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Abstract

This research covers three elements related to the induction of novice teachersinto the
profession. Thefirst element involves the measurement of pre-serviceteachers growthin
cultural competence and sense of efficacy as a result of their participation in an urban
preparation program. The second pertains to novice teachers' perceptions of “ preparedness,”
strengths, needs, and quality of nurturing received as part of their school’ s efforts to scaffold
their induction into the profession. The third, a pilot study, compares perceptions of novice
teachers and administrators related to the formal evaluation process. Overall, the study
provides insights into the impact of research-based strategies for improving teacher preparation
and induction for urban and other high-need learning contexts. Findings have implications for
teacher educators aswell as school officials who are working to assure that the diverse needs of
all students are being met by qualified teachers who are committed to their students, schools,
and communities and are supported by capable mentoring teachers.

I ntroduction

This paper combines three studies designed to document the impact of innovative teacher
preparation initiatives on novice teachers' performance and perceptions of preparedness. The
overall purpose of our collaborative research is to assess the impact of a university and school
system partnership’s efforts, funded by a Title I Teacher Quality Enhancement Grant, to
improve the preparation and induction of novice teachers. Two of the three studies represented in
this paper reflect three years of research focused on improving the preparation and induction of
novice teachersin urban settings. They build upon the theories of the development of a
professional (Berliner, 1998), teacher induction (Haberman, 1987; Howey, 2000), culturally
relevant pedagogy (Ladson-Billings, 1995, 2001), self-efficacy (Zimmerman, 1995; Bandura,
1997), and adult learning (Lambert, 2003).

Thefirst study focuses on pre-service teachers who completed their preparation in one
elementary and two secondary Professional Development Schools (PDSs). It studies the impact
of changesin traditional teacher preparation programs designed to strengthen novice teachers
knowledge, skills, and dispositions for addressing the needs of all students and their commitment
to social justice. Specifically, it addresses the impact of research-based curricular innovations
that have been proposed for improving teaching and learning in urban schools (e.g., culturally
relevant pedagogy, expanded emphasis on socia justice and equity, linkage with human services,
action research, reflective practice, differentiating instruction, and embedded use of technology)
on novice teachers perceptions and performance during their pre-service experience. Data for
this study were disaggregated by program area (elementary and secondary). The second study
focuses on developing an understanding of novice teachers' sense of “preparedness’ and
documenting high priority areas of need during the initial years of teaching, perceptions related
to the quality of mentoring provided, and the impact of an organized mentoring and induction
program on their retention in the profession. Differences among elementary, middle school, and
high school novice teachers' perceptions were identified. The third study, inits pilot stage,
compares perceptions of novice teachers and their administrators relative to the novice's
performance on the state’ s evaluation model. Datafor this pilot were disaggregated among the
following subgroups of novice teachers: 1) teachers prepared in fifth year programs vs. four year
or alternative certificate programs; and 2) teachers prepared in the urban preparation programs
vs. other pre-service teachersin afifth year program.



The overall objectives for these collaborative studies were:

1) to provide formative datato assist university and school personnel in utilizing novice
teachers’ assessments of the efficacy of their pre-service program to improve future
teacher preparation curriculum, instruction, and assessment.

2) toidentify the needs of novice teachers asthey enter the teaching profession and their
sense of support as aresult of participating in aformal induction experience; and

3) to compare perceptions of novice teachers and their principals related to the novice's
performance on a state eval uation assessment by key preparation characteristics.

Theoretical Framework

The need for the teacher preparation and induction interventions and these studies was
based on the research on teacher quality and retention, particularly in urban settings. The
innovations were designed and implemented to address the impact of high teacher turnover rates
in urban classrooms that negatively impact both teaching and learning (Haberman, 1987; Delpit,
1995; Weiner, 1999; Howey, 2000). Research has shown that teachers are the single largest
factor impacting student learning (Cochran-Smith, 2003b; Sanders & Horn, 1998). However,
from one-third to one-half of our novice teachers, particularly those in urban settings, do not
remain in their schools or classrooms long enough to make the transformation from “novice’ to
Berliner’s (1998) “mature” or “expert” levels (Howey, 2000; Gay, 2000). In many cases, there
are so few teachers with more than three years of experience in an urban school that there are no
effective role models available to scaffold the induction of those just entering the profession in
their schools (Darling-Hammond, 2000; Howey, 2000).

High attrition rates and the absence of “highly qualified” teachersin many urban
communities has brought to the forefront the debate about how to best prepare novice teachers
(Cochran-Smith, 2003a). All stakeholdersin American education want quality teachers because
they recognize the linkage between quality teaching and the quality of education (Cushman,
1999; Darling-Hammond, 1996, 2000; Darling-Hammond & Y oungs, 2002; Cochran-Smith,
2003b). The quality of teacher preparation, therefore, must be perceived as a contributing factor
to both teacher retention and student achievement. Research has shown that teachers without
pre-service experiences that develop belief systems, skills, and commitment to working
effectively with children and families from diverse backgrounds are often ill-prepared for initial
teaching assignments in high need schools and classrooms (Irvine, 1992; Delpit, 1995; L adson-
Billings, 1995; Zeichner, et. a, 1998, Weiner, 1999; Howey, 2000). Without developing the
dispositions and expertise to address the needs of the diverse urban student population, many
become overwhelmed and more focused on their own survival issues than on student
achievement. The ultimate victimsin the cycle are the children who need the best teachers the
profession has to offer to equalize their opportunities for successin life. According to studies
conducted with “value added” test score data, it takes approximately three to five years for
novice teachers, even those among the most effective, to make significant gains in student
achievement (W. L. Sanders, personal communication, February 2, 2004). What urban students
often experience, however, isarevolving door of novice teachers who leave their classrooms and
the profession before they have devel oped the level of expertise needed to promote their learning
at levels comparable to their suburban counterparts (Darling-Hammond, 2003).

