine criteria that were used to analyze the 50-state policies for developing 

induction programs regarding new teacher induction. Those nine criteria consisted of the 
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following: (a) educators served, (b) mentor quality, (c) time, (d) program quality, (e) 

program standards, (f) funding, (g) educator certification/licensure, (h) program 

accountability, and (g) teaching conditions.  

This qualitative case study included 11 campuses and 21 participants (nine 

administrative designees, six mentors, and six mentees). This purposive sample 

represented six of the seven districts from across the state of Texas. Participants were 

chosen by analyzing Professional Learning Community (PLC) Reflection Forms, a 

charter management organization (CMO) documentation tool that provides teacher 

feedback regarding the professional learning content for developing mentor and mentee 

skills around teaching and learning. Analysis of the CMO Mentoring Program Guidebook 

was another instrument used to explore the mentoring program implementation. Finally, 

three Guided Protocol instruments were used to conduct interviews of the three 

stakeholder groups (administrative designees, mentors, and mentees). The one-on-one 

interviews and focus groups were conducted via the online video conferencing platform, 

Zoom. The guided protocol questions were designed around the following three research 

questions:   

1. Which aspects of a charter management organization (CMO) mentoring 

program influence novice teachers’ instructional practices? 

2. What support factors did mentors provide that influenced novice teachers’ 

instructional practices and decisions to remain at their school, or within the 

charter management organization CMO network? 

3. What support factors did assistant principals or administrative designees 

provide that influenced novice teachers’ instructional practices and decisions 
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to remain at their school, or within the charter management organization CMO 

network? 

Analysis of the findings of the study produced the following themes for each 

research question. Research Question One analyzed aspects of the mentoring program 

that influenced mentee instructional practices and provision of a go-to person and PLC 

meetings were identified as the two prevalent themes. Research Question Two analyzed 

the support factors that mentors provided to influence mentee instructional practices. 

Mentor availability, instructional support, and encouragement were the three prevalent 

themes. Finally, Research Question Three analyzed the support factors that administrative 

designees provided to influence mentee instructional practices. The three prevailing 

themes were parent communication, modeling lessons, and social and emotional support.  

Discussion of the Findings 

 There were several emergent themes from each research question. Research 

question one had two themes, research question two had three themes, and research 

question had three themes. The themes are as follows: 

Research question one. Which aspects of a charter management organization 

(CMO) mentoring program influence novice teachers’ instructional practices?  

The findings for research question one revealed the two themes of having a go to 

person and PLC meetings as aspects that influence novice teachers’ instructional 

practices. The findings emphasize the importance of having someone that novice teachers 

can get to quickly and providing them with professional learning made a difference in 

helping them grow. Wood and Stanulis (2009) described a quality teacher induction as 

“enhancing teacher learning through a multi-faceted, multi-year system of planned and 
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structured activities that support novice teachers’ developmentally-appropriate 

professional development in their first through third year of teaching.” Moore (2016) 

explained that when new teachers have the right support that novice teachers can easily 

access, such as a coach or mentor can make a difference in reducing attrition. These 

support systems help novice teachers develop confidence and provide feedback to help 

them grow in their instructional practice.  

The conceptual framework that helped guide this study is based on the nine policy 

criteria of the New Teacher Center (NTC) Policy Report Goldrick, (2016). Two of the 

nine state policy criteria as identified by Goldrick (2016) aligned with the themes for 

research question one are Educators Served and Mentor Quality. Educators served 

expressed that all beginning teachers should receive support during the first two years of 

entering the profession which is the time frame that mentees are served in the CMO 

mentoring program. Mentor Quality aligns with the PLC meetings, as mentors are 

provided ongoing training for supporting mentees. Mentees receive professional 

development in PLC meetings as well.  

Research question two. What support factors did mentors provide that 

influenced novice teachers’ instructional practices and decisions to remain at their school, 

or within the charter management organization (CMO) network? 

The emergent themes for question two described the importance of mentors 

availing themselves, providing instructional support, and encouragement for mentees as 

key support factors for novice teachers. Participants described how mentors made sure 

that they were available to answer any questions that their mentees had at impromptu 

times and during scheduled meetings. Additionally, mentors provided instructional 
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support and feedback through observations and reinforced instructional techniques during 

collaborative meeting times. Mentors also provided words of encouragement to keep 

mentees motivated during challenging and prosperous times. Rodgers and Skelton (2014) 

explained how ongoing professional development, the support, and the feedback that a 

mentor provides can help novice teachers grow professionally. In addition, such support 

provides opportunities for collaboration around classroom management, instructional 

methods, and limits feelings of isolation that new teachers often experience.    

