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Foreword

The aim of the Induction and Mentoring Pilot Programme initiated by the New Zealand Teachers
Council (the Council) was to trial the Draft Guidelines for Induction and Mentoring Programmes
and for Mentor Teacher Development in Aotearoa New Zealand (Draft Guidelines). The Draft
Guidelines were developed to support and promote comprehensive induction and educative
mentoring practices in schools, kura, and early childhood education (ECE) settings in Aotearoa New
Zealand. They include key principles for effective induction and mentoring, essential components of
a programme of support for Provisionally Registered Teachers (PRTs), and key skills, knowledge,

and attributes required by mentor teachers.

The Induction and Mentoring Pilot Programme involved four sector-specific pilots (ECE, primary—
intermediate, secondary, and Maori medium) and an external evaluation. The Council chose to fund
pilots that drew on the unique features of each setting and utilised or enhanced existing funding and

support structures.

The Induction and Mentoring Pilot Programme built on the Council’s Learning to Teach research
programme, which highlighted the important role mentor teachers have in supporting the learning of
PRTs. The research showed that the support given to PRTs had been variable and that there was a
lack of training and support provided for mentors. On the basis of this research, the Council chose to
focus on shifting induction from technical and emotional support for PRTs to educative mentoring

focusing on evidence of teachers practice and reciprocal learning conversations.

A steering group, chaired by Dr Lexi Grudnoff from the University of Auckland, guided the
selection of the pilot programme contractors and provided feedback on the content of the sector-
specific induction and mentoring pilot programmes and milestone reports. It also gave advice to the

Council on implications of the findings of the pilot programmes and next steps.

Findings from the pilots and evaluation were used to finalise the Draft Guidelines and develop a

national strategy to support its implementation.

The Council would like to thank everyone who has been involved in the Induction and Mentoring
Pilot Programme, in particular the teachers and professional leaders who enthusiastically embraced
the pilot programmes in their schools, kura, and ECE settings. The Council is extremely grateful to
the directors of the pilots and the evaluation team for the professionalism, energy, and rigour with
which they approached this programme. They have all made a significant contribution to the

teaching profession.

Dr Peter Lind
Director

New Zealand Teachers Council
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Executive summary

Background and methodology

A research project has run alongside the work that facilitators have undertaken in the six secondary
schools involved in the secondary induction and mentoring pilot programme. The aim of this
research was to collect evidence about the way the pilot programme was shaped by the context and
needs of each school, the success of the pilot, any barriers to effective induction and mentoring, and
participants’ perceptions of the New Zealand Teachers Council (the Council) Draft Guidelines for
Induction and Mentoring Programmes and for Mentor Teacher Development in Aotearoa New
Zealand (Draft Guidelines) (New Zealand Teachers Council, 2009) and the Registered Teacher
Criteria (New Zealand Teachers Council, 2010). Data were gathered from four key groups: the
facilitators themselves, the mentor teachers, the Specialist Classroom Teachers (SCTs) and

Provisionally Registered Teacher (PRT) Coordinators, and the PRTs.

Survey and interview data were collected during 2010. The research findings were supported by
information provided in Massey University’s milestone reports to the Council. The analysis of these
data illustrated the process the six pilot schools had been through to develop effective induction and

mentoring plans.

The findings summarised

The mentoring teams believed the secondary induction and mentoring pilot programme to be
effective. They were proud of their achievements over the two-year pilot. However, schools felt that

a third year of support from the facilitators would have been useful.

Mentor development

Through the pilot programme, the mentors increased their mentoring knowledge and skills. Mentors
also had access to other opportunities to extend their skill development and participate in
conferences. Prior to the pilot, very few mentors had any professional development or training in
mentoring. There was a lack of consistency in the delivery of induction and mentoring. There were
few guidelines for mentors, for the selection of mentors, or for what an induction and mentoring

programme should look like. There was also a shortage of willing and experienced mentors.

Components of the pilot programme

The research found that in-school visits and the relationship with facilitators was the most important

component in developing a successful induction and mentoring programme. The wiki was the least
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successful component—there were too many technical, skill, or time barriers to its use. It was

primarily used as a resource bank by the mentoring teams.

There was difficulty in maintaining relationships with partner schools, except when enabled by
facilitators. The partnership between the schools was structured in the first year. The emphasis in the

second year was more on individual schools.

Impact of the pilot programme

The project had implications beyond the mentoring of PRTs. Not only did effective mentoring have
a beneficial impact on the whole school, but also the learning from the pilot for those involved
extended well beyond mentoring skills to personal learning and learning as a teacher. The pilot had
an impact on school culture and encouraged mentors to shape policies and appraisal systems in their
schools. Schools used the Registered Teacher Criteria, through the Self-Assessment Tool (SAT), to

shape the registration (and re-registration) process for all teachers.

Success factors

The relationship between mentors and PRTs was very important. Trust, communication, and
openness to learning were vital for both mentors and PRTs. Emotional mentoring roles were more
important to PRTs than appraisal or change roles. Mentoring worked best in a school culture that
supported communication and collaboration. How the mentoring relationship was established was

also important—whether it was imposed or chosen.

The context of the school was important as induction and mentoring works differently in different
schools. The personalised inquiry approach meant the pilot programme was contextualised, with

induction and mentoring activities that tended to be responsive to the PRTs’ needs.

There was a difference between the beginning teacher’s experience of mentoring when the mentor
was also their head of department (HOD), and when the mentor was not the HOD. Some schools had
the HOD as the curriculum mentor, another mentor as the educative mentor, and the PRT
Coordinator as the administrative mentor. This team approach strengthened the effectiveness of the

mentoring process.

Mentoring meetings between mentors and PRTs occurred less frequently in the second year of
teaching. Possible reasons for this included a lack of time allotted to mentors for mentoring, the
reduced PRT time allowance, and the reduced needs of the PRT. PRTs who were employed as long-
term relievers or on fixed-term positions found this stressful. Although overseas trained teachers
(OTT) and returning teachers are not eligible for the same time allowances as PRTs, they benefitted

from being mentored through the pilot.

The secondary pilot model depended on a partnership between the SCT and PRT Coordinator to lead
the induction and mentoring processes in the school. Senior leaders tended to be supportive but not

knowledgeable about the changes being made to the induction and mentoring processes in their
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schools. There was a benefit to the SCT or PRT Coordinator being on the senior management team
because they could act as an advocate for induction and mentoring. Sometimes the SCT or PRT

Coordinator found there was a conflict between their role and their other school responsibilities.

Each school developed a unique induction and mentoring plan, resources such as PRT and mentor
handbooks, and policies, procedures, and routines that supported their plan. Most mentoring teams
believed their induction and mentoring programme was sustainable as they had systems and policies

in place.

Barriers

Barriers to effective induction and mentoring encountered by mentoring teams were: lack of time,
lack of money, and staff turnover. Sustained membership on the mentoring team was important. In
the programme design, first-year mentors were to train second-year mentors. This was not always

successful.

Recommendations

Based on the facilitation team's experiences in the pilot schools and the findings of the research, the

following recommendations were made to the Council:

1. That schools review their provision of induction and mentoring, document what happens, and
then complete a gap analysis against the Draft Guidelines. That the Council provides a template
for them to gather baseline data and then complete the gap analysis.

2. That sustainable generic pathways to mentor development be identified and provided, for
example, a resource kit, mentor training, professional reading links, and mentor handbook
framework.

3. That mentoring training be available for all SCTs and be a component of professional
development for all middle leaders, especially new heads of department within the 3a output of
the School Support Services contract.

4. That guidelines be developed for a PRT handbook that schools can personalise as part of their
unique induction and mentoring plan.

5. That the Council sponsor the development of induction and mentoring in secondary schools as
clusters, pairs, or single schools, with a programme informed by the pilot.

6. That the Council reviews its website to highlight the Registered Teacher Criteria and SAT and
enable teachers to more easily access these resources.

7. That there is continued support for a mentor time allowance for both first-year PRTs and

second-year PRTs.



1. Introduction

This chapter details the components of the secondary school induction and mentoring pilot
programme. It also provides an overview of mentoring in Aotearoa New Zealand schools and
best practice in this field.

The New Zealand Teachers Council (the Council) contracted Massey University to trial an induction
and mentoring pilot programme with secondary schools during 2009 and 2010. Six secondary
schools were invited to be part of the pilot (see Table 1). The target schools were small- to medium-
sized rural and provincial secondary schools with rolls of 300 to 700 students, a history of
employing Provisionally Registered Teachers (PRTs), and the need for support to develop a
sustainable mentoring programme. Two schools were located in Taranaki, two in Manawatu—

Whanganui, and two in Hawkes Bay.

The schools worked in pairs with their neighbouring school and were supported in their induction
and mentoring work by three facilitators from the Centre of Educational Development at Massey
University. Over the course of the pilot, the facilitators worked with 47 mentors, eight Specialist
Classroom Teachers (SCTs), and seven PRT Coordinators. The pilot did not work directly with
PRTs.

All of the schools were mid- to low-decile state co-ed schools with more than 20% Maori students.
Many of the schools had new personnel over the course of the pilot. Since the proposal was
submitted in late 2008, five of the six principals changed, along with four of the PRT Coordinators,
and three of the SCTs. This posed challenges to the implementation and sustainability of the pilot.

Table 1: Demographics of the six participating schools

Roll Decile % Maori Principal PRT SCT
Coordinator
School A 737 5 30% Year 3 FTP* (2009) New 2009
Year 1 FTP (2010)
School B 560 4 22% Year 3 FTP (2009) New 2010 New 2009
Year 1 FTP (2010)
School C 504 2 52% Year 2 FTP (2009) New 2010
School D 332 3 38% Year 4 FTP (2009) New 2009
School E 743 4 22% Year 1 FTP (2009) New 2009
New 2011
School F 619 2 40% Year 1 FTP (2009) New 2009

* FTP = full-time position



The pilot programme

The pilot programme focused on mentor teachers, SCTs, and PRT Coordinators and aimed to equip
them with the skills to effectively fulfil their roles. It included a blend of professional learning, in-
school visits by facilitators, and access to a wiki environment. The application of the learning was
individualised to the mentor teachers and their schools and used action learning cycles to help the

teachers focus on developing their practice as mentor teachers.

The action learning cycle process brings a group of people together on a more or less regular basis to
enable them to help one another learn from their experiences. Action learning cycles provide
opportunities for participants to think, listen, and reflect within a context of trust and confidentiality.
Participants are able to discuss “what works” and “what doesn’t” and to give accurate and supportive
feedback. Action learning allows group members to learn through action and reflection (McGill &
Beaty, 2001). For this pilot, the action learning cycles were based on the individual needs of each

school and were a vehicle for reflection and reporting back to the facilitators.

The pilot programme was delivered over two years. In Year One, the programme focused on
supporting mentor teachers, SCTs, and PRT Coordinators to develop mentoring and coaching skills.
The aim was to provide a successful induction programme for PRTs and to develop the
infrastructure to sustain it. Year Two saw a continuing focus on sustainability of practice, with

additional support provided for mentor teachers engaged in coaching and supporting new mentors.

Components of the pilot programme

In Year One, the programme focused on developing the mentoring skills of participants and
constructing the Self-Assessment Tool (SAT) (see Appendix A). The partner schools worked
together each term and all schools in the pilot met for a residential hui at the end of 2009. In Year
Two, the partner schools only came together at the end-of-year presentations of their work on
induction and mentoring. Each school also sent one or two representatives to the Council’s World

Teachers’ Day conference held in October 2010.

Year One

The facilitation team made two visits to each school before the first workshop in 2009. The first
visit, held in December 2008, was to discuss the pilot with a senior leader and to negotiate the
memorandum of agreement. The second visit, held at the start of Term 1, 2009, allowed the

facilitation team to meet each school’s pilot team, outline the project, and complete a needs analysis.
In Year One, the programme for mentor teachers, SCTs, and PRT Coordinators included:

* professional learning days with partner schools
¢ professional learning groups with partner schools
* in-school facilitator visits to individual schools

e  wiki.



Professional learning days with partner schools

The professional learning days developed capabilities within the pilot programme’s two focus areas.
Drawn from the Draft Guidelines for Induction and Mentoring Programmes and for Mentor Teacher
Development in Aotearoa New Zealand (Draft Guidelines) (New Zealand Teachers Council, 2009),

these two areas were as follows.

¢ The development of the professional mentoring skills and knowledge required for the mentors to
become educative mentors.

* The development of an understanding of what constitutes a high-quality mentoring programme
and the creation of a transformative and school-specific strategic vision for induction and

mentoring programmes and practices.

These learning days also ensured that the participants understood the Registered Teacher Criteria
(New Zealand Teachers Council, 2010), and had the knowledge and skills to help their PRT’s to

meet this standard.
The schedule of professional learning days comprised:

* atwo-day introductory workshop in March with regional partner schools
* one day in June and one day in September with regional partner schools

¢ athree-day residential hui in November with all schools.
The key outcomes for the professional learning days were:

* to explore the theory, principles, and practice of mentoring and coaching through professional
reading of research and discussion

* to develop the protocols for each group, especially cross-school sharing

* to discuss the relationship between the PRT and mentor

* to develop the mentoring skills of listening and questioning

* to discuss the principles of adult learning and reflective professional development

* to develop skills to facilitate “difficult” conversations

* to assist with goal setting

* to develop effective observation and feedback skills

* to develop reflective practice.

* to work with, understand, and reflect upon the Draft Guidelines and the Registered Teacher
Criteria

* to identify each school’s unique area of focus and develop a collective set of guidelines (a
“skeleton”) that furthered understanding of the Draft Guidelines.

Participants in the pilot programme used a draft version of the Registered Teacher Criteria in 2009.
The finalised Registered Teacher Criteria was rolled out in Aotearoa New Zealand schools and early
childhood education services in 2010 to replace the Satisfactory Teacher Dimensions that teachers

previously had to meet.



Professional learning groups with partner schools

Each set of paired schools met once per term to create professional learning communities for mentor

teachers, SCTs, and PRT Coordinators. Each professional learning community:

¢ discussed relevant research and the theory of the pedagogy of mentoring
* worked on the SAT
* developed induction plans

¢ shared practices.

By the end of 2009 the SAT had been developed and trialled on a small scale.