Leadersin the field of urban education challenge teacher educators to raise novice
teachers self-awareness regarding their beliefs and assumptions about cultures other than their
own and issues of racism, classism, sexism, and discrimination (Cochran-Smith, 1999; L adson-
Billings, 2001; The National Coalition for Equity in Education, 2003). Furthermore, Cochran-
Smith (1999) identifies six principles that should be incorporated into programs teaching for



social justice: 1) enabling significant work for al students within learning communities, 2)
building on what students bring to school with them —knowledge and interests, cultural and
linguistic resources, 3) teaching skills and bridging gaps; 4) working with (not against)
individuals, families, and communities; 5) diversifying modes of assessment; and 6) making
activism, power, and inequity explicit parts of the curriculum (pp. 118-119). These studies were
designed to identify perceptions of “preparedness’ for novice teachers who were prepared in two
urban pre-service preparation programs that incorporated these principles and Howey’ s (2000)
recommendations for teacher education programs. They also include an initial attempt to
compare the quality of performance among novices who have and have not received preparation
focused in these areas.

Study Design

In order to gain an understanding of novice teachers’ perceptions, as well astheir level of
performance, we attempted to triangulate both qualitative and quantitative data derived through
multiple measures. Qualitative data for each study were gathered through interviews (individual
and focus group) and surveys. Quantitative data were gathered from the state’ s framework for
teacher evaluation scores and teacher employment and retention data. An analysis of student test
score data was not included due to the fact that three years of teacher effect data required to
compute “value added” scores for Tennessee teachersis not available for novice teachers.
Teacher evaluation data for teachers outside the partnership school system are not available due
to: 1) inability to track the location of specific graduates; and 2) difficultiesin securing annual
permission required to access teachers evaluation data. Collaborative efforts are currently
underway to overcome the barriers that previously existed in accessing these data.

Each of the three studies are presented independently and findings and conclusions are
drawn for each and across al three. The three studies are identified as “Analysis of the Impact
of Innovations in Teacher Preparation,” “Novice Teachers' Perceptions of Needs and
Effectiveness of Mentoring and Induction Practices,” and “ Perceptions of Novice Teachers and
their Administrators their Performance on the State Framework For Evaluation.”

Study 1: Analysis of the Impact of Innovationsin Teacher Preparation

Description of the Innovative Practices

Both the elementary and secondary PDS programs build upon the design principles
proposed by Zeichner et. al (1998), the Contextual Teaching and Learning Framework developed
by Hersh and Sears (1999) as part of the federally funded school-to-work initiative, Cochran-
Smith’s (1999) six principles for teaching for social justice, and Howey’ s (2000)
recommendations for improving teacher preparation to address the needs of diverse student
populations. While designed and implemented in varying manners that are aligned with their
unique school level and PDS contexts, the elementary and secondary programs both focus on
five mgjor areas: self-awareness, cultural understanding, relationship building, skill
development, and integrated activities. Table 1 includes an illustration of major activities for
each of these strands at program level. Activitiesthat are required of all university fifth-year
candidates areitalicized.



Table 1. Innovative Pre-Service Coursework Components

Self-awareness Cultural Relationship Skill I ntegrated
Under standing Building Development Activities
Urban = cultural = field-based cohort model = materials = “community
Multicultural autobiographies experiences developing anaysisto mapping” --
Studies = gathering and = |earning from positive and identify cultural learning
(Elementary presenting community leaders | supportive representation context
PDS) artifacts that = fieldtrips relationships in commercially within and
represent cultural|  designed to with students, available beyond the
and family increase their colleagues, materials; classroom
heritage awareness of families, and = using avariety = problem-
= readings and cultures other than community of approachesto based
dialogue that their own members pre-assess learning
promotes cross- | = readings, interdependent students’ = electronic
cultural discussions, and learning groups dispositions, portfolios
exploration and case studies, and abilities, and = action
interaction reflections on taents research.
= reflections culturally- related = development of
educational issues culturaly
relevant and
differentiated
lesson plans and
strategies for
promoting
family literacy
Urban = cultural = field-based = cohort model | = disaggregating = “community
Preparation autobiographies experiences = readings, student mapping” --
in Secondary | = readingsand = |earning from research, role performance learning
Schools dialogue that community leaders playing, and datato better context
(Two PDS promotes Cross- | = experiencesto discussion understand the within and
sites) cultural provideinsight into | ® developing needs and beyond the
exploration and cultures and positive and strengths of classroom
interaction backgrounds supportive studentsintheir | = problem-
= discussions with different from their relationships classrooms; based
community own with students, | = development of learning
| eaders about = awareness building colleagues, culturally " service
issuesrelatedto | figld tripsto sites families,and | relevantand learning (asa
self-awareness impacting the lives community differentiated model and as
* reflections of many secondary members |esson plans ameansto
students (e.g., * interacting * work sample promote
juvenile court, with methodology to team
prison) community translate building and
* readings, discussion|  leaderswho awareness of to introduce
case studies, and challenge student needs/ | planning and
reflections on assumptions abilitiesto assessment).
culturally- related ® |earning how plannl ng, = dectronic
educational issues to work with instruction, and portfolios
and interview assessment = action
parents— = incorporating research
taught by technology asa
community tool f_or learning
leaders = |earning to
= inter- collaborate on
dependent schpol -wide
leaming projects (e.g.,
e departmental




| | | groups [_goals) |

Self-awareness activities, despite differences in approach across programs, have fostered
discussions that identify similarities and differences while intending to build trust and comfort in
discussing issues that society tends to avoid. In developing cultural understanding and
competence, students are placed in situations that differ from their own experiences. They learn
first hand how to interact with families from cultural, racial, or socio-economic backgrounds
different from their own. In most cases, community leaders are involved in leading these
seminars and working with faculty membersin discussing relevant readings. Relationship-
building, cited by numerous studies as critical to any teacher’s success and to student learning, is
emphasi zed throughout the program. Skill development ranges designing, implementing, and
assessing instruction to collaborating with colleagues, families, and community members.
Students learn to disaggregate test score data and to gather qualitative data regarding students
needs, interests, and experiences; design culturally relevant and differentiated lesson plans to
address the needs of al subgroups of students; study the impact of their lessons on the
performance of students in the various subgroups; and analyze curricular materials for their
cultural appropriateness. While the design for achieving these outcomes varies across the school
levels, the focusis consistent, expectations are clearly communicated, and rubrics for student
performance are provided. Finally, the integrated component incorporates the concepts of
“community mapping,” work samples, el ectronic portfolios, and action research into learning
about the learning context within and beyond the classroom.