Program Quality and Time are two of Goldrick’s (2016) nine state policy criteria 

that align with research question two. Program Quality aligns because it emphasizes 

providing time for mentors and mentees to observe one another and for mentors to 

provide feedback to assist mentees with improving instructional practices. Time aligns 

with this research question because participants reflected on the ongoing meetings that 

allow them to collaborate for instructional purposes.    

Research question three. What support factors did assistant principals or 

administrative designees provide that influenced novice teachers’ instructional practices 

and decisions to remain at their school, or within the charter management organization 

(CMO) network? 

There were three prevalent themes for research question three that highlighted 

support factors that administrative designees provided their novice teachers. The three 

themes were parent communication, modeling lessons and providing social and 

emotional support. Helping mentees communicate with parents was important because it 

was an area of challenge that caused them stress or frustration. Administrative support 

provided the tips, tools, and reassurance that the novice teachers needed. Administrative 
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designees sometimes modeled lessons directly for mentees. Then there were times when 

designees provided modeling for mentors and other support personnel to demonstrate the 

lessons or tenets they expected them to model for mentees. In addition, the social and 

emotional support that administrative designees provided mentees helped them thrive and 

feel more confident. According to Luther and Richman (2009), positive collegial and 

administrative support are factors that decrease the rate of teacher attrition. Participants in 

the study indicated that the support they received from colleagues gave them motivation 

and the inspiration to remain in the profession, sometimes beyond their originally 

planned departure. When participants felt as though they were respected by, listened to, 

were encouraged to grow professionally and overall were supported, they spoke highly of 

their administrator. 

Program Standards is the one Goldrick (2016) conceptual framework policy that 

aligns with research question three. Program Standards explain how formal programs 

should be developed around foundational, structural, and instructional program standards. 

The PLC meeting content for mentees is based on providing professional development 

focused on Teach Like a Champion instructional techniques. The mentor PLC meeting 

professional development content is based on Jim Knight coaching material.   

Implications 

            Ingersoll (2003) stated that 40 to 50% of new teachers exiting the profession 

around the fifth year of teaching. Novice teachers face a number of challenges as they 

enter the teaching profession. From the moment they accept their first teaching position, 

they are expected to manage the responsibilities and duties of a seasoned veteran. Foote 

et al. (2011) stated, “New teachers face challenges in such areas as student discipline and 
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motivation, curriculum planning, delivery and individualization of instruction, curriculum 

and student progress assessment, and parent communication.”  Foote et al. (2011) 

explained that novice teachers enter the profession expected to understand state 

standards, demonstrate classroom management, deliver effective instruction, work 

collaboratively with their colleagues, and correspond with parents to ensure the social 

and emotional growth and academic achievement of their students. The challenges and 

demands placed on new teachers often impact their decisions regarding whether to 

remain in the profession. As a result, it is essential to have various types of support in 

place to increase new teacher retention. 

            The findings of this study present several implications that district and campus 

level personnel should consider when developing and implementing a mentoring or 

induction program for novice teachers to support their growth and development in the 

profession. 

1. Novice teachers should be provided support within their first two years of 

entering the profession. It is important to have a go-to person who can offer 

guidance, be a listening ear, and provide professional support through 

observations and offer feedback. Moore (2016) emphasizes the importance of 

how having the right support available for new teachers can make a major 

difference in reducing teacher attrition. Some of the types of support include 

having a coach or mentor who is readily available. Such a mentor should be able 

to maintain confidence, be a positive and good listener, able to collect data and 

provide feedback and training to help new teacher grow in their instructional 

practice of becoming an exemplary teacher. 
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2. Mentees should receive their assigned mentors early, within the first week or two 

of being hired. Several mentees expressed that they found the support of their 

mentors and other support personnel quite valuable with getting acclimated and 

mastering the system software and implementing instructional resources. While 

many stated that their mentors were assigned in October, they expressed that 

having the mentor assigned earlier would provide them with the support they 

needed with understanding daily operational tasks and program. Kardos and 

Johnson (2010) asserted it is important to provide new teachers with the necessary 

support, as early experiences determine new teachers’ sense of 

success, influences their long-term performance in the classroom, and their 

decisions whether to remain in teaching. 