In-school facilitator visits to individual schools

The facilitation team supported each school with visits and through email, telephone, and Skype

contact. This part of the pilot programme focused on:

*  Dbuilding the mentoring and coaching skills of the mentor teachers, SCTs, and PRT Coordinators

* assisting the school to develop and review policies and procedures around the induction
programme

¢ trialling the SAT based on the Draft Guidelines

* ensuring there was a robust induction programme

¢ addressing issues raised in each school’s needs analysis

* developing further capability within the staff to use the mentors from the 2009 pilot to train the

2010 mentors
* engaging in the wiki.

Wiki

Developed by the facilitators, the wiki was designed as an e-learning component of an interactive
professional community. It included resources, professional readings, organisational details, the

developing SAT, a page for each pair of schools, and a facility for conversations.

Year Two

The schools drove the pilot in Year Two, in contrast to Year One when the facilitators led the

programme. The professional learning programme focused on:

* agap analysis of each school’s policies, processes, and practices against the Draft Guidelines

¢ development of each school’s unique induction and mentoring plan

¢ training of the new 2010 mentors by the 2009 mentors, SCTs, and PRT Coordinators to ensure
sustainability of practice in 2011 and beyond.

While the components of the programme remained the same (namely, professional learning days and

groups, in-school support, and the wiki), less time was allocated than in Year One. The Year Two



programme was influenced by the experiences in Year One and the information gained from the

regularly updated needs analysis.

In 2010, the facilitators held one-day workshops in each school in March, May, and August and
made further visits to schools to address specific needs, as required. The schools determined the

agenda for these workshops and visits.

Schools also prepared for and participated in the Council’s World Teachers’ Day conference in

October and a two-day hui whakamahi in November.
The purpose of the hui whakamahi was that each school would:

¢ synthesise its learning
* identify and present its key achievements and facilitate a workshop on one aspect of these

¢ celebrate its successes and share these with local schools and agencies.

The pilot programme was planned to enable participants to present their achievements to
increasingly wider audiences. The participants progressed from presenting to their paired school in
the professional learning groups throughout Year One to presenting to all the other five schools at
the 2009 regional hui, co-facilitating at the World Teachers’ Day national conference in 2010, and
finally presenting and running a workshop for other schools in their region at the hui whakamahi.
This provided an incentive for participants to continue to progress the programme and develop their

own skills and led to increased self-belief, confidence, and mana within and outside the school.

Induction and mentoring in Aotearoa New Zealand

In Aotearoa New Zealand, beginning teachers are “provisionally registered” by the Council and
expected to complete a two-year induction period in a school. Over that period, PRTs participate in
an induction and mentoring programme run by their school. PRTs are required to document their
teaching experiences and professional development, keeping a record of lesson appraisals and
professional discussions and meetings (Ministry of Education & New Zealand Teachers Council,
2006). Furthermore, PRTs are expected to be supported in their learning to become effective
teachers by a more experienced teacher: a mentor. A professional leader in the school reviews the
evidence collected by the PRT and determines whether to recommend the teacher for full
registration. The Council requires both the professional leader and the mentor teacher to sign off the
teacher’s practice against the Registered Teacher Criteria — the standards for full registration in New
Zealand.

The Council has produced the Draft Guidelines document which sets out the Council’s vision of the
essential components of effective induction programmes and the role of an effective mentor teacher.
The secondary induction and mentoring pilot programme was shaped in response to these

statements.



The essential components of an effective induction programme are as follows:

¢  There is a clear programme vision.

¢ There is institutional commitment and support for the programme.

¢ Quality mentoring is a central (but not the sole) component.

¢ The programme is based on clear criteria to guide the learning of and formative feedback for the
teacher.

* The programme is focused on the daily practice of teachers with their learners.

*  The programme will provide the support and processes needed so the teacher can move towards

gaining full registration. (New Zealand Teachers Council, 2009, section 5, p. 3)
The role of a mentor teacher includes:

¢ providing support to the PRT in their new role as a teacher with full responsibility for their
learners

* facilitating learning conversations with the PRT that challenge and support them to use evidence
to develop teaching strengths

* assisting the teacher to plan effective learning programmes

* observing the teacher and providing feedback against specific criteria and facilitating the
teacher’s ability to reflect on that feedback

* assisting the teacher to gather and analyse student learning data in order to inform next
steps/different approaches in their teaching

* guiding the teacher towards professional leadership practices to support learning in the unique
socio-cultural contexts of Aotearoa New Zealand

* liaising with colleagues to facilitate provision of appropriate support and professional
development for the teacher within a professionally focused community of practice

* providing formal assessment of the teacher’s progress in relation to the Satisfactory Teacher
Dimensions or Registered Teacher Criteria

* suggesting professional development suited to current professional needs that may be accessed
within or beyond the institution

¢ advocating for the teacher if need be in terms of their entitlements as a PRT

* demonstrating effective teaching

¢ listening to and helping the PRT to solve problems. (New Zealand Teachers Council, 2009,
section 6.2, p. 4)

The Aotearoa New Zealand system for inducting beginning teachers is well regarded by
commentators from overseas. Wong, Britton, and Ganser (2005) conducted a review of the induction

practices in five countries and concluded:

We were struck by a variety of sources of support in New Zealand and by how the
schools make use of a range of induction activities. Throughout the educational system
in New Zealand, there is a universal commitment to support beginning teachers.

(p. 381)



However, recent research studies in Aotearoa New Zealand (for example, Anthony, Kane, Bell,
Butler, Davey, Fontaine, et al., 2008; Cameron, Baker, & Lovett, 2006; Cameron, Dingle, &
Brooking, 2007) agree that systematic and sustained induction and mentoring experiences for PRTs
are not always evident. The quality and frequency of these experiences varies between schools.
Anthony et al.’s (2008) study on the experiences of 100 beginning secondary teachers showed that
not all PRTs were receiving sufficient or appropriate support and that this had an impact on the
PRTs’ feelings of satisfaction with the induction and mentoring programme and their overall

satisfaction with being a teacher.

Critiques such as these have prompted a refocusing on the way induction and mentoring are
approached in Aotearoa New Zealand. The Council’s 2009-2010 trial of four pilot programmes for
induction and mentoring is evidence of this. Massey University’s induction and mentoring pilot
programme for secondary schools is one of these four pilots, with the others being held in early

childhood education, primary—intermediate, and Maori medium settings.

High-quality induction and mentoring

The first years of teaching are a critical period in the formation of a teacher’s professional identity
and the development of their professional practice (Feiman-Nemser, 2001). Beginning teachers are
best supported in this process through a robust and multifaceted induction programme (Smith &
Ingersoll, 2004). Recent studies (for example, Bartell, 2005; Bickmore & Bickmore, 2010; Britton,
Paine, Pimm, & Raizen, 2003; Cameron, 2007; Glazerman, Dolfin, Bleeker, Johnson, Isenberg,
Lugo-Gil, et al. 2009; Main, 2008; New Teacher Center, 2002; Piggot-Irvine, Aitken, Ritchie,
Ferguson, & McGrath, 2009; Smith & Ingersoll, 2004) affirm that comprehensive induction

comprises an array of aligned and integrated components that include:

¢ carefully selected and trained mentors

* acurriculum of intensive and structured support and professional development opportunities
* regular meetings with mentors

* opportunities to observe experienced teachers

* feedback from observations of beginning teachers’ classroom practice.

Carver and Feiman-Nemser (2009) argue that such induction programmes need to be provided for in
policy documentation and that support should be provided for at least the first two years of teaching.
However, the provision of a comprehensive induction model in policy does not in itself ensure
induction success for all. For example, Abbott, Moran, and Clarke’s (2009) study of beginning
teachers in Northern Ireland, a country that has a national induction policy, found differences in
induction programmes aligned to the employment patterns of beginning teachers. Abbott et al.
(2009, p. 106) concluded that induction worked well for beginning teachers in permanent posts, but

not for those employed on short-term contracts or as relievers for teachers on leave.



Mentoring is one component of a good induction programme (Wong, 2005). A mentor is an
experienced teacher who is given the role of supporting a beginning teacher and facilitating their
learning. Wong (2004) argues that mentoring is only effective when it operates in conjunction with
other aspects of an induction programme. “Effective” mentors should facilitate sustained
professional learning, rather than simply providing survival tips to new teachers. Despite the
importance of mentoring, some studies have shown variability in the quality and nature of mentoring
within and across schools (Scherff, 2008).

Kwan and Lopez-Real (2005) describe mentoring as both a process through which beginning
teachers become “professional teachers” and a relationship between the mentor and mentee. They
also point out that mentoring can be informal or formal. Drawing on mentoring literature from the
past two decades, Kwan and Lopez-Real arrived at a list of mentor roles, which they then used in
their Hong Kong study of the perceptions of school-based mentors working with postgraduate
student teachers on practicum. These roles were: observer, provider of feedback, role model,
counsellor, critical friend, instructor, manager, assessor, quality controller, and equal partner. The
mentors were asked to rank what they saw as the three most important roles a mentor could take.
Their findings showed that the role of “provider of feedback”—a very pragmatic role—was given
the most weight by mentors. Where mentors reported a change in their perceptions of the mentoring

role over time, it was towards more interpersonal roles such as “counsellor”, “equal partner”, and

“critical friend”.

In their survey of mentor teachers, Anthony et al. (2008) adapted Kwan and Lopez-Real’s (2005) list
of mentor roles to ask mentors which roles they saw as important for supporting first-year and
second-year teachers. The same list has been used in this research to gain an understanding of PRTs’

perceptions of their mentors’ roles. The roles and their descriptors are presented in Table 2.



Table 2: Mentor roles and descriptions

Mentor Role Description

Observe the teacher’s lessons, preparation, attitude, and professional
Observer .

behaviour
Provider of feedback  Discuss the teacher’s performance in teaching
Role model Make own practice and knowledge accessible to the teacher

Provide emotional support and/or help the teacher with personal or
Counsellor .

professional problems

Involve the teacher in efforts to rethink and reform school and classroom
Change agent .

practice

Give the teacher specific instructions on how to teach and manage the
Instructor

classroom
Manager Ensure school routines are observed by the teacher
Assessor Have responsibility for assessing the teacher’s progress towards registration
Coach Stimulate the teacher to think about his or her teaching

Work up, down, and across systems on behalf of the teacher, and support the

Political t ; i
olitical agen teacher in self-advocating

Inquirer Encourage and model ongoing professional learning behaviours

Encourage a mutually supportive relationship where the mentor and the

Collaborat ;
ollaborator teacher are learning from each other

Critical friend Offer constructive critique to the teacher about their teaching

Ensure the teacher has access to departmental resources and information about

Resource provider
school systems

Confidence builder Assist the teacher to build confidence in themselves as a teacher

Sounding board Act as a sounding board to test out ideas and talk about difficulties

Research shows that a supportive school leadership and a school culture that encourages
collaboration are important in a strong induction and mentoring programme. Carver and Feiman-
Nemser’s (2009) review of three well-regarded programmes warned that “poor leadership at the top,
isolating professional cultures, and demoralized staff all work to mediate and/or block thoughtful
induction and mentoring” (p. 324). Kardos and Johnson (2007) also noted that schools with
successful induction programmes had strong leaders who promoted a professional culture that
recognised and provided for the needs of beginning teachers, valued interaction between new and

experienced teachers, and cultivated a sense of shared responsibility for students.



2. Methodology

This chapter introduces the research project that ran alongside the secondary induction and
mentoring pilot programme and outlines the methodology adopted. It describes how data were
collected in surveys and interviews and subsequently analysed to build a case study of each of
the six participating secondary schools. The limitations of the study are also discussed.

A research project ran alongside the secondary pilot programme. It aimed to collect evidence of the
way the pilot programme was shaped by the context and needs of each of the six schools; the success
of the pilot; any barriers to effective induction and mentoring; and participants’ perceptions of the
Council’s Draft Guidelines and Registered Teacher Criteria. Data were gathered from four key
groups during 2010: the facilitators themselves; the mentor teachers; the SCTs and PRT
Coordinators; and the PRTs.

Research questions
Five research questions were developed to help focus and shape the direction of the research.

1. In what ways has the professional development programme informed and refined the Draft
Guidelines and Registered Teacher Criteria?
2. What is the impact of the pilot on the knowledge, skills, and attributes of the mentor teachers,
SCTs, and PRT Coordinators?
= Impact on the mentoring relationship from their viewpoint
= Effect on PRTs’ teaching and induction into the profession
= Sustainability of the mentoring practices and professional development of mentor teachers,
SCTs, and PRT Coordinators
3.  What impact has the pilot had on the induction experiences of PRTs?
= Impact on the mentoring relationship
= Effect on PRTs’ teaching and induction into the profession
= Sustainability of the mentoring practices and professional development of the PRTs
4. How does the partnership model impact on and contribute to the effectiveness of the pilot?
= Impact on the mentoring relationship
= Effect on teaching and induction processes and practice
= Sustainability of the mentoring practices and professional development of all participants
5. How does the blended delivery impact on the achievement of the pilot outcomes?
= Impact on the mentoring relationship
= Effect on teaching and induction

= Sustainability of the mentoring practices and professional development of all participants
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The research took a mixed-methods approach to answering these questions. Mentors and PRTs
involved in the pilot programme were surveyed and the three pilot facilitators were interviewed.
Mentors, SCTs, PRT Coordinators, and PRTs in each of the six schools in the pilot were also
interviewed. Ethical approval for the research was granted by the Massey University Human Ethics

Committee, Southern B, Application 09/33.

Surveys

Two survey instruments were designed for the 2010 research phase: one for mentor teachers and one
for PRTs.

¢ The mentor survey incorporated questions about the mentors’ background and school, the
components of the secondary induction and mentoring pilot programme, the effectiveness of the
pilot programme, support the mentors had received from their schools, and the overall success of
the pilot programme.

¢ The PRT survey comprised questions about the PRTs’ background and school, support received

from their mentor teachers, and mentor effectiveness.

The 2010 mentor survey can be found in Appendix B, while the 2010 PRT survey can be found in
Appendix C.