Methodology and Data Sources

In order to assess the URBAN IMPACT interns growth in the innovative “urban”
components of their pre-service programs, they have completed a series of pre- and post-
assessments to determine their perceptions related to diversity, efficacy, and the use of
technology. Although the instruments have changed over the duration of the grant, the focus has
consistently been on determining their development in understanding, appreciating, and serving
as an advocate for social justice and equity. The following instruments have been utilized:

1. The Woolfolk Hoy Teacher Efficacy Scale ((Tschannen-Moran & Woolfolk-Hoy, 2001).
This scale was used during the first two years of the grant (2000-2001; 2001-2002) to
determine candidates' understanding of issues related to diversity and efficacy and to assess
their growth during the program. It was conducted with one elementary and one secondary
PDS program prior to the involvement of the second high school PDS. Candidates responded
on asix-point Likert scale (1= “strongly disagree” and 6= “strongly agree”) to a series of 42
guestions. Sample questions from the survey include:

The amount a student can learn is primarily related to student background.

If students' aren’t disciplined at home, they aren’t likely to accept any discipline.

When | really try, | can get through to most difficult students.

A teacher is very limited in what he/she can achieve because a student’s home environment is a
large influence on his’her achievement.

€. If astudent in my class becomes disruptive and noisy, | feel assured that | know some techniques
to redirect him/her quickly.

The mean responses for each item were analyzed and used to guide program devel opment.
The instrument was administered again at the end of each school year. Growth was
determined by assessing the differences between pre- and post-assessment means.

oooTo

2. The Survey of Context, an adaptation of The Hungry Mind Questionnaire (Schneider, 1997)
designed by grant personnel, provided qualitative baseline data regarding teacher candidates



prior experiences with individuals from cultures other than their own. Candidates rated both
the frequency with which they had been involved in inter-cultural experiences as well astheir
level of understanding related to concepts such as “social justice,” “socia capital,” “human
capital,” and “communal interdependence.” They were asked to rate the frequency with
which they had experienced each item on afour point Likert scale ranging from “many,” to
“some,” to “few,” to “none.” Responses were tallied, used to guide program refinements and
implementation, and assessed to determine students' growth in understanding, appreciation,
and advocacy for cultura diversity.

3 Beliefsabout Diversity Scale (Pohan and Aguilar, 2001). Beginning in 2002, this scale was
implemented to provide faculty with information about interns' personal and professional
beliefsrelated to diversity. It was used as a pre- and post- assessment. Pre-assessment data
were used to guide program implementation. Post-assessment data were used to assess
changesin interns’ perceptions as aresult of their urban teacher preparation experience.
Candidates responded on afive-point Likert scale (1= “strongly disagree” and 5= “strongly
agree”) to a series of 40 questions. Sample questions from the survey include:

Table 2: Beliefsabout Diversity Scale Items

Personal Beliefs
» Thereason people livein poverty isthat they lack motivation to get themselves out of
poverty.
* In general, white people place a higher value on education than do people of color.
* Itisagood ideafor people to develop meaningful friendships with others having a different
sexual orientation.
* It is more important for immigrants to learn English than to maintain their first language.
Professional Beliefs
* People of color are adequately represented in most textbooks today.
* Students with physical limitations should be placed in the regular classroom whenever
possible.
 Teachers often expect less from students from lower socioeconomic classes by school
personnel.
* In order to be effective with all students, teachers should have experience working with
students from diverse racial and ethnic backgrounds.
» Multicultural education islessimportant than reading, writing, arithmetic, and computer
literacy.

4. The Teacher Confidence Scale (Developed by grant personnel). Initiated in 2002, this scale
requires pre-service teachers, at the culmination of their internship experience, to respond
identify levels of confidence on 17 items that bridge all aspects of planning, instruction,
assessment, accommodating diversity, classroom management, communication, using
technology, and teaching effectively in urban schools. Responses, on a scale ranging from
“more confident now,” “about the same,” and “less confident now,” are tabulated for all
interns in the urban program by year.

5. Exit Interviews. For three years, program evaluators have conducted focus group interviews
with both the elementary and secondary cohorts to gather their perceptions of the
effectiveness of their “urban” preparation program. Content analysis procedures have been
used to identify themes and patterns in the data.



6. Follow-up Data. First, attempts have been made to identify the number of each cohort who:
1) have pursued teaching careers, 2) who elected to teach in urban school settings, and 3)
who remain in the profession. Second, for those interns continuing to work in the partnership
school system, efforts are underway to track evaluation and student test score achievement
data along with perceptual dataregarding their internship experiences. Graduates of thisfifth
year program who continue to teach in the same state are given credit for their first year of
teaching upon their graduation. Their performance during their internship year is assessed
against the same standards as that of any other teacher in the system. Therefore, the
evaluation ratings they receive during their internship are comparable to those they receive
once in afull time teaching assignment. For graduates of the first two cohorts of participants
who hired by the partnership school system, evaluation data were analyzed to determine how
the novices' ratings during their second and third years compared to those they received at
the end of their internship year. Third, assessing impact on student achievement has been a
greater challenge. It takes three yearsto determine “value added” datafor new teachers,
which will be available for the first cohort of internsin the urban programs as of the 2003-04
school testing cycle. Due to confidentiality regulations regarding these data, the school
system will only be to report teacher effect datafor the total group of novice teachers from
each cohort. The partnership isin the process of gathering these important “impact” data.

7. University Follow-up Studies. Internsin each of the urban preparation programs complete an
on-line survey for the university Office of Evaluation and Research. Frequency distributions
are provided for the total population of graduates from UT’ s preparation program and for
individual program areas. Graduates respond to a 38 question survey with afive point Likert
response scale (1=strongly disagree, 2 = “disagree,” 3= "“not sure,” 4 = “agree,” and 5=
strongly agree”).

Findings

1. Woolfolk-Hoy Scale (Tschannen-Moran & Woolfolk-Hoy, 2001). The analysis indicated that
studentsin the first year of the implementation of the grant initiatives were, by the end of the
year, dightly more positive about their abilities to address issues related to student learning
and motivation. However, the vast mgjority generally maintained their initial beliefs about
the impact of students' lives outside of school that limit their own potential impact. While
performance increased during the second year of the grant, data from both yearsindicated a
need to expand the program’ s emphasis on self-awareness to promote cultural understanding.