3. Ongoing professional learning should be provided for both mentors and mentees. 

In this study, PLC meetings were provided to both stakeholder groups on some 

campuses. Some administrative designees facilitated meetings and modeled 

professional learning for mentors and other support personnel around coaching 

and supporting adult learners. This helped build their capacity and provided their 

teacher leaders with the tools necessary to offer instructional support and 

encouragement to the mentees. Goldrick (2016) stated in the New Teacher Center 

criteria around Mentor Quality that mentors should be provided ongoing training 

around supporting new teachers’ instructional practices. In addition, some 

administrative designees facilitated professional development and modeled 

instructional strategies to develop the mentees’ instructional practices.  
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4. System wide, it would be most beneficial if all administrative designees would be 

more explicit and consistent with the implementation of PLC meetings and 

specific instructional strategies with mentees. On campuses where 

implementation was more consistent, mentors and mentees were able to express 

how the PLC content influenced their professional growth and instructional 

practice. Callahan (2016) explained how when program standards of a mentoring 

program are implemented with fidelity, it provides a foundation for teachers who 

are trained with excellence and produce effective teachers and leaders who impact 

student growth and achievement.    

Recommendations for Future Research 

            Helping to increase new teacher retention is beneficial for many reasons. To 

begin, it is critical that educators help new teachers get oriented to the profession and 

experience success early in their careers to boost both their confidence and competence. 

When novice teachers are provided with the support they need with teaching, learning, 

and professional responsibilities, they are able to positively impact student achievement 

sooner. The researcher suggests the following possible options for future research: 

1. Conduct the study in the spring versus the fall to give campuses the opportunity to 

provide mentees with a full year of support. With more time, mentees may be able 

to provide more in-depth responses regarding instructional practices and thoughts 

regarding retention decisions based on the additional time of mentoring support 

and exposure.  

2. Conduct a study of mentoring programs that provide support for five years to see 

whether the support helps increase new teacher retention. This could help 
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determine if additional support beyond two years helps new teacher retention 

beyond the fifth-year mark, which research indicates as the pivotal year by which 

new teachers leave the profession. 

3. Conduct a study or design a mentoring program that systematically provides 

support for mentees through five years, with an emphasis on preparing mentees to 

take on the role of becoming a mentor upon completion of year five.  

4. Conduct a comparative study of multiple charter school mentoring programs to 

determine which practices are successfully influencing mentees’ instructional 

practices and new teacher retention.  

5.  Conduct a comparative study between charter and traditional ISD mentoring 

programs to determine whether one system is experiencing greater success with 

improving mentee instructional practices and increasing new teacher retention. 
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APPENDIX E 

Informed Consent Agreement 

Please be sure to read this informed consent agreement thoroughly before you agree to 

participate in this study.  

Project Title: An Examination of the Influence of a Mentoring Program on Teacher 

Retention in a Charter Management Organization in Texas 

Purpose of the research study: The purpose of this study is to gain insight from 

mentees, mentors, and administrative designees to analyze the influence that the 

mentoring program has had on mentees’ instructional practices and decisions to remain in 

the teaching profession. 

What will you do in the study: 

Time required: If you are a mentee, you will spend no more than an hour being 

interviewed in a focus group with your peers as you share your mentoring program 

experiences. If you are a mentor or administrative designee, you will spend 

approximately 30 to 45 minutes in an individual interview.  

Benefits: The feedback that you provide is valuable and will be used to help improve the 

mentoring program for future participants. Your input can help inform decisions 

regarding how to help novice teachers with developing instructional practices and 

improve teacher retention efforts.  

Confidentiality: No names or personal identifying information will be used in this study. 

Numbers or pseudonyms will be used to ensure that the information that you share will 

remain anonymous and confidential. A list with the anonymous information (numbers 

or pseudonyms) will be used to accurately transcribe your responses during the study. 

The list that correlates to the anonymous information will be destroyed after the study 

is completed and all data have been analyzed. In the event that you volunteer and give 

consent to be interviewed by the researcher, your responses will be video or audio 

recorded with your written consent.   

Voluntary Participation: Your participation in this study is totally voluntary. Therefore, 

you have the right to decide not to participate and there will be no penalty of any kind 

resulting from such decision.   

Payment: Your voluntary participation is appreciated. However, you will not receive any 

form of payment for your participation.  