The surveys were administered online via SurveyMonkey™. An email invitation to schools, with
links to the online surveys, was sent out in June 2010. Attached to the email were a Mentor
Information Sheet, a PRT Information Sheet, and electronic copies of the mentor and PRT surveys.
The electronic copies of the surveys were included so participants could chose to complete the
survey offline and post it back to the research team. Two reminder emails were sent to the
participating schools, via the school’s designated contact person, during July 2010. The surveys were
closed at the end of August 2010.

Responses to the mentor survey were collected from 27 participants. Responses to the PRT survey

were collected from 12 participants. Table 3 summarises response rates by region.
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Table 3: Survey responses by region

Total number

Mentor Total number PRT
of mentor
responses of PRTs responses®

teachers
Manawatu—Whanganui 12 8 (66.7%) 14 0 (0.0%)
Taranaki 14 10 (71.4%) 10 6 (60.0%)
Hawkes Bay 18 9 (50.0%) 19 5(26.3%)
Unidentified region 1
Total 44 27 (61.4%) 43 12 (27.9%)

* PRT responses were received from three of the six participating schools, two in Taranaki and one in Hawkes Bay.

The overall response rate to the mentor survey was good (61.4%). However, a lack of PRT responses
in the ManawatuWhanganui region meant that the response rate to the PRT survey was low (27.9%),

despite the two reminder emails.

The PRT response rate in Manawatu—Whanganui was compromised by an uneven pattern of
beginning teacher employment in the two schools in this region. Of the 14 PRTs mentors were
supporting, two were nearly registered and may have considered themselves outside the scope of the
research, one was working part-time, two were returning to teaching after a break of some years, two
were trained overseas, and one was employed with Limited Authority to Teach whilst completing
study towards an initial teacher education qualification. PRTs were aware of the pilot in their
schools, but were not directly involved, so there was no motivation to engage in the survey. In
addition, access to the online survey was managed through the contact teacher at each pilot school.
Teachers are busy people; there may have been delays in passing the survey link on to other staff

members involved in the pilot. These factors were outside the control of the researcher.

Facilitator interview

The three facilitators were interviewed in June 2010. They were asked to respond as a group to
questions about each specific school, including special circumstances in the school, barriers to good
induction and mentoring, successes, changes in the knowledge and skills of the mentors, support
from school leadership, and sustainability. The facilitators were then asked for their individual
perspectives on the success of the induction and mentoring model, the usefulness of the Council’s
Draft Guidelines, and the usefulness of the Registered Teacher Criteria. A summary of the interview
questions can be found in Appendix D. This interview was taped and later transcribed. The

interviewer also took notes.
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Interviews in schools

In August 2010, the researcher spent one day in each of the six pilot schools conducting interviews
in conjunction with a professional development day run by the facilitators. Where possible,
interviews were conducted with the SCT, the PRT Coordinator, an existing mentor who was
involved in the 2009 phase of the pilot, a mentor new to the pilot in 2010, a first-year PRT, and a
second-year PRT. In some schools, an overseas trained teacher (OTT) or a teacher returning to the
classroom after a break of some years were interviewed. A summary of interview participants by

region can be found in Table 4.
Each interview took between 10 minutes and half an hour and addressed:

* mentoring activities

* use of the Draft Guidelines and Registered Teacher Criteria

¢ use of the SAT

* the ongoing learning of mentor teachers

¢ the preparedness of PRTs for registration

* the impact of the pilot and its components on effective mentoring
¢ Dbarriers to induction and mentoring

* support from school leadership

* sustainability

¢ the overall effectiveness of the pilot.

A summary of the interview questions for mentor teachers, SCTs, PRT Coordinators, and PRTs can
be found in Appendix E. Each participant was asked to sign a consent form before the interview

began. The interviews were taped and later transcribed. The interviewer also took notes.

Table 4: Interview participants by region

Taranaki Manawatu— Hawkes Bay
Whanganui

PRT Coordinator 2 2 2%
SCT 2 2 1**
Existing mentor 2 3 1
New mentor 1 2 2
PRTI 2 1
PRT2 1 2 2
OTT 2
Returning teacher 1
PRTL.5 2
Total 12 13 10

* One of the Hawkes Bay PRT Coordinators was also the SCT at her school.

** The SCT at one of the Hawkes Bay schools was also an existing mentor.

13



Data analysis

The data gathered through the surveys, interviews in schools, and interviews with facilitators were
supplemented with background information gathered from each school. The interview data were
analysed thematically using QSR International® NVivo® software. This analysis was conducted
with a view to building a case study of each school that would highlight the particular circumstances
of the school and show how induction and mentoring works best under those conditions. The
analysis included barriers to effective induction and mentoring as well as sustainability beyond the
end of the pilot. Data from the facilitator interview were used to provide the context of induction and

mentoring work in each school.

Descriptive data were generated for the two surveys using IBM® SPSS® software and were
analysed across all schools. While the number of responses was too small to conduct statistical tests
for differences between regions or between individual schools, the survey findings provided a
measure of the success of each of the pilot components, the overall effectiveness of the pilot, and the

effectiveness of the mentors in their mentoring role.

These data were then synthesised to examine essential elements of effective induction and
mentoring. On the basis of this information, the Massey University model for induction and

mentoring was assessed for its overall success and usefulness.

Limitations of the study
There were three limitations to the study.

First, only data for 2010 were collected and analysed. A different team of researchers collected the
data for 2009 and the data collection tools were not as in-depth as the instruments used in 2010. For
example, the 2009 survey used open-ended questions, whereas the 2010 survey used a Likert scale
approach. Furthermore, the 2009 questions were more general and the 2010 questions were more
specific. This meant the data were not comparable and change in mentoring perceptions and

practices could not be shown.

The second limitation is the case study approach to the interview data. The findings are specific to
the context of each school and give an in-depth picture of what works and does not work for
induction and mentoring in this context. The conclusions cannot, however, be generalised to

represent all secondary schools in Aotearoa New Zealand.

The third limitation relates to the small sample sizes and response rates for the mentor survey and
the PRT survey. Although there was a good representation of the mentors in their survey (27/44), 44
is a small pool to draw on and not large enough for statistical testing. Therefore the data could only

be used for descriptive purposes.
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3. Results

This chapter presents the results of the mentor survey, which asked respondents to rate the
four key components of the pilot programme, and the PRT survey, which linked the
respondents’ experiences to the Council’s Draft Guidelines. It also provides detailed case
studies of the six participating schools.

Mentor survey

Background questions

Twenty-seven responses to the 2010 mentor survey were received, 10 from the Taranaki region,
eight from the Manawatu—Whanganui region, and nine from the Hawkes Bay region. Eleven of the
respondents were “existing” mentors, who had been involved in the pilot in 2009 and 2010, and 11
were mentors who were new to the pilot in 2010. The remaining five participants were either the
SCT or PRT Coordinator in their school. Fourteen (51.9%) of the respondents were responsible for a
PRT at the time of the survey, and 13 (48.1%) were not.

More than half of the respondents held some position of responsibility in their school in addition to
their mentoring role (see Table 5). Approximately 44% of the 27 respondents were heads of
department (HODs), 22% were deans, 11% were members of the senior management team, and 7%

were assistant HODs.

Table 5: Position of mentor in the school

Responses Percent of 27 Cases
Frequency Percent
Classroom teacher 14 31.8% 51.9%
Assistant HOD 2 4.5% 7.4%
HOD 12 27.3% 44.4%
Dean 6 13.6% 22.2%
DP/AP/Senior management 3 6.8% 11.1%
Other 7 15.9% 25.9%
Total 44 100.0% 163.0%

Five (18.5%) of the respondents had participated in professional development on induction and
mentoring prior to the pilot, 20 (74.1%) had not, and two (7.4%) did not respond to the question.
When asked to clarify what professional development they had received, only one person had done a
formal mentoring course. Other comments indicated more informal learning through discussions

with colleagues at their schools.
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Twenty-five respondents gave one or more reasons why they had become mentor teachers (see
Table 6). Only eight people (32.0%) had volunteered for the role. The remainder became mentors as
part of their position in the school, as part of school policy, because they were specifically asked to

be a mentor, or to fill in gaps in their timetables.

Table 6: Reasons for becoming a mentor teacher

Responses Percent of 25 Cases*
Frequency Percent
Volunteered 8 24.2% 32.0%
School policy 1 3.0% 4.0%
Part of my position at my school 13 39.4% 52.0%
Was asked by the school 7 21.2% 28.0%
Other 4 12.1% 16.0%
Total 33 100.0% 132.0%

* Two respondents did not respond to this question

The four components of the pilot

Following these background questions, the survey participants were asked to respond to a series of
Likert scale questions about the success of four components of the secondary induction and
mentoring pilot programme: cluster meetings between two partner schools; in-school visits by the
facilitators; the wik; and a focus on the Council’s Draft Guidelines. The responses to all these
questions showed a high missing response rate, with around a third of participants choosing not to

answer.

An examination of the missing data revealed that mentors who were new to the pilot programme in
2010 were more likely to not have answered questions about the partner school meetings or the wiki.
These were components to which the new mentors might not have been introduced by the existing
mentors at their schools. Non-responses to the other two components—the in-school visits and the

focus on the Draft Guidelines—were evenly split between the new mentors and the existing mentors.
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Relationship with partner schools

The results from the question about the cluster meetings between the partner schools showed that
overall the respondents considered this to be a “successful” component (see Table 7). The partner
school relationship was particularly successful for “improving my knowledge of what it means to be

99 G

a mentor”, “sharing good mentoring practice”, and “developing a systematic approach to induction

and mentoring in my school”.

Table 7: Responses to the question, “How successful have cluster meetings between two partner

schools and the advisors been?” (n=27)

Very Somewhat | Not at all L.
Successful Missing*
successful successful successful

Freq % |Freq % |Freq % |Freq % |Freq %

a. Sharing good mentoring

practice 7 25.9 7 259 3 111 1 3.7 9 333

b. Developing relationships

4 14.8 7 259 5 185 2 7.4 9 333
between schools

c. Sharing new ideas 6 22.2 8 29.6 3 11.1 1 3.7 9 333
d. Facilitating professional

4 14.8 9 333 3 111 2 74 9 333

conversations

e. Providingindividualised | =, 5 by g0 | o 74| 3 11 9 333
support

f.  Sharing resources 2 7.4 12 444 2 74 2 74 9 333

Developing coaching and

. . 5 18.5 10 37.0 1 37 2 74 9 333
mentoring skills

h. Developing relationships
between mentors and 4 14.8 7 259 4 148 3 11.1 9 333
PRTs

i.  Improving my knowledge
of what it means to be a 9 333 7 259 0 0.0 1 3.7 10 37.0
mentor

j- Keeping up my
motivation to be a good 6 22.2 9 333 1 37 1 37 10 37.0
mentor

k. Developing a systematic
approach to induction and
mentoring in my school
(e.g., policies, guidelines)

7 25.9 7 259 1 37 2 74 10 37.0

l.  Supporting the school to
develop our own capacity
around induction and
mentoring

6 22.2 7 259 2 74 2 74 10 37.0

m. Sustaining induction and
mentoring in my school
beyond the end of the
pilot programme

5 18.5 7 259 2 74 2 74 11 40.7

* 9 respondents (7 new mentors and 2 existing mentors) did not respond to any of the items in this question.
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In-school visits

Responses to the question about the in-school visits by the pilot facilitators showed that overall this

was considered to be a “very successful” component (see Table 8). In particular, the work with the

EEINT3

facilitators was useful for “facilitating professional conversations”, “improving my knowledge of

99 CC

what it means to be a mentor”, “sharing new ideas”, and “providing individualised support”.

Table 8: Responses to the question, “How successful have in-school advisor visits been?” (n=27)

Very Somewhat | Not at all L.
Successful Missing*
successful successful | successful
Freq % |Freq % |Freq % |[Freq % |Freq %
a. Sharing good mentoring 12 444| 6 222| 2 74| 2 74| 5 185
practice
b. Developing relationships 4 148| 9 333 7 259 1 37| 6 222
between schools
c. Sharing new ideas 14 51.9 4 14.8 2 74 2 74 5 185
d. Facilitating professional 16 593 2 74| 3 11| 1 37| 5 185
conversations
e Providing individualised 14 519| 6 222 1 37 1 37| 5 185
support
f.  Sharing resources 13 48.1 5 185 2 74 1 3.7 6 222
g Developing coachingand |- 45 =y y 7 559|574 1 37| 5 185
mentoring skills
h. Developing relationships
between mentors and 7 259 11 40.7 2 74 2 74 5 185
PRTs
i.  Improving my knowledge
of what it means to be a 15 55.6 3 111 2 74 1 3.7 6 222
mentor
j-  Keeping up my
motivation to be a good 11 40.7 8 29.6 1 3.7 1 3.7 6 222
mentor
k. Developing a systematic
approach to inductionand | =530 51 g 96| 2 74| 2 74| 5 185
mentoring in my school
(e.g., policies, guidelines)
l.  Supporting the school to
develop our own capacity 7 259 11 407| 2 74 1 37| 6 222
around induction and
mentoring
m. Sustaining induction and
mentoring in my school
beyond the end of the 9 333 8 29.6 3 111 2 74 5 185
pilot programme

* 4 respondents (2 new mentors and 2 existing mentors) did not respond to any of the items in this question.

18



Wiki

Overall, the wiki was seen as a “somewhat successful” to “successful” component of the pilot (see
Table 9). The wiki was very successful for “sharing new ideas”, successful for “developing coaching

ER N3

and mentoring skills”, “sharing resources”, and “improving my knowledge of what it means to be a

mentor”, and not at all successful for “developing relationships between mentors and PRTs”.