2. The Survey of Context. Across both elementary and secondary cohorts and two years of data,
the great majority of the responses were consistent with existing research on pre-service
teacher candidates. More than 80% of the candidates were white, female, and from aworking
to middle-class background. While the majority indicated that they did interact on aregular
basis with people from different cultures and socio-economic levels, more than half reported
that they had not shared a meal in the home of afriend from a different culture, attended a
socia event centered on a different culture, or participated in asocia or sporting event with
friends of two or more cultures other than their own. Approximately one-half had eaten in a
restaurant in the African-American community or visited arecreation area. Fewer than 20%
in either cohort had ever attended an African-American church. In another, approximately
20% reported this experience. More than half reported alack of understanding when it came
to terms such as “social justice,” “socia capital,” “human capital,” “resiliency,” and
“communal interdependence.” Furthermore, they also indicated that they knew very little
about local politics and communities.



Personal and Professional Beliefs about Diversity

Table 3: Personal and Professional Beliefs about Diversity Post-assessments

Per songl and _ 2002— 2003 Instrument

Professional Beliefs Elementary Secondary Post-Test

écba?“t Diversity Post-assessment Post-Assessment | Sample Means
e

Personal Beliefs 70 58.70 62.9

Professional 105.5 98.96 103.89

Beliefs

Gains were greater among el ementary candidates whose scores exceeded the instrument’s
sample means. Data from thisinstrument were used to revise subsequent internship
experiences, particularly at the secondary level.

. Teacher Confidence Scale

Data from 2002 indicate that both cohorts were significantly more confident on all items
EXCEPT one -- evaluating software for teaching and learning (6/19). Moderate levels of
concern were indicated related to constructing student-centered activities (5/18) and
developing assessment rubrics (7/18), and explaining standardized test scores to students and
family members. The 2003 data. . .

Exit Interviews. Through their interviews, the interns have indicated a strong commitment to
trying innovative teaching methods, structures, and approaches. They view the experiences
focused on cultural relevance and relationship building as among the most valuable. While
they feel that their internship experiences have al had a positive impact, they primarily focus
on organizational components for improvement. In some cases, they were frustrated with the
ambiguity of having to complete inductive activities (e.g., community studies, work samples)
when they knew that other internsin the university’ s program were not being asked to do so.
In both focus groups, the theme of instructors’ commitment to preparing them to work with
all children was evident.

. Follow-up Data. Grant personnel have not been able to track former interns' employment

statistics unless they have been hired by the partnership school system. Nor have they been
able to track performance data beyond the partnership school system. Within the partnership
school system, more than 90 percent of the former interns have received ratings of equal to or
higher than they did during their internship experience. In alarge percentage of cases, the
ratingsincreased in at least two aress.

. University Follow-up Studies. With one exception, nearly all secondary interns indicated that

all aspects of the program addressed their needs. The exception related to how well the pre-
internship courses prepared them for their internship experience. Elementary interns
frequently expressed concerns related to not having opportunities to observe their peers or to
teach at avariety of grade levels.



Study 2: Novice Teachers Perceptions of Needs and Effectiveness of Mentoring and
Induction Practices

Description of the Innovative Practices

Novice teachersin “high need” urban schools within partnership have been the focus of
efforts to improve teacher induction and mentoring since the inception of the Title Il grant.
Beginning during the first year of the grant funding, 1999-2000, a research-based teacher
induction program was developed and implemented in six schools. Each year, the partnership
has added between five to six additional schoolsfor atotal of approximately 30, or 40% of the
system’ s schools. At the same time, the state department of education asked that the model be
shared across the state. The result is that more than 200 schools have devel oped induction plans
based upon the partnership model. Asof 2003-2004, |ead mentors have been trained in every
metropolitan school system and in clusters of rural school systemsto be able to coordinate the
induction program development within their school systems. For the purpose of this study, only
schools within the grant partnership are included. Thisis due to variations in implementation by
systems across the state for which grant personnel have had no control.

The “model” involves five key components. 1) professional development for teams of
administrators and teachers; 2) structure that aligns teacher induction with school improvement
planning efforts and leadership teams to assure that it is viewed as an essential aspect of
improving student achievement, 3) focused efforts to understand better the needs of novice
teachers and mentors, 4) formative program assessments to determine what is working and what
needs to be refined, and 5) on-line support for mentor teams. See Appendix A for specific
activities for each component

Methodology and Data Sources

This study focuses on the perceptions of novice teachersin 21 urban schools as they entered
their first years of teaching. Novice teachers were defined for this study as teachers with fewer
than five years experience or teachers new to the urban school setting. The schools were selected
for the study because their induction program had been in place for at |east three years. Novice
teachers in partnership schools (2000-2001, 2001-2002, and 2002-2003) each completed The
Beginning Teacher Pre-Assessment that documents their perceived strengths and needs. At the
end of each year, the teachers also complete The Novice Teacher Perceptions of the Mentoring
Experience that includes items related to teacher quality as well as the quality of mentoring. See
Appendix A for the survey.

1. The Beginning Teacher Pre-assessment data.
Pre-assessments were compl eted by all novice teachersin the 21 schools. The population for
the 2000-2001 school year was 101, for the 2001-2002 school year was 191, and for 2002-
2003 was 200. In documenting perceptions of their readiness to teach, all were asked, in
open-ended questions, to identify areas in which: 1) they felt most confident as they entered
the teaching profession, and 2) they felt the need for assistance during their first year. Their
answers were analyzed using content analysis procedures and disaggregated by school level.
Themes identified from their responses are in Table 4 below. The tableillustrates the areas
of greatest and least confidence, each in prioritized order. For “areas of greatest confidence,”
a“1” signifiesthe area where the beginning teachers indicated that they felt most confident.
For “areas of least confidence,” arating of “1” signifies the area where the respondents
expressed the least confidence. Although there were responsesin all areas for al subgroups,
only the top five were reported.
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Table4. Noviceteachers perceived areas of confidence

Areas of confidence (Prioritized) Elem. M.S. H.S.
Effective instructional methodology 1 2 2
Establishing relationships with colleagues and staff 2 5 5
Ability to manage the classroom 3 4

Knowledge of content and curriculum 4 1 1
Experience gained from an urban teacher preparation program | 5 3

Confidence in their career choice/desire to teach 4
Support from department members and/or mentors 3

Areas of least confidence (Prioritized)

Working with administrators 1 1 1
Communicating with parents 2 2
Knowledge and skillsin using technology 3 2

When asked what coaching or information they most needed to succeed during their first year
of teaching, the following were listed in prioritized order: 1) classroom management, 2)
accommodating the diverse needs of students, 3) planning; developing a repertoire of
instructional strategies, and 4) dealing with paperwork and school procedures.