Contact person if you have questions:  Contact person regarding your 
rights: 
Carnita M. Thomas, Doctoral Candidate  Dr. Lisa Ellis, Chair IRB Committee 
School of Education, Houston Baptist University Houston Baptist University 
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Thomascm2@hbu.edu    Houston, Texas 77074 
       Email: lellis@hbu.edu   
Please sign and return your consent form to your mentoring program administrative 
designee to participate in the study.  
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APPENDIX F 

Informed: Adult Subject Consent Form 
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APPENDIX G 

Mentee Guided Protocol Interview Questions 

 

1. Which aspects of a charter management organization (CMO) mentoring  

       program influence new teachers’ instructional practices? 

 

1. What are some specific examples of how the mentoring program help you 

transition into your new teaching position?  

2. What do you feel is the value of having Mentee PLC Meetings throughout 

the school year?  

3. Which mentoring activities do you consider have been most valuable in 

helping you grow professionally? 

4. What are some specific teaching skills you think have improved as a result 

of support or training you received in the mentoring program?  

5. How do you feel that the mentoring program has influenced your decision 

to remain in the future? Please elaborate. 

6. Describe the benefits of the mentoring program. 

7. What aspects of the mentoring program would you like to change or 

improve?  
8. What else would you like to add that we haven’t covered regarding novice 

teachers and the mentoring program?  

 

2. What support factors did mentors, assistant principals, or administrative 

designees provide that influenced teachers’ decisions to remain at their school, 

or within the CMO network?  

1. What are some specific ways your mentor or the administrative designee 

have contributed to your professional growth?  

2. What specific feedback did your mentor provide that was valuable to you? 

3. How did the role of the mentor influence the mentees’ decision to remain 

in the school?  

4. What did mentors or administrative designees do to facilitate the process 

for struggling mentees?  

5. What was your greatest challenge as a novice teacher? Do you feel that 

your mentor teacher or the mentoring program helped you address this 

challenge? Explain. 

6. What support did your administrative designee provide during the 

mentoring process? 
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APPENDIX H 

Mentor Guided Protocol Interview Questions 

 

1. What aspects of a charter management organization (CMO) mentoring 

program influence new teachers’ instructional practices? 
 

1. In what way was the mentoring program a key factor in helping mentees 

adjust to the teaching profession? 

2. How did the mentoring program reduce mentee feelings of isolation?  

3. What things did the mentoring program offer to help mentees develop a 

positive attitude about teaching?  

4. In what ways did the mentoring program assist mentees with developing a 

sense of professionalism about teaching? 

5. How did the mentoring program provide opportunities for mentees to 

discuss classroom management strategies on a regular basis? Please 

elaborate.  
6. How did the mentoring program provide opportunities for mentees to 

discuss other classroom concerns with other novice teachers?  

 

 

2. What support did mentors provide that influence teachers decisions to remain 

at their school, or within the CMO network?  

1. What are some of the ways you provided your mentee(s) with the help 

they needed with their teaching?  

2. How did you encourage your mentee(s) to be self-reflective about their 

instructional practice?  

3. Did you provide feedback to your mentee(s) regarding their instructional 

practice on a regular basis? What things did you do? Please elaborate.  

4. Did your mentee(s) need more assistance with their teaching than you 

could provide? What could be done to address this issue? 

5. How did you use the mentor and mentee PLC material to support your 

mentee(s)? 
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APPENDIX I 

Administrative Designee Guided Protocol Interview Questions 

 

1. Which aspects of a charter management organization (CMO) mentoring 

program influence new teachers’ instructional practices? 
1. In what way was the mentoring program a key factor in helping mentees 

adjust to the teaching profession? 

2. How did the mentoring program reduce mentee feelings of isolation?  

3. What things did the mentoring program offer to help mentees develop a 

positive attitude about teaching?  

4. In what ways did the mentoring program assist mentees with developing a 

sense of professionalism about teaching? 

5. How did the mentoring program provide opportunities for mentees to 

discuss classroom management strategies on a regular basis? Please 

elaborate.  

6. How did the mentoring program provide opportunities for mentees to 

discuss other classroom concerns with other novice teachers?  

2. What support did assistant principals or administrative designees provide 

that influence teachers decisions to remain at their school, or within the CMO 

network?  

1. In what ways do mentors play a significant role in helping novice teachers 

adjust in their first year? 
2. How do mentors and mentees collaborate on teaching and learning?  

3. What are some of the ways that mentors provided mentees with the help 

they needed with their teaching? 

4. How do mentors provide new teachers with the amount of help they need 

with their teaching? 

5. What type of feedback do mentors give mentees regarding their instruction 

or classroom management? 

6. What are some of the ways you provided your mentee(s) with the help 

they needed with their teaching? 
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APPENDIX J 

Resume’ 
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