Table 9: Responses to the question, “How successful has the wiki been?” (n=27)

Very Somewhat | Not at all L.
Successful Missing*
successful successful | successful
Freq % |Freq % |Freq % |Freq % |Freq %
a. Sharing good mentoring 4 148 6 222| 4 148| 4 148 9 333
practice
b. Developing relationships 2 74 5 185 7 259 5 185 8 296
between schools
c. Sharing new ideas 6 222 5 185 5 185 3 11.1 8 29.6
d. Facilitating professional 0 00| 7 259| 6 222| 6 22| 8 296
conversations
e Providing individualised 2 74| 5 185| 7 259| 4 148| 9 333
support
f.  Sharing resources 6 222 8 29.6 2 74 3 11.1 8 29.6
Developing coaching and 2 74| 10 370| 3 111 4 148| 8 296
mentoring skills
h. Developing relationships
between mentors and 1 3.7 4 148 5 185 7 259 10 37.0
PRTs
i.  Improving my knowledge
of what it means to be a 3 111 8 29.6 3 111 4 148 9 333
mentor
j- Keeping up my
motivation to be a good 1 37 7 259 5 185 5 185 9 333
mentor
k. Developing a systematic
approach to inductionand |5 |4y 8 296| 4 148 9 333
mentoring in my school
(e.g., policies, guidelines)
l.  Supporting the school to
develop our own capacity 1 37 7 259 6 222| 4 148 9 333
around induction and
mentoring
m. Sustaining induction and
mentoring in my school
beyond the end of the 1 37 5 185 7 259 5 185 9 333
pilot programme

* 8 respondents (6 new mentors and 2 existing mentors) did not respond to any of the items in this question.
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Focus on the Draft Guidelines

Seen overall as “successful”, the focus on the Draft Guidelines was judged very successful for
“developing a systematic approach to induction and mentoring in my school” and somewhat
successful for “developing relationships between schools”, “sharing resources”, “providing
individualised support”, and “supporting the school to develop our own capacity around induction

and mentoring” (see Table 10).

Table 10: Responses to the question, “How successful has a focus on the Draft Guidelines

as a tool to build capacity as a mentor been?” (n=27)

Very Somewhat | Not at all L.
Successful Missing*
successful successful successful

Freq % |Freq % |Freq % |Freq % |Freq %

a. Sharing good mentoring

practice 3 111 9 333 5 185 1 3.7 9 333

b. Developing relationships
between schools

\S}

7.4 3 111 8 296 4 148 10 37.0

c. Sharing new ideas 4 148 7 259 6 222 1 3.7 9 333
d. Facilitating professional

3 111 11 40.7 4 148 0 0.0 9 333

conversations

e Providing individualised 4 148 5 185| 6 222| 3 111 9 333
support

f.  Sharing resources 4 148 5 185 7 259 2 74 9 333

Developing coaching and

. . 2 74 12 444 3 111 1 37 9 333
mentoring skills

h. Developing relationships
between mentors and 4 148 9 333 3 111 3 11.1 8 29.6
PRTs

i.  Improving my knowledge
of what it means to be a 3 11.1 12 44.4 3 11.1 1 3.7 8 29.6
mentor

j- Keeping up my
motivation to be a good 3 111 8 29.6 6 222 2 74 8 29.6
mentor

k. Developing a systematic
approach to induction and
mentoring in my school
(e.g., policies, guidelines)

6 222 6 222 4 148 3 111 8 29.6

l.  Supporting the school to
develop our own capacity
around induction and
mentoring

5 185 6 222 6 222 2 74 8 29.6

m. Sustaining induction and
mentoring in my school
beyond the end of the
pilot programme

5 185 6 222 5 185 3 111 8 29.6

* 8 respondents (4 new mentors and 4 existing mentors) did not respond to any of the items in this question.
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Relative success of components

To compare the success of the four components of the pilot, all of the “very successful” and
“successful” responses to the mentor survey questions about these individual components were

combined and the survey items were ranked from 1 to 13 for each component (see Table 11).

¢ The four components of the pilot—the relationship between partner schools, the in-school visits
by the facilitators, the use of the wiki, and the focus on the Draft Guidelines—were all
particularly successful for “developing coaching and mentoring skills”.

¢ The partner school relationships, the wiki, and the Draft Guidelines were successful for
“improving my knowledge of what it means to be a mentor”.

¢ The partner school relationships and the in-school visits were successful for “keeping up my
motivation to be a good mentor”.

¢ The in-school visits were successful for “providing individualised support”.

*  The Draft Guidelines were successful for “facilitating professional conversations”.

* The wiki was successful for “sharing resources” and “sharing new ideas”.

The partner school relationships and the wiki were least successful for “developing relationships
between mentors and PRTs”. The partner school relationships, the in-school visits, and the Draft
Guidelines were least successful for “developing relationships between schools”. It is interesting that
this last item, “developing relationships between schools”, ranked low (12=) when respondents were
asked about the success of the partner school relationships. Perhaps this is because the pilot
programme was making use of pre-existing relationships and networks between schools. The mentor

teachers did not, therefore, need the pilot to establish these relationships.
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components

Table 11: Relative success of the four secondary induction and mentoring pilot programme

Partner In-school . Draft
Wiki
schools visits Guidelines
Freq Rank Freq Rank Freq Rank Freq Rank
vs+s A Tygeg P ygeg PR | ygig BN

Sharlpg good mentoring 14 4= 18 4= 10 5 12 5=
practice
Developing relationships 1 o= 13 13 7 o= 5 13
between schools
Sharing new ideas 14 4= 18 4= 11 3= 11 7=
Famhtatmg professional 13 o= 18 4= 7 o= 14 9=
conversations
Providing individualised 13 o= 20 | 7 o= 9 1=
support
Sharing resources 14 4= 18 4= 14 1 9 11=
Developmg cpachlng and 15 9= 19 9= 12 ) 14 9=
mentoring skills
Developing relationships
between mentors and 11 12= 18 4= 5 13 13 4
PRTs
Improving my knowledge
of what it means to be a 16 1 18 4= 11 3= 15 1
mentor
Keeping up my
motivation to be a good 15 2= 19 2= 8 6= 11 7=
mentor
Developing a systematic
approach to induction and

. 14 4= 18 4= 6 11= 12 5=
mentoring in my school
(e.g., policies, guidelines)
Supporting the school to
develop. our own capacity 13 o= 18 4= 3 6= 1 7=
around induction and
mentoring
Sustaining induction and
mentoring in my school 12 1 17 12 6 1= 1 7=

beyond the end of the
pilot programme
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Effectiveness of the pilot

Respondents were asked to rate the effectiveness of the secondary induction and mentoring pilot
programme (see Table 12). The pilot’s effectiveness was measured against the six essential

components of an effective induction programme, as detailed in the Council’s Draft Guidelines.

In terms of the essential components, the respondents believed that overall the secondary pilot was
“effective”. The pilot helped the schools to develop a “clear programme vision”, to encourage
“institutional commitment and support”, to foster “quality mentoring”, to develop “clear criteria to
guide the learning of and formative feedback for the teacher”, to focus on “the daily practice of
teachers with their learners”, and to “provide the support and processes needed so the teacher can

move towards gaining full registration”.

Table 12: Responses to the question, '"Please rate how effective the secondary induction and
mentoring pilot programme has been in terms of the New Zealand Teachers Council's

essential components of an effective induction programme” (n=27)

Very . Somewhat | Not at all L.
: Effective . . Missing*
effective effective effective

Freq % Freq % Freq % Freq % Freq %
8 29.6 10 37.0 4 148 1 3.7 4 148

a. There is a clear
programme vision

b. There is institutional
commitment and support
for the programme from
the school

c. Quality mentoring is a
central (but not the sole) 8 29.6 11 40.7 3 11.1 1 3.7 4 148
component

d. The programme is based
on clear criteria to guide
the learning of and 5 185 13 48.1 3 111 2 74 4 148
formative feedback for
the teacher

e. The programme is
focused on the daily
practice of teachers with
their learners

8 296 8 296 6 222 1 37 4 148

4 148 13 48.1 5 185 1 37 4 148

f.  The programme will
provide the support and
processes needed so the 8 29.6 12 444 3 111 0 0.0 4 148
teacher can move towards
gaining full registration

* 4 respondents (2 new mentors and 2 existing mentors) did not respond to any of the items in this question.
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Support from schools

The respondents were asked a series of questions about the support they had received from their
schools during their involvement with the pilot (see Table 13). Overall, the participants “agreed” that
their schools had been supportive and “disagreed” that the pilot had had a negative impact on their

colleagues.

Table 13: Responses to the question, "Thinking about the support you have received from
your school while you have been involved in the secondary induction and mentoring
pilot programme, please rate your level of agreement with the following statements”
(n=27)

Strongly
agree

Agree

Neutral

Disagree

Strongly
disagree

Missing*

Freq % Freq % Freq % Freq % Freq % Freq %

a. My school is
supportive of my
involvement in the
pilot

b. My school
willingly provides
resources to 9
facilitate my
involvement

¢c. My school
willingly provides
release time to 7
facilitate my
involvement

d. [Issues arising as a
result of my
involvement were 6
dealt with quickly
and appropriately

e. My involvement in
the pilot has had a
positive impact on
my colleagues

f. My involvement in
the pilot has had a
negative impact on
my colleagues

g. Implementation of
new ideas and
skills is supported
by my principal

h. My principal has
publicly
acknowledged my 2
participation in the
pilot

10 37.0 10  37.0 2 7.4 2 7.4 0 0.0 3

333 13 48.1 1 3.7 2 7.4 0 0.0 2 7.4

25.9 8 296 3 0.0 2 7.4

222 11 40.7 5 18.5 2 7.4 1 3.7 2 7.4

6 222 12 444 5 18.5 2 7.4 0 0.0 2 7.4

18.5 12 444 4 148 2 7.4

51.9 5 18.5 1 3.7 0 0.0 2 7.4

7.4 11 40.7 5 18.5 7 259 0 0.0 2 7.4

* 2 respondents (both existing mentors) did not respond to any of the items in this question.
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Impact of the pilot

As a result of their involvement in the pilot, most of the respondents (51.9%) felt “confident” in their

ability to be an effective mentor (see Table 14). Only two people (7.4%) felt “not at all confident”.

Table 14: Responses to the question, "How confident are you in your ability to be an effective

mentor as a result of the secondary induction and mentoring pilot programme?”

Frequency Percent
Very confident 4 14.8
Confident 14 51.9
Somewhat confident 4 14.8
Not at all confident 2 7.4
Missing 3 11.1
Total 27 100.0

Further insight from the pilot participants

The survey concluded with a series of open-ended questions so the respondents could give feedback

about the pilot. The most successful parts of the pilot for building mentor capacity were:

¢ discussions with the facilitators, with other schools, and with other mentors at the respondents’
schools
* mentoring skill development

* gaining a clear vision and structure for mentoring in their schools.

The biggest problem encountered by the respondents during their involvement in the pilot was a lack
of time to work effectively with PRTs or to develop and implement their schools’ mentoring
programmes. It was also evident that some mentors felt obligated to participate in the pilot and

therefore were unwilling to be involved in change.

In looking back on the pilot, the respondents would have liked more release time for mentoring
activities with their PRTs and for meetings with the mentoring team in their school. It was also clear
that they would appreciate continuing their relationship with the pilot facilitators for ongoing

training and support.

The survey participants made very positive comments about their experiences of the pilot and the
learning they had gained. The respondents believed that their schools now had robust induction and

mentoring programmes that could be sustained beyond the end of the pilot.
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PRT survey

Background questions

Twelve PRTs responded to the 2010 PRT survey. Five were in their first year of teaching, six were
in their second year, and one did not identify his or her stage of teacher induction. Six of the
respondents were teaching at a school in the Taranaki region, five were teaching at a Hawkes Bay
school, and one did not respond to the question about region. All of the respondents were employed

as classroom teachers at their schools and had no other positions of responsibility.

Eight of the survey respondents were female and four were male. The participants ranged from 20

years of age to 54 years of age, with no obvious clustering at any particular age category.

Eight of the respondents had been involved in another career before entering initial teacher
education. Three had come direct from other school or university study, and one had travelled

overseas before deciding to become a teacher.

Eleven of the respondents had an assigned mentor, and one did not respond to the question. Only
four of the mentor teachers held a classroom teacher position at their school; the remainder had some

kind of middle or senior management responsibility in addition to their mentoring role.

Effectiveness of mentoring activities

The survey participants were asked to nominate up to five specific actions or support that their
mentor teachers had provided for them during 2010. They were then asked to rate the effectiveness
of these activities on a four-point Likert scale, from “very effective” to “not effective”. The results of

these two questions are summarised in Table 15.

The most popular mentor activity identified by survey participants was “offering general advice or
acting as a sounding board for PRT concerns”. Four of the seven respondents who mentioned this
activity found it to be “very effective”. Four out of the five respondents who mentioned “support for
assessment and moderation” found it to be “very effective”. Only two of the five respondents who
nominated “observations of PRT teaching” as a mentor activity found such observations to be “very
effective”, while three found them to be “effective”. Three of the four respondents whose mentor
supported them in “the management of students’ behaviour in the classroom” judged it to be “very

effective”.
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Table 15: Effectiveness of specific actions or support provided by mentors

. . Somewhat
Very effective Effective . Total
effective
Freq % Freq % Freq % Freq %
General advice/sounding board 4 10.0 2 5.0 1 2.5 7 17.5
Assessment/moderation 4 10.0 1 2.5 0 0.0 5 12.5
Observations 2 5.0 3 7.5 0 0.0 5 12.5
Behaviour management 3 7.5 1 2.5 0 0.0 4 10.0
Curriculum support 3 7.5 0 0.0 0 0.0 3 7.5
Planning 2 5.0 0 0.0 1 2.5 3 7.5
Pastoral care 2 5.0 0 0.0 0 0.0 2 5.0
Resources 1 2.5 1 2.5 0 0.0 2 5.0
Programme design 1 2.5 0 0.0 0 0.0 1 2.5
Team teaching 1 2.5 0 0.0 0 0.0 1 2.5
Policies 1 2.5 0 0.0 0 0.0 1 2.5
Informal meetings 1 2.5 0 0.0 0 0.0 1 2.5
PD* opportunities 1 2.5 0 0.0 0 0.0 1 2.5
Reflection 0 0.0 1 2.5 0 0.0 1 2.5
Formal meetings 0 0.0 1 2.5 0 0.0 1 2.5
Observe other teachers 0 0.0 1 2.5 0 0.0 1 2.5
Feedback 0 0.0 1 2.5 0 0.0 1 2.5
Total 26 65.0 12 30.0 2 5.0 40 100.0

* Professional Development

The survey respondents were also asked to identify the support they would have liked to receive, but

had not so far been given. Respondents specifically mentioned:

* networking opportunities with PRTs at other schools
* more subject-specific support
* assessment exemplars

* Dbehaviour management and learning strategies for students with special educational needs.