2. The Novice Teacher Perceptions of Mentoring Support
A survey, Novice Teacher Perceptions of the Mentoring Experience, was developed by
URBAN IMPACT personnel in 2001 to determine novice teachers perceptions of the
mentoring support they had received during their school year. Developed in alignment with
the research-based framework for devel oping an induction programs, the survey focused on
the level of support novices received from mentors in: 1) understanding professional
expectations for teachers in the school, 2) establishing and maintaining effective professional
relationships, 3) developing as an effective educator, and 4) nurturing professional growth
and development. See Appendix B for a copy of the instrument. The survey was
administered to all novice teachersin the 21 schoolsin the study (n=191 in 2002; n=200 in
2003). Respondents were asked to rate each of 38 items, comprising the four categories, on a
4 point Likert scale (1= “strongly disagree” 2= “disagree,” 3 = “agree,” and 4 = “strongly
agree”). They were aso asked to share their perceptions of their overall induction experience
by answering four open-ended questions. Frequencies of response and means were derived
for each of the survey items by school and total population. Content analysis procedures
were used to analyze the responses to the open-ended questions. Patterns were identified and
used to assess overall program impact. In addition, the “anonymous’ survey responses were
shared with school-based Mentor Core Teams to guide their program refinements.

3. Teacher Retention Data
During the initial year of the grant, efforts were made to identify reasons for teachers
leaving participating schools. Working with data available from human resources personnel,
we realized that without exit interviews, there were no data available regarding reasons for
teacher attrition. The only data available were the percentages who had left a given school.
In collaboration with Mentor Core Teams, grant personnel constructed the following chart
and asked building principals to help determine the causes for attrition. In many of the urban
schools, principals were new to the school and did not know the history either. Therefore,
they turned to department chairs or grade level chairs for the information which was readily
accessible. (The teachers knew why their colleagues had left the school.) The following table
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illustrates the categories that were devel oped to track teacher turnover ratesin the 21 schools

with Induction Programs.

Table5. Teacher Turnover Data: Sample School A

1998-99 1999-2000 2000-2001 2001-2002 2002-2003
Reason
(#Who L eft/Total Faculty/%) 6/17 (35%) 7/17 (41%) 6/17 (35%) 2/18 (11%) 1/17(6%)
Retirement 1 1 0 0
Marriage or Move 0 0 0 0
Transfer to another school 4 2 2 0 1 - suburban
(same level)
Transfer to another school 0 0 0 0
(different school level)
Pregnancy 0 2 2 1
IlIness 0 0 0 0
Resignation 1 2 1 1
Administrative move 0 0 0 0
Promotion 1 (Curriculum

generaist)

Non-renewal of contract 0 0 0 0
Findings

1. The Beginning Teacher Pre-assessment data. Perceptions varied significantly across school
levels. Elementary novicesranked content knowledge and ability to manage the classroom

almost as often as they cited confidence in their career choice and experience gained from an
urban teacher preparation program as areas of greatest confidence. Middle school interns felt
most confident in being able to manage a classroom and establishing positive relationships
with colleagues and staff. Secondary interns felt most confident about establishing collegial
relationship s followed by ability to plan and to gain support of department members and/or
other mentors All three groups cited “working with administrators’ as their where they felt
least confident. Thiswas followed by communicating with parents and ability to use
technology for two of the three subgroups.

Novice Teacher Perceptions of Mentoring Support. In the schools with established Induction

Programs, the mean response on the four-point scale for all 38 items was 3.32 (2002) and
3.43 (2003). Responses ranged from alows of 2.90 (2002) and 3.15 (2003) to highs of 3.61
(2002) and 3. 71 (2003). The following tableillustrates the areas that were ranked among the
most helpful and least helpful for the total population over atwo year period:

Table 6. Percelived areas of support

Highest mean scoresrelated to support 2002 Mean | 2003 Mean
Making time for me when | need assistance 3.61 371
Listening to my concerns and helping me identify solutions 3.59 3.62
Accepting me as a professional 3.58 3.66
Being flexible and open-minded in assisting me 3.56 3.66
Providing the specific support and assistance | need 3.51 3.63
Maintaining effective relationships with students 351 3.56
Informal conferences with mentors 3.49 3.58
Serving as a professional role model 3.45 3.61
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L owest mean scoresrelated to support 2002 Mean | 2003 Mean
Linking me with community resources that are available to address the diverse needs 2.90 3.17
of my students

Helping me balance my own life responsibilities with the demands of teaching 3.01 3.21
Helping me establish and maintain effective professional relationships with 3.03 3.15
community members

Helping me understand the professional expectations related to standards (national, 3.10 321
state, system, and INTASC)

Having regularly scheduled conferences with mentors to plan, discuss issues, and 311 3.17
cel ebrate accomplishments

Helping me with the completion of the state evaluation process 3.16 3.36*

The novices' responses indicate that the socialization and support factors (e.g., making time,
listening, accepting, being open-minded, conferencing, modeling) were considered of most
significance to the novice teachers. The areas that would require more mentor knowledge
and experience (e.g., linking with community resources; working with community partners;
addressing state, content, or national standards; completing the requirements of the state’s
evaluation process) were perceived as dlightly less satisfied.  Only one factor on the survey
indicated aless than satisfactory rating and it related to “linking me with community
resources that are available to address the diverse needs of my students.”