Mentor evaluation

The respondents were asked to evaluate their mentors, using the “essential components of quality

mentoring” from the Council’s Draft Guidelines as a measure of success (see Table 16).
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Table 16: Responses to the question, “Please rate how successful your mentor has been in terms of

the New Zealand Teachers Council's essential components of quality mentoring” (n=12)

Very

successful
Freq %

Successful

Freq %

Somewhat

successful
Freq %

Not at all

successful
Freq %

Missing
Freq %

Providing support to the
newly qualified teacher in
their new role as a
teacher

7 583

2 16.7

1 83

0 0.0

2 16.7

Facilitating learning
conversations with the
PRT that challenge and
support them to use
evidence to develop
teaching strengths

3 250

2 16.7

2 167

Assisting the teacher to
plan effective learning
programmes

6 50.0

2 16.7

2 16.7

2 167

Observing the teacher
and providing feedback
against specific criteria
and facilitating the
teacher's ability to reflect
on that feedback

7 583

2 16.7

2 16.7

Assisting the teacher to
gather and analyse
student learning data in
order to inform next
steps/different
approaches in their
teaching

3 250

2 16.7

Guiding the teacher
towards professional
leadership practices to
support learning in the
unique socio-cultural
contexts of Aotearoa
New Zealand

4 333

4 333

2 16.7

Liaising with colleagues
to facilitate provision of
appropriate support and
professional development
for the teacher within a
professionally focused
community of practice

6 50.0

2 16.7

2 16.7

2 16.7

Providing formal
assessment of the
teacher's progress in
relation to the
Satisfactory Teacher
Dimensions/Registered
Teacher Criteria

4 333

3 250

2 167

2 16.7
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Table 16 (continued) Very S ful Somewhat | Not at all Missi
uccessfu issin
successful successful successful g

Freq % |Freq % |Freq % |Freq % |Freq %

i.  Suggesting professional
development suited to
current professional
needs that may be
accessed within or
beyond the institution

j- Advocating for the
teacher if need be in
terms of their
entitlements as a PRT

k. Demonstrating effective
teaching

l.  Listening to and helping
the PRT to solve 6 50.0 4 333 0 00 0 00 2 16.7
problems

1 83 5 41.7 2 16.7 2 16.7 2 16.7

4 333 3 250 1 83 2 167 2 167

8 66.7 0 0.0 1 83 0 0.0 3 250

In terms of each of the 12 “essential components”, the majority of the respondents felt their mentors
were “successful” or “very successful”. More that 75% of respondents saw their mentor teachers as
successful at “Listening to and helping the PRT solve problems”, “Providing support to the newly
qualified teacher in their new role as a teacher”, and “Observing the teacher and providing feedback

against specific criteria and facilitating the teacher’s ability to reflect on that feedback”.

Practices that were identified as successful by only 50% of the respondents were: “Assisting the
teacher to gather and analyse student learning data in order to inform next steps/different approaches
in their teaching” and “Suggesting professional development suited to current professional needs that

may be accessed within or beyond the institution”.

Some respondents took the opportunity at the end of the survey to make a few comments about the
value they saw in their mentoring relationship. Two comments in particular demonstrated just how

important this relationship was to the PRTs:

I have been lucky to have very effective mentor teachers during the first two years of
my teaching experience. I would like to comment on the importance of this role and
how essential this has been to me. (PRT survey #6)

Very positive relationship—sharing of ideas and resources, support and advice given
when requested, and assistance in setting and achieving personal appraisal goals. Lots
of positive encouragement and feedback given, which helps to boost confidence.
(PRT survey #10)
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Case study A

A school that allowed PRTs to choose their own mentors and that upskilled its mentors and
formalised its mentoring programme, raising staff awareness of the value of the mentoring role.

Context

School A was unique in that the PRTs choose their mentors after meeting the potential mentors at a
social function at the beginning of the school year. The school also maintained a clear distinction

between the mentor and the PRT’s head of department. The school had a new principal in 2010.

Background information

Six interviews were conducted: with the SCT; the PRT Coordinator; an existing mentor; a new
mentor; an OTT; and a first-year Provisionally Registered Teacher (PRT1). Three of the participants
were female and three were male. Both the SCT and the PRT Coordinator had had more than 20
years of teaching experience, and the PRT Coordinator was also assistant principal. One of the
mentors had previous experience of mentoring a PRT, but neither mentor had received any
professional development in mentoring prior to the pilot. Both of the beginning teachers were
employed on a permanent full-time contract. The OTT, who was a head of department, was new to

the Aotearoa New Zealand context, although she had taught for six years in the United Kingdom.

The SCT and the PRT Coordinator

The SCT was responsible for the mentors in the school. He held meetings with the mentors and
provided training with a view to the ongoing sustainability of the mentoring role. He also looked for
potential new mentors amongst the school staff. The SCT said he felt obliged to participate in the
pilot because of his SCT role, but was ultimately happy about this. He believed that the SCT role
needed to be kept separate from the mentor role, as it would be too difficult to do justice to both

roles at once.

The PRT Coordinator oversaw the mentoring and induction in the school and was responsible for the
PRTs. He held regular PRT meetings where learning was structured around themes, professional
readings were provided, and PRTs could raise issues for discussion. PRT learning was shaped
around the Registered Teacher Criteria, with a view to building an evidence portfolio to meet the
Council’s registration requirements. The PRT Coordinator saw his role as providing the more formal

skill development for PRTs, whereas mentors would provide day-to-day support.
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Setting up mentoring relationships

School A held a social function at the beginning of the school year where PRTs could meet potential
mentors. The PRTs chose their own mentors. They were not permitted to choose their head of
department. If a mentoring relationship did not work, then the school would reassign mentors, but
this had not been necessary at the time of the interview. This system was effective in pairing PRTs
with mentors with whom they felt comfortable but, since the relationships were established after the
timetable was set, there could be problems when mentors and PRTs did not have common non-

teaching time in which to meet.

Mentoring activities

The mentors saw their role as being the PRTs’ “first port of call” and aimed to build the confidence
of PRTs as teachers. Regular but informal discussions occurred where PRTs could ask questions
about school systems or talk about issues that arose, such as behaviour management in the
classroom. The OTT found these meetings helpful in learning about the Aotearoa New Zealand
educational system. Mentors offered strategies for PRTs to try in the classroom, conducted
observations, and provided feedback. PRTs were also encouraged to observe other teachers in action.
The PRTI1 felt that his mentor was a “safe” person to vent to and any issues he raised would be kept
confidential. The busyness of the school day sometimes got in the way of mentoring meetings or
observations, meaning that weeks could pass without the PRTs and their mentors doing any formal
mentoring activity. Despite this, both the PRTs and their mentors saw the mentoring programme at

School A as successful.

Registered Teacher Criteria and SAT

During 2009, the mentors, SCT, and PRT Coordinator at School A “unpacked” the meaning within
each of the criteria in the Registered Teacher Criteria. They used this process to contribute towards
the development of the SAT, which was a way of operationalising the criteria for the PRTs to use in

preparing their evidence for teacher registration.

The new mentor did not participate in this process, and therefore did not use the Registered Teacher
Criteria to shape the work she did with her PRT. Instead, she left it to the PRT Coordinator to talk
about the criteria in the PRT meetings. The PRT1 and OTT were aware of a “booklet”, but were not

clear on its use or importance.

The SCT and the PRT Coordinator considered the SAT to be a great success. They believed all
teachers at the school should be able to meet the Registered Teacher Criteria and were redesigning
the school’s appraisal system around the criteria. They had invented a “thirteenth criterion” to reflect
the work done by heads of department. School A’s role in developing the SAT had been
acknowledged at a workshop with other schools in the region, and the PRT Coordinator felt a great

deal of pride because of this.
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Impact of the pilot

The pilot programme and its components had a big impact on the skill development of the mentors,
particularly in developing skills around active listening and difficult conversations. The pilot raised
awareness of the Registered Teacher Criteria throughout the whole school. It helped to clarify the
role of a mentor, which was now seen as organic and responsive to the needs of a PRT. Mentors

enabled PRTs to come up with their own solutions to the problems they faced.

The “constant nagging” of being accountable to a pilot process helped School A create policies and
systems to formalise its mentoring programme. Its involvement in the pilot also created awareness of

mentoring throughout the school.

Members of the mentoring team were able to go to professional development days about mentoring
issues. They also considered that their leadership potential had been recognised and fostered.
Furthermore, the professional learning from the pilot programme allowed more open and “safe”
communication between teachers at the school. More “professional” conversations occurred, rather
than unconstructive complaining sessions. The work on the pilot also enabled the school to develop a

separation between the head of department role as teacher appraiser and the mentor role as supporter.

Relationship with partner school

School A had contact with School B in 2009. The mentoring team found this relationship beneficial,
as School B was a similar school with similar students. The two schools had been able to share

resources and ideas.

There was no contact between the schools in 2010, due to time constraints and to the fact that School
B had no new PRTs that year. The new mentor thus had no relationship with the partner school.
Relationships between staff at the two schools did exist outside the pilot, which helped to support

relationships within the pilot for those particular team members.

In-school visits

The mentors, SCT, and PRT Coordinator found their in-school work with the pilot facilitators
“awesome”, “first rate”, and “uplifting”. They appreciated the facilitators’ expertise and positive
attitude. The facilitators had an indirect approach that provided help and guidance, rather than
solutions to specific problems. Mentoring team members felt they had been upskilled and were now
able to pass their knowledge on to other mentors in the school. With the facilitators’ help, the school

had developed a unique mentoring programme and created a climate in which mentoring was valued.

Wiki

The mentoring team used the wiki for storing information and sharing resources and professional
readings with other pilot schools. It provided an insight into mentoring programmes at other schools

and was a way for School A to demonstrate what it had done and take pride in its achievements.
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However, the mentoring team found that the school computer system could not cope with some of
the file formats of resources on the wiki. Team members felt they lacked confidence in using the

wiki; they found it too cumbersome and too big and would have liked more training in its use.

Ongoing mentor learning

Skills developed during the pilot, such as active listening skills, had an impact on other areas, such
as departmental meetings and working collaboratively with colleagues. The existing mentor had
applied listening skills to her classroom interactions with students. The new mentor believed that her

relationship with her PRT had reaffirmed her own growth and development as a teacher.

PRT confidence and preparedness

The existing mentor believed her PRT’s understanding of teacher registration requirements was
more thorough as a result of the pilot. The OTT felt very confident as a teacher and appreciated
having a mentor to whom she could ask “honest questions”. The PRT1 had become aware of the
amount of new information he had to absorb during the induction period. He felt overwhelmed and

had begun reflecting on his learning as a teacher to help him process all this information.

PRT learning needs

The OTT was very interested in learning more about NCEA, as she was unfamiliar with Aotearoa
New Zealand assessment systems. The PRT1 was also interested in finding out more about NCEA,
particularly the rationale for using the system. Furthermore, he wanted to learn more about dealing

with the school’s bureaucracy.

Mentor roles

The OTT felt her mentor fulfilled the roles of “observer”, “provider of feedback”, “counsellor”,

LR N3

“instructor”, “coach”, and “sounding board”. For the PRT1, the key mentor roles were “counsellor”,
“instructor”, “coach”, and “sounding board”. Both of these teachers ranked “sounding board” as the
most important aspect of the mentor role. They said it was good to have someone to talk to and to be

able to vent frustrations to someone who would not judge them.

Barriers

According to the mentoring team, the biggest barrier to effective mentoring at School A was
timetabling mismatches. The SCT and PRT Coordinator both mentioned that it would have been a
good idea to establish the mentoring relationships before the timetable for the year was drawn up.
The team also suggested that each PRT-mentor pair schedule its meeting times and that these times
be protected from relief requirements. This would highlight the importance of mentoring in the

school and help mentors gain recognition from the senior leadership team.
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Support from school leadership

The new principal at School A was perceived to be very supportive of mentoring in the school. The
mentoring team also believed that the PRT Coordinator’s other role as assistant principal helped it
gain support from the senior leadership team. The mentoring team had given a presentation about its

work on the pilot to the whole staff, which was well received.

It was suggested that while there was good support for mentoring while resources for teacher release
were being provided by Massey University, taking time for mentoring team meetings might be more

difficult without support from the pilot programme.

Sustainability

As a result of the pilot, School A established policies to help it maintain the mentoring programme
beyond 2010. Sustainability was still a concern, however, as it might be easy to lose the enthusiasm
generated by the school’s involvement in the pilot. The mentoring team believed that four things

would be necessary to embed the mentoring programme in the school:

* time for meetings between mentoring pairs and between the mentoring team
¢ continual pressure to make induction and mentoring a priority
¢ continual training for new mentors

* buy-in from the senior leadership team and the board of trustees.

Regular professional development opportunities for the mentoring team and yearly check-ups by the

facilitators could also be useful.

Overall effectiveness

Overall, the secondary induction and mentoring pilot programme was seen as a “fantastic” and
“positive” experience by the mentoring team. The facilitators had been “encouraging” and
“enthusiastic”, and their support was seen as integral to the success of mentoring at School A.
Addressing the mentoring needs of PRTs was seen as beneficial to the whole school, as it would help
it retain new teachers. One suggestion was made for any future pilots: more structured information

for new mentors beginning their involvement halfway through the pilot.
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Case study B

A school that went through senior personnel changes but emerged with a heightened focus on
mentoring, with mentors developing in this role and as teachers, and new teachers gaining
confidence and feeling more comfortable in the school.

Context

During the course of the pilot programme, School B went through a change in senior management.
The principal, deputy principal, and assistant principal were all new to their roles in 2010. The PRT
Coordinator from 2009 also left the school early in 2010 to take up a new position at a different
school. The new PRT Coordinator was also the new deputy principal. The new mentors becoming
involved in the pilot in 2010 did not have any new PRTs to mentor. Instead, they were all heads of

department, mentoring teachers within their department.