3. Teacher turnover statistics. While teacher turnover rates have not changed substantially
within and across the participating schools, the number leaving one school for another school
at the same level has decreased across the sites. Thisis particularly true in schools with
experienced or new administrators perceived by the faculty to be effective leaders. A large
percentage of novice teachers continue to leave for the following reasons. marriage,
pregnancy, move to another city, promotion to another position, and administrative
move/non-renewal of contract.

Study 3: Teacher Behaviors Related to High Student Engagement
Description of the Innovative Practices

All teachers in the state are evaluated three times per year using the state's framework for
evaluation which measures competence in six domains: planning, teaching strategies, assessment
and evauation, learning environment, professional growth, and communication. Based upon
administrators assessments, novice teachers are granted or denied “professional” licenses. With
recent changes to the status of “highly qualified teachers’ our aim was, through a pilot study, to
compare novice teachers’ sense of accomplishment in the domains represented by the evaluation
process with what their administrators had perceived as a result of conducting three required
observations.

Methodology and Data Sources

Participants in this pilot study are novice teachers in four university/school system partnership
schools. For this study a novice teacher is defined as having five or fewer years of teaching
experience. The participants are divided into four distinct groups. 1) novice teachers from the
partnering university’s fifth year preparation program for “career changers’ (n=2); 2) novice
teachers from the partnering university’s fifth year preparation program (n=5); 3) novice teachers
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with undergraduate degrees (n=4); 4) novice teachers with undergraduate degrees who
completed a masters level education program (n=2); and 5) novice teachers from alternative
preparation programs (n=2). Data analysis involved comparisons of perceptions within and
across groups. We must note that although our aim was to disaggregate the survey data to
include graduates from our university’s urban preparation program, no surveys from that group
have been returned. Therefore, this group isnot included in the analysis.

The data source for each group includes teachers self-ratings and administrators’ evaluation of
the same teachers using a sixteen question, Likert scale instrument developed and offered for
public use on www.serve.org. During 2003-2004, a brief survey, Teacher Behaviors Related to
High Student Engagement (See Appendix C), was completed separately by both the primary
evaluator and the teacher at the evaluation conference at some point during the first semester.
The survey items assess teachers competence in three areas: instruction, assessment, and
classroom climate. Teachers rank both the desirability and implementation of these practices in
their own classroom; likewise, administrators rank what they consider desirable and what they
actually observe the teachers implementing.

Findings

Preliminary data analysis utilizing the first set of teacher and administrator evaluations
shows that only one variable, level of teaching (elementary or secondary) had any effect on
implementation of the sixteen teaching behaviors (dependent variables). Neither method of
preparation nor years of experience appeared to have any impact on the dependent variables.
Though not significant, elementary teachers and their evaluators noted more overal
implementation of facets of instruction (survey items 1-4) and classroom climate (survey items
12-16) while secondary teachers and their evaluators noted higher means in assessment (survey
items 5-11). Through one-way ANOVAS, only four of the sixteen variables proved to be
significant—use of discussion to show relevance of work, F(1,28)=4.145, p<.05, articulation to
students regarding the alignment of course goas with assessment, F(1,28)=4.543, p<.04,
purposeful use of grades, F(1,28)=6.776, p<.01, and strategies to stress student individuality,
F(1,28), p<.03.

Conclusions

A major limitation of this study is its sample size, with only fifteen teachers and
administrators returning surveys. Another limitation is attributed to no graduates of the urban
program in the sample. Although this was a pilot study, the return rate of instruments from the
participating schools was lower than expected. Therefore, both findings and conclusions are
drawn from a less than desirable sample size. With this limitation in mind, the differences
between elementary and secondary teachers in the areas of instruction, assessment, and
classroom climate have been impacted by several factors: the survey questions, the goals and
aims for each level, a combination of the two, or the nature of self-reports which are suspect. For
instance, elementary teachers showed higher means for “ uses strategies designed to get to know
students as individuals.” This result might be due to the fact that elementary teachers have the
same students all day whereas secondary teachers usually have between 70-125 students per day.
Likewise, the fact that secondary teachers provided students with more “ opportunities to improve
work or grades’ more than their elementary counterparts may be due to the nature of the courses
taught, their difficulty, and requirements.

The researchers fed it is important to note that a larger sample size may €licit different
results. Trends that are not present with the limited sample size may emerge with the addition of
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more teachers. Nonetheless, the absence of any significant findings across all variables leads
only to more questions and topics for further research

L essons L ear ned

1

Many novice teachers, whose preparation has been in intensive urban program, indicate
that they have a sense of competence and confidence to succeed in urban classrooms of
their own. Many directly acknowledge the link between their feelings of confidence and
their pre-service experiences in urban schools. While they also realize that they have much
to learn, they indicate a level of confidence in their ability to address the needs of diverse
student populations and an increased knowledge of resources available to address the needs
of the whole child when compared to graduates from other certification programs.

A large percentage of graduates of the urban preparation program indicate an increased
sense of “ cultural competence” in working with families or parenting adults from cultures
other than their own. The focus on asset building, self-awareness, and commitment to
socia justice have made an impact on an increasing number of program graduates.
However, not all students, especially at the secondary level, believe that they can impact
student achievement. Therefore, thereis a need to expand effortsin this area.

Developing the dispositions and commitment to social justice and equity requires more
than simply including it in the curriculum. Over the past four years, it has become evident
that novice teachers’ perceptions of students from backgrounds other than their own do not
change significantly unless pre-service experiences are carefully framed, involve first hand
experiences, and are followed by reflection and debriefing that chalenges any
misconceptions and tendencies toward reinforcement of stereotypes. Teaching for social
justice cannot be simply “covered” in coursework for it to make a difference. It must be
threaded throughout the program and emphasized in relation to all aspects of teaching from
learning about context and working with parents and community members to planning and
assessment.

Pre-service teachers have indicated that instructional innovations such as community
mapping, service learning, reflective practice, experiences addressing issues of social
justice and equity, working with families in human service agencies, and action research
have given them effective tools for adapting their instruction to the diverse needs of their
students. For example, the secondary interns have found that learning to disaggregate
student performance data in studying the impact of their instruction on student learning,
through both work sample methodology and action research, has helped them realize that
they must differentiate instruction if they are to address the needs of all their students.
They recognize that they have the skills to determine the impact of their instruction on
student learning. However, it requires a repeated reference to issues of social justice for
novices to understand the reason why these actions are important.

Gathering the data to document the impact of teacher preparation on student achievement
continues to be a challenge. Confidentiality issues, related to both performance reviews
and student test data, limit the ability of researchers to study the impact of specific program
initiatives. After three years of partnership work, it isjust becoming possible to gather the
information for groups, not individual teachers.

Preliminary results indicate that a large percentage of the novice teachers from the urban
preparation program elected to work in urban schools and have had a smaller turnover
rate when compared to other novices. For example, eight former interns from the urban
preparation program currently teach in the elementary PDS. According to their principal,
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their commitment to the school and to the children and families of the community has
helped the school achieve student achievement gains that have taken it off “the list” of the
state’s lowest performing schools. In this school, turnover rates have also decreased
significantly.

7. ldentifying why teachers are leaving schools is as important as tracking attrition figures.
While teachers in our induction study continued to leave the “high need” schools at similar
rates, many were actually leaving for leadership roles within the system, marriage, or
pregnancy rather than transferring to schools at the same level. This indicated that the
school culture was no longer the primary factor in teacher attrition. The tendency to
continue to hire young teachers contributes to these patterns. Therefore, smply looking at
turnover figures does not provide the total picture.

8. Leadership at all school levels is critical to the quality of teacher induction programs.
Although the structure of the model developed through URBAN IMPACT has been to
involve administrators and teachers in tailoring systemic induction plans to the unique
school context, the variation in effectiveness of these programs has been dependent on how
integrated they have been in the total school culture. When teams recognized the impact of
teacher turnover on student achievement; developed, implemented, assessed the impact of
their programs, and continued to make refinements, they were able to make an impact on
teacher turnover. In the schools with minimal leadership and emphasis, attrition rates were
not impacted. As aresult, the current focus is on including induction on the TN SDE rubric
for assessing school improvement plans and on making local school system superintendents
aware of the need to retain talented teachers. It is our belief that when school system
leaders made teacher induction a priority, school principals were more likely to do the
same.

9. More support is needed for teacher induction to become systemic. School system
leadership needs to directly involved in supporting building-level induction programs.
There needs to be a stronger link between what is planned, initiated, and assessed at the
building level and what is recognized, celebrated, and supported at the system level. For
example, the director of the partnership’s Teacher Center is currently developing strategies
to expand the focus on induction at the system level by providing resources for ongoing
professional development for mentors.

Conclusion

The three studies represented by this paper have attempted to addresses the challenge of
documenting the impact of teacher preparation and induction programs on the performance and
retention of novice teachers. Documenting “inputs,” the rationales and components included in
teacher preparation programsisrelatively easy. Doing the same for “outputs,” or performance
and achievement indicators, is far more challenging. Establishing the process for gathering data
needed to assess the “outputs’ requires redefining partnerships between teacher preparation and
partnering school systems—and beyond. This study attempted to gather necessary data and as
able to overcome a number of barriers. Far more collaboration between universities and school
systems is needed to more closely align the efforts of both institutions in improving student
achievement.
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Appendix A:

TheModel for Teacher Mentoring and I nduction

Professional
Development for
Administrators

and Mentors

v Aligned with TN SDE standards
for administrators (ISLLC) and
novice teachers (INTASC)

v Provided for Mentor Core
Teams composed of lead mentor
teachersand administrators

v’ Resear ch on induction practices
in general and specific factor
that impact teacher induction
and mentoring:

= External Factors

Community

School Structure

School Culture

Classroom

Per sonal Factors

v’ Professional development design:

= Days1and 2: handson learning
experiences and role playing
focused on theresearch;
development of action plans
linked to school improvement
plans

= Day 3: sharing school “success
stories’ and challenges; “fine
tuning” mentoring strategies

= Optional additional days
developed by local systems.

Better Under standing the Needs of Novice
Teachersand Their Mentors

v"Annual pre- and post- assessments
v Mentor Core Teams' use of assessment data
v/ Sharing assessment data across sites.

Integrated Structure

v Mentor Core Teams develop
induction planstailored to
unique school culture and
school improvement
planning

Improving
Teacher
Induction
and

v Noviceteachers needsare
embedded in school
leader ship and professional
development efforts

v Mentor Core Teams viewed
asteacher leadership roles
within schools

v" Alignment with School

mprovement Planning

v Resear ch and data based
program development and
revision

v’ Use of website to share* best
practices’

Retention

For mative Assessments

v" School-based pre- and post
assessments of novices and mentorsto v
facilitate program development

v" Mentor record of activities

v' Acrosssites, tracking teacher

retention data

On-line Support

Using the partner ship website
(www.outr each.utk.edu/urban) school-
based activitiesto support novice
teachersareshared acrossthe
participating schools

Currently “under construction” are
online resour ces, aligned with the TN
Framework for Evaluation, that have
been developed by effective teachersas
exemplarsfor use by administratorsand
mentorsin working with novice
teachers.

<\

D N N NI N

Goals and Desired Outcomes

A systemic approach to teacher induction with “buy
in” from school superintendents, principals, Mentor
Core Teams, and novices

Realization that teacher induction directly
correlateswith student achievement

Collaboration to support novices

Teacher induction aligned with school improvement
planning

Building the leader ship capacity in schools
Improved quality of mentoring and induction

Development of “lead mentors’ to promote and
Qustain indiiction across school svstems

C.Kershaw & M.A. Blank, 2004
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School
How many years (including thisyear) have you taught?

This survey will help us determine the effectiveness of our Mentoring Program in addressing your needs as a

Appendix B.

Novice Teacher Perceptions of the Mentoring Experience

In this school?

beginning teacher. Please rate the following components of our program in terms of their impact on your growth as
aprofessional thisyear.

Section | Directions: Circle the number that most accurately reflects your perception for each statement. If
you did not experience an item, circle“NA.”