Background information

Six interviews were conducted at School B: with the SCT; the PRT Coordinator; an existing mentor;
an OTT; a PRT1; and a second-year Provisionally Registered Teacher (PRT2). The SCT, PRT
Coordinator, and existing mentor had all taught for more than 20 years. The existing mentor had
previous experience of mentoring PRTs, but had no prior professional development in induction and
mentoring. The OTT and the PRT2 were both employed on a permanent full-time contract, but the
PRT1 was employed as a long-term reliever. The OTT had trained as a teacher in the United

Kingdom and had taught there for four years. All of the interviewees were female.

The SCT and the PRT Coordinator

The SCT provided professional development for the mentors, using a professional learning group
model. In meetings with the mentoring team, the SCT facilitated development in skills such as active
listening and having difficult conversations. Team members used these skills with their students and

with teachers in their departments.

The PRT Coordinator organised regular meetings for the PRTs. These addressed specific
information of interest to the PRTs and included guest speakers. She also checked that the

observations and paperwork necessary for PRT registration were being completed.

Setting up mentoring relationships

Mentoring relationships between PRTs and their mentors were not chosen by the PRTs. The

mentoring pairs could exist across different departments in the school.

35



Mentoring activities

The existing mentor had discussed classroom behaviour and activities with her PRT, helped the PRT
advocate for change in her department, conducted quick observations, and discussed evidence the

PRT had collected in her registration portfolio.

The PRTI spoke about participating in formal and informal meetings with her mentor, having her
mentor observe her teaching, and receiving feedback on those observations. The PRT1 enjoyed the
feedback and suggestions for classroom activities. She had also had the opportunity to observe

another teacher, to see how a group of her students reacted in another classroom environment.

The PRT2 had informal meetings with her mentor on a regular basis. She found these informal
catch-ups more responsive to her needs than formal meetings. She also considered meetings with the
PRT Coordinator to be very helpful and tended to seek out the PRT Coordinator when she wanted

support of an emotional nature.

The OTT recognised that her learning needs were different from other PRTs. She felt confident as a
teacher and in managing a classroom, but needed guidance on the NCEA assessment system. Her

mentoring support came from the PRT Coordinator rather than a specific mentor.

Registered Teacher Criteria and SAT

School B had been part of the development of the SAT and was making extensive use of it. In her

interview, the OTT gave an in-depth explanation of how the tool worked:

It’s got the different criteria ... the key indicators and then it’s got questions you might
ask yourself ... so you can reflect on whether you’re achieving those and what you’re
doing to achieve them. It’s got the strategies that might be helpful, and reflections, and
then this section is where you actually put down your evidence to show that you’re
meeting those criteria and then obviously reflection and goals ... You can record
observations and visits that you’ve done or had for you, professional development, so
any of the courses or professional development you’ve received, any of the things
which you had done which tie in with that, and then obviously a professional reading ...
so all your evidence is there to show you are meeting the standards.

The SAT was seen as valuable as it encouraged PRTs to reflect on their teaching and mentors to
reflect on what was successful for the PRTs and what could be done differently. The SAT also
helped to break the Registered Teacher Criteria into smaller, more manageable parts. The PRTs

expressed some frustration with the criteria. They felt that some of the criteria overlapped too much.

The PRT Coordinator and the SCT talked about plans to extend the use of the Registered Teacher
Criteria to the whole teaching staff. They wanted the criteria to underpin the school’s appraisal
system. The SCT was planning to develop a SAT for more experienced teachers in the school to use
to record their professional development, their professional conversations, and their reflections for

appraisal and re-registration purposes.
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Impact of the pilot

The mentoring team felt that the pilot programme and its components had had an immense impact on
School B. Team members had developed skills in listening, communication, and empathy. They had
used these skills in the wider school context, such as when appraising other teachers and when
dealing with parents and students, and in their personal lives. The SCT had noticed a change in the
school culture, with staff members becoming increasingly supportive and communicative. She also
found her involvement in the pilot valuable in deciding how to approach her SCT role in supporting

other teachers.

Relationship with partner school

The mentoring team enjoyed its relationship with School A and found the partnership good for
gaining new ideas and a different perspective on issues. The relationship between the two schools
was strong in 2009, but they had not managed to meet in 2010. The PRT Coordinator felt this might
change towards the end of the year. The existing mentor identified the relationship with School A as

the most valuable part of the pilot programme.

In-school visits

The mentoring team found working with the facilitators to be “invaluable” and “enjoyable”. Team
members gained new information about mentoring from the in-school visits and felt supported as
they were learning. The PRT Coordinator said the facilitators were good role models for effective

mentoring.

Wiki
School B used the wiki to upload examples of resources it had developed and access other schools’
resources. However, the three members of the mentoring team who were interviewed all said that

they lacked experience in using a wiki and did not feel comfortable using technology. They did not

find the wiki to be a useful tool.

Ongoing mentor learning

The existing mentor had found that learning about mentoring and working with her PRT made her
question what she was doing in the classroom. She had begun to apply the same strategies in her
lessons as she was suggesting to her PRT. She had become more cognisant of the needs of her

students and had begun to explain the reasons behind classroom activities.

The OTT shared new resources, assessment ideas, and teaching techniques with her head of

department. She felt she had added to and enriched the teaching within her department.
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PRT confidence and preparedness

The OTT, who already had teaching experience, was a very self-assured teacher. She had just
completed the required year of induction into the Aotearoa New Zealand education system and was
confident she would become registered. The PRT2 also felt confident that she had assembled all the
evidence that would be necessary for registration. Both the PRT2 and the PRT1 felt their mentors

had been very supportive of their learning needs as new teachers.

The PRT1 was employed as a long-term reliever and this had an impact on her planning for the
future. She was not sure if she would have a job at School B in 2011 and she found this very
stressful. She would have preferred to have continuity in her induction and mentoring process, rather

than change to a new school and a new mentor.

PRT learning needs

The OTT wanted to learn more about the NCEA assessment system and moderation of marking. She
otherwise felt confident in the day-to-day work of teaching and managing a classroom. The PRT2
also wanted to know more about marking for NCEA. She felt responsible for marking accurately in a
high-stakes assessment environment, where the NCEA qualification was nationally recognised. The

PRT1 was working on finding new strategies to motivate her students.

Mentor roles

CEINA3

The OTT saw her mentor as a “collaborator”, “critical friend”, “resource provider”, and “sounding
board”. For her, the most important roles were “collaborator” and “resource provider”. Because of
her previous experience in teaching overseas, the roles she needed her mentor to take were collegial

and practical.

CEINNT3

The PRT1’s mentor was fulfilling the roles of “observer”, “provider of feedback”, “role model”,
“counsellor”, “coach”, and “critical friend”. According to the PRT1, the mentor’s most important
roles were, first, “counsellor” and then “provider of feedback”. She appreciated having a mentor she

could approach to discuss difficult lessons.

99 GC

The PRT2 encountered several mentoring roles at School B: “observer”, “provider of feedback”,

99 G CEINT 99 G

“role model”, “counsellor”, “change agent”, “instructor”,

9

coach”, “political agent”, “collaborator”,
“critical friend”, “resource provider”, and “confidence builder”. The most important mentor role for
the PRT2 was not any one of these categories: she preferred her mentor to provide guidance, advice,

and ideas.

Barriers

Lack of time and heavy workloads were barriers to effective induction and mentoring at School B.
These had an impact on the frequency of meetings between PRTs and their mentors and on the

training of new mentors.
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Support from school leadership

The mentoring team believed that the principal was supportive of the pilot programme. The principal
was new to the role in 2010 and the team considered him to be more interested in and proud of its
work on mentoring than the previous principal had been. The team found it helpful that the PRT
Coordinator was also the deputy principal. She was able to advocate for more time for mentoring

activities and help get systems set up.

Sustainability

The mentoring team was confident that the mentoring programme at School B would be sustained
beyond the end of the pilot. The team felt there were structures in place to keep its programme going
and that it had established a relationship with the facilitators that could be used for quick advice or
support via email. The team members wanted to set up a professional library for the use of mentors.
They also hoped to involve more teachers as mentors in 2011, to spread mentoring knowledge
further within the school. The SCT had come to see her role as interwoven with mentoring and

important to the ongoing success of mentoring at School B.

Overall effectiveness

The mentoring team felt that its mentoring programme was successful and that its involvement in the
pilot had been very positive. Team members had learned about mentoring and developed as teachers
as a result of their work on mentoring. The PRT Coordinator believed the pilot had had an impact on
new teachers’ feelings of being comfortable in the school environment, whether they were PRTs or
simply new to School B. The SCT credited the school’s new approach to mentoring with its

involvement in the pilot.
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Case study C

A school that sought to overcome the common barrier of insufficient time for mentoring by
setting mentoring meeting times and that used the pilot programme to help it formalise its
mentoring programme.

Context

School C had a new SCT in 2010, who was also new to the pilot programme. When establishing the
mentoring team in both 2009 and 2010, the school based its decisions solely on the availability of

non-contact time in staff timetables, rather than on who would be best for the job.

Background information

Six interviews were conducted: with the SCT; the PRT Coordinator; an existing mentor; a new
mentor; a PRT1; and a PRT2. Three of the interviewees were female and three were male. Both the
PRT Coordinator and the existing mentor had over 20 years of teaching experience. The PRT
Coordinator was also the assistant principal and the existing mentor was also a head of department
and the dean of international students. Both of the mentors who were interviewed had previous
experience of mentoring, although neither had had any prior professional development in induction

and mentoring. The PRT1 and the PRT2 were both employed on permanent full-time contracts.

The SCT and the PRT Coordinator

The SCT ran a professional learning programme for PRTs and observed each of the PRTs in their
classrooms. She saw her SCT role as mentoring other teachers in the school and helping them to

develop their professional practice. The SCT was new to the pilot programme in 2010.

The PRT Coordinator organised who would be involved in the pilot and paired mentors with PRTs.

Setting up mentoring relationships

The PRT Coordinator at School C assigned PRTs to mentors. These decisions were based on
timeslots available in the timetable. The PRT Coordinator felt that mentors should be acknowledged
for their work and that having a designated time for mentoring was one way of doing this. She
acknowledged that this was not always a successful strategy, as mentors and PRTs still had difficulty
finding time to meet. The new mentor believed it was important to consider workload as well as non-

contact time in assigning mentors to PRTs.
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Mentoring activities

The new mentor conducted observations of his PRT, held formal and informal meetings, and
provided emotional support at times of crisis. He felt his PRT had made improvements in his

teaching and was beginning to respond to some of his suggestions.

The PRT1 and PRT2 had more informal catch-ups with their mentors than formal meetings. They
both acknowledged the difficulty of finding time to meet with their mentors. The PRT1 had recently
been observed in the classroom and had received feedback on this. The PRT2 had also received
feedback on his work in the classroom, but was frustrated when this was too positive. He preferred

constructive critique that gave him something to work on.

The existing mentor had not worked with a PRT in 2010. Instead, he had been involved in the
development of a handbook for PRTs. His goal was to ensure that high-quality observations

occurred and that PRTs could see the next steps in their learning from the mentoring activities.

Registered Teacher Criteria and SAT

Neither of the two mentors interviewed had heard of the SAT, nor had either of the two PRTs. It is
possible that they were not aware of the tool by that name. The PRT1 had looked at the Registered
Teacher Criteria in the PRT meetings held by the PRT Coordinator. She saw them as a checklist for
planning towards registration. The PRT2 said the school had focused on five different criteria in the
teacher appraisal for 2010. The PRT Coordinator talked about a “mentoring handbook™ that the
mentoring team had produced over the course of the pilot programme, which was the school’s name
for the SAT. She felt this was a high-quality piece of work. It had only recently been distributed to
the PRTs.

Impact of the pilot

The SCT believed the pilot programme and its components had been very positive for School C.
Mentoring team members had told her that they had become better listeners and that their mentoring
knowledge and skills had improved. The existing mentor appreciated the accountability inherent in
being involved in a pilot. He believed that the meetings with the facilitators and the contact with the

other pilot schools had helped push School C to develop its mentoring programme.

The School C mentors had been given the opportunity to present their work at the World Teachers’
Day conference in Wellington on 29 October 2010. At the time of the interview, they were debating

who would take up the invitation.

Relationship with partner school

School C and School D did not hold meetings in 2010. This was due, in part, to the schools not
taking the time to foster their relationship and because School C was focused on developing its

mentoring model. However, School C said that it benefitted from the 2009 meetings with School D,
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when the two schools exchanged resources and ideas. Meeting with School D also confirmed that

School C was “on the right track” and that other schools faced similar problems.

In-school visits

The mentoring team agreed that in-school visits by facilitators were effective in helping School C
make changes to its mentoring practice. The team found the facilitators supportive, encouraging, and
open-minded. The SCT had attended two in-school workshops with the facilitators and felt very new

to the pilot.

Wiki

The PRT Coordinator, SCT, and new mentor had not used the wiki. The existing mentor had used it

occasionally, but found that it contained too much information and became overwhelming.

Ongoing mentor learning

No member of the mentoring team reported learning anything about teaching from the PRTs, but one

of the mentors gained a sense of perseverance and achievement from his mentoring relationship.

PRT confidence and preparedness

The PRT1 and the PRT2 both said they felt confident when teaching lessons. The PRT1 had used
different teaching strategies and become more effective as a teacher. The PRT2 had developed his
teaching style, with the support of his mentor, but did not feel prepared for registration. He
anticipated a busy Term 4 as he organised his “pile” of evidence. He would have liked to have some

exemplars of what evidence is required for registration.

PRT learning needs

The PRTI and the PRT2 wanted to learn more teaching strategies, more about classroom
management, and more ways of motivating students. The PRT2 was keen to be involved in as many
professional development opportunities as possible. He said he found he learned things he had not

realised he needed to know.

Mentor roles

The PRTI said his mentor fulfilled the roles of “observer”, “provider of feedback”, “role model”,
“instructor”, “assessor”, “inquirer”, “critical friend”, “confidence builder”, and “sounding board”.
For him, the most important of these roles were “critical friend” and “role model”. He had not

needed to approach his mentor for emotional support.
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The PRT2 selected 13 of the 16 mentor roles presented to him in the interview. He saw his mentor as
an “observer”, “provider of feedback”, “role model”, “counsellor”, “change agent”, “coach”,
“political agent”, “inquirer”, “collaborator”, “critical friend”, “resource provider”, “confidence
builder”, and “sounding board”. The most important mentor roles for him were “confidence builder”,

“sounding board”, and “collaborator”. He valued informal support over formal mentoring activities.

Barriers

The mentoring team agreed that lack of time and a heavy workload were barriers to effective
mentoring at School C. The SCT also felt that some of the mentor-PRT pairings were not ideal,
which had an impact on the effectiveness of these relationships. The existing mentor believed that
mentors needed to commit to and prioritise the mentoring programme. The PRT Coordinator said
there was conflict between her dual roles as PRT Coordinator and assistant principal. She suggested
that the PRT Coordinator role would be better filled by someone with sufficient time to oversee

mentoring.

Support from school leadership

The mentoring team believed the principal was very supportive of its work. While acknowledging
that the principal had made supportive statements to the school’s staff, the existing mentor suggested
that mentoring could be higher on the agenda in strategy meetings. The PRT Coordinator and SCT
both indicated that effective mentoring would lead to the retention of good teaching staff. This was

seen as a reason why the school’s leadership team was committed to the pilot programme.

Sustainability

The mentoring team was certain that its mentoring programme would continue in 2011. The team
had identified several factors that would contribute towards the ongoing sustainability of the
programme: buy-in from the whole teaching staff at the school, strong leadership and support from
the senior management team, a documented timeframe for mentoring activities to assist with goal

setting for PRTs and to ensure observations are occurring, and funding for release time.

Overall effectiveness

The mentoring team found the pilot a positive and uplifting experience. It helped the team formalise
the school’s mentoring programme and provided a mechanism by which the team could share ideas

and vent frustrations.
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Case study D

A small rural school that, facing the challenges of this environment, used its participation in the
pilot to initiate a mentoring programme, holding regular and informal meetings and creating a
“PRT Handbook” as a living document to guide all teachers new to the school.

Context

School D is a small rural secondary school that finds it hard to attract new staff members. Teachers
fulfil multiple roles within the school and the school employs a number of “non-traditional” PRTs:
OTTs, teachers returning to teaching after a break of some years, and teachers with limited authority

to teach.

Background information

Seven interviews were conducted at School D: with the SCT; the PRT Coordinator; two existing

mentors; a new mentor; a returning teacher; and a PRT2.

Every teacher on the mentoring team had an additional role in the school: the SCT was also the
teacher in charge of her curriculum area, the PRT Coordinator was also the guidance counsellor, the
new mentor and one of the existing mentors were also heads of department, and the other existing
mentor was the assistant principal. Only the PRT Coordinator had been teaching for more than 20
years. Both of the existing mentors had previous mentoring experience and one had participated in

professional development activities that taught her some mentoring skills.

The returning teacher and the PRT2 were both employed as permanent full-time teachers at the
school. The returning teacher had previously taught in Aotearoa New Zealand for three years, before
moving to the United Kingdom where he taught for six years. Both the PRT2 and the returning
teacher had been mentored before: the PRT2 in her previous job and the returning teacher at his
previous Aotearoa New Zealand school. The returning teacher was already fully registered to teach

in Aotearoa New Zealand; he needed to re-register, but did not have to submit an evidence portfolio.

The SCT and the PRT Coordinator

The SCT was the lead teacher for the pilot. She organised meetings and induction days for the

mentors. She also worked on a mentoring handbook for PRTs.

The PRT Coordinator at School D organised PRT meetings where he delivered a two-year
curriculum on teacher learning. He made sure that meetings between mentors and PRTs had
occurred and that documentation towards registration was signed off. His main concern was that the
PRTs’ learning was a reflective process, so he had them writing in journals and reflecting on

handouts or professional readings.
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Setting up mentoring relationships

One of the existing mentors and the returning teacher noted that they had been assigned their
mentoring relationships. The existing mentor had been new to the school in 2009. He felt that his
own induction into the school had been poor and commented that it took him some time to realise he
was supposed to be mentoring two PRTs. He was pleased that a new induction and mentoring
programme was being developed and saw the potential of the induction process for all teachers new
to the school.

Mentoring activities

The PRTs at School D raised issues at regular meetings with the mentoring team. There were also
informal “catch-ups” between mentors and PRTs and observations of the PRTs’ teaching. PRTs
were also given opportunities to observe teaching in other classrooms. One of the existing mentors
found that the busyness of the school year could delay his observations of his PRT, so he put
reminders into his weekly planner to make sure observations did happen. The returning teacher
found the mentoring activities useful for reacquainting him with the Aotearoa New Zealand school

system. He felt he had forgotten more than he had expected to forget.

Registered Teacher Criteria and SAT

The mentors had not talked about the Registered Teacher Criteria with their PRTs, leaving this up to
the PRT Coordinator to cover in his weekly PRT meetings. In the interviews, the PRT Coordinator
and the SCT both talked about the SAT, or “PRT Handbook”, which was being developed over the
course of the pilot programme. The handbook contained the criteria and suggested strategies for
applying them. The PRT Coordinator saw the handbook as a living document that will change from
year to year as more information is added to support the needs of teachers. The intention was that all
teachers who were new to the school, whether they were experienced or PRTs, would use the
handbook.

The PRT2 said that some of the criteria in the Registered Teacher Criteria were difficult to
understand, though some were self-explanatory. She based her end-of-term reflection on these
criteria: for her they were a yardstick against which to measure her progress. The returning teacher

saw the criteria as a tool for keeping him focused on his learning and development needs.

Impact of the pilot

Members of the mentoring team felt that the pilot programme had a huge impact on their mentoring
skill development. They had learned why good mentoring was important; they had a better
understanding of the needs of their PRTs; and they had produced documentation to formalise their
mentoring system. The pilot helped mentoring team members develop leadership skills, which

transferred to the other roles they held in the school. They had also worked well as a group to
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support one another and their PRTs. An existing mentor said that the 2009 hui with the other pilot

schools was a positive experience.

Relationship with partner school

The mentoring team appreciated the relationship it had with School C. It shared ideas and resources,
and enjoyed seeing how a similar-decile school approached similar problems in different ways.
School D believed its history of providing mentoring was not as strong as the history at School C, so
felt it could learn from the partnership. The new mentor had not met any of the mentoring team at

School C, which indicated that meetings between the schools were not frequent in 2010.

In-school visits

The mentoring team found the in-school facilitators visits “brilliant”, “very, very beneficial”, and
“really successful”. The team gained professional learning about mentoring and were provided with
professional readings. The facilitators were not directive, but left the team to figure out how it would

make its mentoring programme work in its school. The team felt fully supported in this process.

Wiki
The three mentors interviewed had only used the wiki once or twice, but the PRT Coordinator and
the SCT had used it frequently. The PRT Coordinator appreciated the wiki as a networking tool that

allowed him to find out how other schools in the pilot were approaching mentoring and to share

ideas. The SCT used the wiki to get ideas and avoid “reinventing the wheel”.

Ongoing mentor learning

One of the existing mentors found that he reflected on his own approach to teaching as a result of
discussing teaching with his PRT. The new mentor said that the different perspective of her PRT

helped her to rethink some aspects of her own teaching.

PRT confidence and preparedness

The PRT2 felt she had progressed towards registration. She found the feedback from her mentor
very helpful in developing her confidence and competence as a teacher. She was concerned about
being left “on her own” at the end of the two-year registration period, but thought that her mentor
would still be willing to provide informal support during her third year of teaching. While he did not
need to register as a new teacher, the returning teacher said the support of his mentor had augmented

his confidence as a teacher.
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PRT learning needs

The PRT2 wanted to become more confident at marking and to learn more about NCEA. Both the
PRT?2 and the returning teacher felt they would be more efficient if they learnt to be better organised.

Mentor roles

The PRT2 saw her mentor fulfilling almost all of the mentoring roles suggested in the interview:
“observer”, “provider of feedback”, “role model”, “counsellor”, “change agent”, “instructor”,
“manager”’, “assessor”, “coach”, “inquirer”, “collaborator”, “critical friend”, “resource provider”,
“confidence builder”, and “sounding board”. For her, the most important of these were “provider of

feedback” and “critical friend”.
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The returning teacher saw his mentor as an “observer”, “provider of feedback”, “role model”,
“manager”, “inquirer”, “collaborator”, “critical friend”, “resource provider”, “confidence builder”,
and “sounding board”. The most important role for him was the mentor as “critical friend” because

he felt he could use constructive critique to improve his teaching.

Barriers

The mentoring team agreed that lack of time was a barrier to effective mentoring. Team members
needed time to meet with their PRTs and to come together as a team. They had begun to schedule

mentor team meetings into the school’s timetable to ameliorate this problem.

Support from school leadership

The mentoring team felt that the senior management team was supportive of its mentoring
programme. The PRT Coordinator and SCT had engaged in conversations with the principal and

senior managers to raise their awareness of mentoring. They felt this had had a positive impact.

Sustainability

The team was confident that the mentoring programme was sustainable. It wanted to make sure the
systems it developed would be robust enough to survive staff turnover. The PRT Coordinator wanted
to ensure that the mentoring programme was reflective for all participants to enable its continuing

improvement.

Overall effectiveness

Overall, the mentoring team found the support of the facilitators highly effective. The team’s
involvement in the pilot enabled it to develop a mentoring programme for the school where none had

existed before.
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Case study E

A school at which almost the entire mentoring team changed during the pilot, but which made
good use of the SAT and took a cooperative approach to mentoring as a reflective learning
process for both mentor and PRT.

Context

At the end of 2009, School E lost almost its entire mentoring team; only one mentor remained. That
mentor also became the SCT during 2010. At the time of the interviews, the PRT Coordinator was
on leave. The acting PRT Coordinator was also fulfilling some of the PRT Coordinator’s other duties

as the deputy principal.

Background information

Five interviews were conducted: with the acting PRT Coordinator; the SCT who was also an existing
mentor; a new mentor; a PRT1; and a PRT2. The acting PRT Coordinator and the new mentor both
had over 20 years of teaching experience. The acting PRT Coordinator was also a head of
department; the new mentor was an assistant head of department; and the SCT and PRT1 were both
teachers in charge of their curriculum areas. Both the new mentor and the SCT had previous
experience of mentoring, though neither had any formal training in how to be a mentor. The PRTI
and PRT2 were both employed on permanent full-time contracts. The PRT1 began teaching midway
through 2009, so more accurately could be described as a “PRT1.5”. Four of the interview

participants were female and one was male.

The STC and the PRT Coordinator

The SCT at School E supported teachers in the classroom and facilitated their professional learning.
As part of the pilot activity on mentoring in the school, he observed the teaching of all the PRTs and
ran PRTI meetings and PRT2 meetings. He believed teacher agency was essential to quality
teaching and worked to develop skills in the PRTs so they could solve their own problems and ask
for support when it was needed. PRT2s did not receive a time allowance each week for their
development as teachers, so the SCT felt a responsibility to ensure that the PRT2s were still working
towards registration. The SCT remained focused on the PRTs in his interview and did not discuss

any work done with mentor teachers.

The acting PRT Coordinator made sure that the relationship between the PRTs and their mentors
was working well and checked that paperwork for registration was being done. She monitored the

mentoring relationships in an informal way.
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Setting up mentoring relationships

The deputy principal (who was also the PRT Coordinator) decided on the mentoring relationships at
School E, in consultation with the rest of the mentoring team. The team attempted to create good
matches in terms of people’s personality and skills. If the team felt a mentoring relationship was not

working, and if the situation could not be fixed, then a new mentor was selected for the PRT.

Mentoring activities

The new mentor’s work with her PRT was both responsive to the PRT’s needs and shaped by issues
she saw in the PRT’s teaching. She found resources, looked over lesson plans, discussed teaching
strategies, went through assessments, talked about classroom discipline, talked about the Registered
Teacher Criteria, observed lessons, and helped her PRT to set goals. The PRT1 and PRT2 engaged
in similar activities with their mentors. The PRT1 felt that reflection on learning was key to learning
to be a teacher. For the PRT2, the supportive relationship she had with her mentor was vital. The
SCT/existing mentor spoke about mentoring at School E as a reflective process that was shaped by
the SAT.

Registered Teacher Criteria and SAT

The mentoring team used the SAT in meetings with PRTs. The PRTs focused on one aspect of the
Registered Teacher Criteria at a time and used the SAT to record how they were meeting each
criterion. The evidence provided by the PRTs was confirmed by observations conducted by the
mentors. The mentors also used the SAT to identify further learning needs for their PRTs. The PRT1
found the SAT very useful because it helped to make sense of the criteria. The PRT2 found her
conversations with her mentor more useful than the SAT. Her mentor could make suggestions and

help her to solve problems, whereas she found the criteria repetitive.

The SCT/existing mentor said the success of the SAT lay in the way it elaborated on each criterion.
Containing key indicators, it helped PRTs reflect on their teaching in different ways and also
recognise the different kinds of evidence they could use in their registration portfolios. His goal was
to encourage teachers—both PRTs and experienced staff—to exceed the criteria. He had plans to use
the SAT in the wider school for professional growth and for re-registration purposes. He thought that
three of the criteria could be used as the main focus for professional learning over the three-year
registration period for existing teachers, with the other nine criteria forming a “checklist” for

observations of teachers’ work.

Impact of the pilot

The focus on mentoring at School E during the pilot programme increased the confidence and skills
of mentors. The new mentor was very keen to be involved in the pilot in 2010 because she believed

that good support for PRTs was vital. She also saw the pilot as an opportunity to develop leadership
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skills and prepare for a more senior management position. The SCT believed his work as a mentor in
2009 was the reason why he was the SCT in 2010.

Relationship with partner school

There was not much of a connection between School E and School F. However, on the few

occasions that the schools had met, mentors from School E appreciated the sharing of ideas.

In-school visits

The mentoring team found the in-school visits by the facilitators valuable and important. The team

said the facilitators were very skilled and had lots of useful ideas.

Wiki
The acting PRT Coordinator and the new mentor had not used the wiki. The SCT/existing mentor
said the wiki was useful for finding resources and keeping up to date with developments in other

pilot schools. He downloaded some resources from the wiki to the school’s network so the mentors

and the PRTs could easily access them.