Scale:
4 = strongly agree; 3 = agree; 2 = disagree; 1= strongly disagree; and “NA” = did not experience

Per ceptions of the Mentoring Experience

Scale
1. Mentorsat my school helped me under stand the professional
expectations for teachersrelated to:
a. Fulfilling classroom responsihilities 1 2 3 4 | NA
b. Assuming grade level or departmental responsibilities 1 2 3 4 | NA
c. Assuming appropriate school level responsibilities (e.g., extra- 1 2 3 4 | NA
curricular, committees)
d. Knowing and following school and school system policies and 1 2 3 4 | NA
procedures (e.g., paperwork, Special Education reguirements,
emergency procedures)
€. Addressing standards (national, state, system, INTASC) 1 2 3 4 | NA
f.  Completing the TN Teacher Evaluation Process (e.g., professional 1 2 3 4 | NA
expectations, evaluation criteria, paperwork, timelines)
2. Mentorshelped melearn how to establish and maintain effective
professional relationships:
a.  With students 1 2 3 4 | NA
b. With parents and caregivers 1 2 3 4 | NA
c. With colleagues 1 2 3 4 | NA
d. With administrators and other school/school system leaders 1 2 3 4 | NA
e. With community members 1 2 3 4 | NA
3. Thefollowing mentoring activities helped me develop as an educator:
a. Regularly scheduled conferences during the school day with 1 2 3 4 | NA
mentor(s) to plan, discuss issues, or celebrate accomplishments
b. Informal conferenceswith mentor(s) 1 2 3 4 | NA
c. Coaching by my mentor (e.g., observations, promoting reflection, 1 2 3 4 | NA
providing feedback, encouraging new strategies)
d. Observing mentor(s) and other faculty members 1 2 3 4 | NA
€. Informal meetings with other faculty 1 2 3 4 | NA
f. Informal “get togethers’ 1 2 3 4 | NA
g. Learning opportunities at the school (e.g., sharing of effective 1 2 3 4 | NA
strategies, workshops, special sessions on topics of interest to novice
teachers, study groups)
h. Encouragement to attend system-wide learning opportunities (e.g. in- | 1 2 3 4 | NA

service sessions, new teacher orientations, new teacher workshops)
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4. Mentorsimpacted my professional development by: SO D A SA

a. Serving as professional role models 1 2 3 4 | NA

b. Accepting me as a professional colleague 1 2 3 4 | NA

c. Making time for me when | needed assistance 1 2 3 4 | NA

d. Providing the specific support and assistance | needed 1 2 3 4 | NA

e. Listening to my concerns and helping me identify solutions 1 2 3 4 | NA

f. Being flexible and open-minded in assisting me 1 2 3 4 | NA

g. Helping me get to know other faculty and staff 1 2 3 4 | NA

h. Linking me with faculty who could assist me in addressing my 1 2 3 4 | NA
concerns

i. Helping me acquire the resources | needed 1 2 3 4 | NA

j. Helping me develop arepertoire of effective instructional strategies 1 2 3 4 | NA

k. Helping me design a supportive learning environment and effective 1 2 3 4 | NA
classroom management system

I.  Helping me learn strategies to address the diverse needs of my 1 2 3 4 | NA
students

m. Helping me develop interpersonal and relationship building skills 1 2 3 4 | NA

n. Helping me understand the organization and culture of the school 1 2 3 4 | NA

0. Helping me understand the school community and its issues, 1 2 3 4 | NA
strengths, and resources that impact our students

p. Linking mewith community resources that are available to address 1 2 3 4 | NA
the diverse needs of my students

g. Helping melearn to balance my own life responsibilities with the 1 2 3 4 | NA
demands of teaching

r. Helping me become a more reflective teacher 1 2 3 4 | NA

s. Making me aware of my development as an educator and assisting me[ 1 2 3 4 | NA

in setting goals for my continued professional growth.

Section |l Directions: Describe or give examples of your perceptions for each sentence stem or question. Be as

specific aspossible. Fedl freetowrite on the back of this survey if you need additional space.

1. | most appreciated the Mentoring Program for:

2. The Mentoring Program addressed my specific needs as a new teacher by:

3. How has your participation in the Mentoring Program affected your attitudes and behaviors as a teacher?

4. How hasyour participation in the Mentoring Program (i.e., knowledge and skills you derived) affected the

teachers, parents, community, and students in your school?

5. My suggestions for improving the Mentoring Program would be:

© C. Kershaw, URBAN IMPACT, A Title Il Teacher Quality Enhancement Grant, University of Tennessee

21



Appendix C.
Teachers Behaviors Related to High Student Engagement

1 —Undesirable, of no value 1 —No implementation
Item Desirability I mplementation Comments
Low High Low High
Instruction
1. Instruction is varied; a steady diet of
routine and predictable lessonsis 1 2 3 4 5 1 2 3 4 5
avoided.

2. Hands-on, problem-centered activities
are used frequently to actively involve 1 2 3 4 5 1 2 3 4 5
students.

3. Pacing is adjusted to match students
needs: instructional time is extended
when students report difficulty
understanding an important concept.

4. The relevance and importance of
topics studied and work assigned are 1 2 3 4 5 1 2 3 4 5
discussed frequently with students.

Assessment

5. Course goals are clearly presented to
students and students' progress toward 1 2 3 4 5 1 2 3 4 5
goalsis assessed.

6. Criteriafor assignments are made
clear to students through the use of
rubrics for key skills and other means
(exemplar papers).

7. Multiple assessment methods are used
including peer and student self- 1 2 3 4 5 1 2 3 4 5
assessment.

8. Specific, individualized feedback is
provided to help students improve.

9. Grades are used sparingly and
purposefully so that students perceive
the teacher asa*“ coach” rather than only
ajudge.

10. Students are provided opportunities
to improve their work/grades.

11. The process of developing final
grades allows all a chance at success
(grades are not alocated based on a bell 1 2 3 4 5 1 2 3 4 5
curve, but on clearly explained
expectations).

Classr oom Climate

12. Teacher communicates high
expectations to all students.

13. Teacher fosters student choice and
autonomy in learning, rule making, and 1 2 3 4 5 1 2 3 4 5
resolution of conflicts.

14. Opportunities for teamwork and
cooperation are provided.

15. Teacher uses strategies designed to
get to know students asindividuals.

16. Classroom management and
discipline approaches minimize blind
obedience and compliance and 1 2 3 4 5 1 2 3 4 5
maximize the creation of a caring
community.
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