Ongoing mentor learning

The SCT saw mentoring as a reflective learning process. His PRT observations had provided
teaching and learning activities that he could use in his own lessons. The new mentor also enjoyed
the new ideas and resources she had gained from her PRT. She felt that PRTs knew more about the

new curriculum and had more student-centred teaching practices than older teachers in the school.

PRT confidence and preparedness

The PRT1 and the PRT2 both felt they had grown in confidence as teachers with the support of their
mentors. The SCT/existing mentor believed his PRTs would easily meet registration requirements.

The SAT had provided him with a framework to measure the progress of his PRTs.

PRT learning needs

The PRTI believed teaching was an ongoing learning process. Her focus at the time of the interview
was on reflecting on the effectiveness of her lessons and seeking ways to improve. The PRT2 was

trialling different routines in her classroom. She also felt she was learning all the time.
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Mentor roles

CEINNY3

The PRT1 saw her mentor fulfilling all of the roles suggested in the interview: “observer”, “provider
of feedback”, “role model”, “counsellor”, “change agent”, “instructor”, “manager”, “assessor”,
“coach”, “political agent”, “inquirer”, “collaborator”, “critical friend”, “resource provider”,

“confidence builder”, and “sounding board”. She preferred her mentor to be a “sounding board”.
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The PRT2 said her mentor was an “observer”, “provider of feedback”, “role model”, “counsellor”,
“coach”, “resource provider”, “confidence builder”, and “sounding board”. For her, the most
important of these roles were “confidence builder” and “sounding board”. For her, the mentoring

relationship was about personal support.

Barriers

The biggest barrier to effective mentoring at School E was lack of time. As the new mentor pointed
out, the mentors were very willing to do a good job, but still needed time to meet with their PRTs
and conduct observations. The SCT/existing mentor said appropriate private spaces in which to hold

mentor-PRT meetings were becoming scarce as School E was in the process of rebuilding.

Support from school leadership

The mentoring team believed that the senior management team was very supportive of induction and
mentoring at School E. The new mentor said that support from the principal was essential in order to

encourage more teachers to become mentors. She felt that this commitment was there at School E.

Sustainability

The mentoring team believed it had a core group of people committed to effective mentoring and
that these people would help sustain the mentoring programme. New mentors would need to be
included in the programme, but the SCT was confident that he knew how to involve new mentors so
they were not overwhelmed by a lot of information. He modelled his approach on the way the
facilitators had developed the skills of the mentoring team. He gave new mentors information
slowly, over time, discussing more in-depth issues as they became more knowledgeable about

mentoring.

Overall effectiveness

Overall, the mentoring team was very pleased with the pilot programme. Team members felt the
pilot had made a huge difference to mentoring at School E and had increased the mentors’

understanding and confidence. They appreciated the facilitators’ clear vision for mentoring.
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Case study F

A school involved in both Te Kotahitanga, a programme to raise Maori student achievement,
and the induction and mentoring pilot in 2010, that believed the two initiatives could be linked as

structures to support mentoring.

Context

School F became involved in Te Kotahitanga, an initiative to raise Maori student achievement, in
2010. That initiative was the primary focus in the school and the priority of the new principal. In

terms of pilot team membership, the SCT was also the PRT Coordinator for the school.

Background information

Five interviews were conducted at School F: with the SCT or PRT Coordinator; an existing mentor;
a new mentor; a PRT1; and a PRT2. Three of the interview participants were female and two were
male. Both the SCT or PRT Coordinator and the new mentor had been teaching for more than 20
years. The new mentor had previous experience in mentoring PRTs. The existing mentor had some
leadership training through her church, which gave her some transferable skills into her mentoring
role. The PRT2 had been mentored previously in her church. There was an existing church
relationship between the PRT2 and the existing mentor. The PRT2 was employed as a permanent
full-time teacher, while the PRT1 was on a fixed-term contract. He had begun teaching midway
through 2009 at School F, so can be considered a “PRT1.5”.

The SCT and the PRT Coordinator

The joint SCT/PRT Coordinator was the spokesperson for and the coordinator of the mentoring
team. She met with the mentors on a regular basis to check on the mentoring relationships and to
offer help and support. She also organised regular meetings with the PRTs, did classroom

observations, and encouraged the PRTs to drop into her office if they had any problems.

Setting up mentoring relationships

The PRT2 chose to work with the existing mentor based on their prior relationship through their

church. She felt they shared similar values and goals.

Due to a breakdown in communication, the new mentor did not realise for several weeks that he was
supposed to be mentoring a PRT and involved in the pilot programme. While he supported the pilot
programme and believed that mentoring was a very valuable activity, he felt he was too busy to do

justice to the pilot. The new mentor was also the head of a very large department at School F.
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Mentoring activities

The existing mentor, the PRT1, and the PRT2 held mentoring meetings irregularly, when the need
arose. These meetings were used to talk through problems that the PRT had encountered in the
classroom. Some observations had also been conducted. The PRT2 said she would have preferred a
more structured approach with more regular meetings. The new mentor, on the other hand, initiated
weekly meetings with his PRT once he became aware of the mentoring relationship. They discussed
teaching practice, strategies for dealing with difficult students, and more philosophical ideas about
teaching. Feedback from the PRT led him to believe that this met the PRT’s needs.

Registered Teacher Criteria and SAT

From the comments made in the interview, it did not appear that the mentors or the PRTs were using
the SAT or the Registered Teacher Criteria to shape the PRTs’ learning. The existing mentor said
that this was the role of the SCT/PRT Coordinator. The new mentor had looked at the Registered
Teacher Criteria and the Draft Guidelines from the Council. He felt that these were ambiguous and

hard to put into practice.

The SCT/PRT Coordinator indicated that the school planned to use the SAT more with PRTs in
2011. The SAT could also be developed into an appraisal tool for all teaching staff at School F.

Impact of the pilot

The SCT/PRT Coordinator felt the pilot programme had raised awareness of the skills mentors need
to be effective and of the importance of mentoring for PRTs. It had also highlighted the needs of
teachers who were new to the school, whether they were beginning teachers or experienced teachers.
The new mentor could see the benefits of a programme that was tailored to the needs of each school.
He also drew links between the mentoring pilot and Te Kotahitanga, especially the use of “shadow
coaching” in Te Kotahitanga. The existing mentor had found the pilot programme overwhelming and
a lot more work than she had anticipated. She had been appointed as a head of department in mid-
2009. Neither the existing mentor nor the new mentor felt that the pilot had presented them with any

new opportunities. They both said that good mentoring was an extension of good teaching.

Relationship with partner school

The mentoring team at School F enjoyed sharing their mentoring experiences and ideas with School
E. Meetings between the schools had taken place in 2009, but not in 2010. The SCT/PRT
Coordinator believed that the mentoring programmes at the two schools had evolved in very

different ways because of the differing contexts at the schools. She said, “it has to suit your school”.
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In-school visits

The mentoring team found the in-school visits by the facilitators very valuable. The work with the
facilitators was specific, focused on an aim, and made sense of the mentoring programme at School

F. These meetings made the mentoring team feel accountable for what they were doing.

Wiki

The existing mentor had not used the wiki. She had tried to access it once, but became frustrated
when she could not get onto the website. The SCT/PRT Coordinator used the wiki spasmodically to
access resources. She had passed some of these resources onto the mentors and other teachers at the

school. She found it took at lot of time to look through everything on the wiki.

Ongoing mentor learning

The existing mentor felt that she had learned more about the wider school context and the process of
registration through her work with her PRT. The new mentor was excited about new learning he had
recently gained from his PRT. The PRT had shown him a new approach to a unit of work and shared

some “brilliant” resources. The new mentor found his PRT innovative and creative.

PRT confidence and preparedness

The two mentors interviewed both felt that their PRTs were increasing in confidence and moving
towards becoming registered teachers. The new mentor believed that his PRT was a lot more
competent as a teacher than that PRT believed. The PRT1 felt confident as a teacher but not yet
prepared for registration, whereas the PRT2 did not feel very confident as a teacher but was prepared
for registration. The PRT1 was employed on a fixed-term contract and was hopeful that he would be

employed again at School F in 2011.

PRT learning needs

The PRT1 wanted to learn more organisational skills. He also wanted the confidence to challenge
and extend students in his class. The PRT2 wanted to know when to say “no”. She wanted to ensure
that she asked the right questions so that she had a better understanding of what a new task might
involve. Her main priority remained working towards registration and not getting caught up in the

busyness of the school.
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Mentor roles

The PRTI1 at School F believed his mentor acted as an “observer”, “provider of feedback”,
“counsellor”, “assessor”, “inquirer”’, “collaborator”, “critical friend”, “resource provider”, and

“confidence builder”. For him, the most important of these roles was “critical friend”.

CEINA

The mentoring roles encountered by the PRT2 were: “observer”, “provider of feedback”, “role
model”, “counsellor”, “change agent”, “instructor”, “inquirer”, “confidence builder”, and “sounding
board”. The most important role for her was “assessor”, yet this was not a role her mentor was
taking. Instead, this was a role provided by her head of department. The main priority for the PRT2

at the time of the interview was preparing for registration.

Barriers

The mentoring team found a lack of time for mentoring to be a significant barrier. This was
especially the case for those mentoring PRT2s, as there was no common time allocated for meetings.
The other barrier to effective mentoring was the school’s involvement in Te Kotahitanga. While the
other initiative was not supposed to be taking time and energy away from the secondary induction
and mentoring pilot programme, in reality the mentoring team found this was the case. They

believed that the two initiatives dovetailed and could be linked together more closely.

Support from school leadership

The mentoring team found the senior management team supportive and felt they were beginning to
see the potential benefits for appraisal across the entire school. The principal’s attendance at
meetings with the pilot facilitators (which were running concurrently with the interviews) was seen
by the existing mentor as a sign of the value placed on the pilot. The SCT/PRT Coordinator pointed
out that the principal was new to the school and had not been the one to agree to the pilot taking
place in the school. She also took some responsibility for not “selling” the pilot to the principal as
much as she could. She felt that the ultimate value of the pilot would not be realised until it was
finished.

Sustainability

The SCT/PRT Coordinator believed that the mentoring programme at School F would continue in
2011. She acknowledged that structures to support mentoring were still being put in place, so the
mentoring programme might take on a different shape as time progressed. The existing mentor felt
more in-school professional development or mentor training would be beneficial. The new mentor
believed that the mentoring programme would fall apart without the input of outside providers. He
did not think the programme was philosophically embedded in the school. While a mentoring

programme was necessary, he did not see any systems in place to support it.
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Overall effectiveness

While the mentoring team could see the value in developing a mentoring programme for its school,
they did not feel that they had yet achieved this goal. They would have liked a clearer picture of

what they were working towards.
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4. Discussion

This chapter summarises the findings of the research project that accompanied the secondary
pilot programme. Using data from participant surveys and interviews, it responds to the five
research questions developed to focus and guide the research. It then examines the overall
effectiveness of the secondary pilot programme, drawing further insight from the case studies,
and finally presents seven recommendations to help schools be more successful in induction
and mentoring.

Summary of findings

Five research questions have been used to provide a framework for summarising the findings from

the survey and interview data, alongside information from the Milestone 7 report (Douglas, 2010).

Research Question 1: In what ways has the professional development
programme informed and refined the Draft Guidelines and Registered
Teacher Criteria?

The schools found the Registered Teacher Criteria to be a valuable tool to shape the learning of the
PRTs. They had plans to use the criteria for the appraisal and re-registration of all teaching staff

members. A few of the mentors found the criteria repetitive and difficult to understand.

Mentors in the mentor survey found the Council’s Draft Guidelines to be very successful at helping
them develop a systematic approach to induction and mentoring at their schools. When asked about
the Draft Guidelines in the interviews, however, very few mentoring team members mentioned
them. Their focus remained on the Registered Teacher Criteria. While the Draft Guidelines had
been used to plan the secondary induction and mentoring pilot programme, the mentoring teams

were not cognisant that this was the basis of the gap analysis.

Over the course of the pilot, the schools and facilitators developed the SAT from the Registered
Teacher Criteria. Interviewees commented on the usefulness of the SAT and said that it was a high-
quality tool. Through the SAT, they used the criteria as a focus for learning and development needs;
as a reflective framework; as an appraisal tool; as a checklist for planning for registration; and as a
yardstick to measure themselves against. The SAT was included in all the schools’ handbooks and
was an integral part of each school’s induction and mentoring plan. The mentors found that the Draft
Guidelines in particular helped them shape a systematic approach to induction and mentoring and

improved their knowledge of what it meant to be a mentor. They also felt it helped develop their
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coaching and mentoring skills, facilitate professional conversations, and develop the relationship

between PRT and mentor.

Research Question 2: What is the impact of the pilot on the knowledge,
skills, and attributes of the mentor teachers, SCTs, and PRT
Coordinators?

Impact on the mentoring relationship

Very few of the mentors had received any prior professional development or training in mentoring.
The secondary induction and mentoring pilot programme had increased the knowledge and skill
development of the mentors. At the hui whakamabhi in late 2010, the mentors talked about how they

used their new mentoring skills and knowledge in both their professional and personal lives:

We have all become aware of becoming learners ourselves again. (Mentor, hui
whakamahi)

One of the wonderful things is that being a mentor encourages you to self-reflect and
that is very powerful. (Mentor, hui whakamahi)

The mentors learned more from the pilot than just mentoring skills. They also learned personal
skills, such as communication and self-confidence, and learned more about teaching. Some mentors
were able to learn new techniques or get new resources from their PRTs. In addition, mentors gained
other opportunities from their involvement in the pilot programme. These included developing
leadership skills, being recognised as leaders in their schools, and having the opportunity to attend
conferences or other professional development days. Comments from the hui whakamahi reinforced

these findings:

This has reaffirmed my skills. I am enjoying offering a service back to the school. (New
mentor, hui whakamabhi).

Would be happy to assist others to become mentors—being a step ahead is a good place
to help another from. (New mentor, hui whakamahi)

Milestone 7 noted that engagement in the secondary induction and mentoring pilot programme has:

* re-energised the experienced teachers involved in the pilot

* refocused and revalidated the roles of participants, especially the SCTs

*  Dbuilt a partnership between the PRT Coordinator and SCT

* developed leadership and created new leadership roles, for example, lead mentor

* given mentor teachers the confidence and skills to be an educative mentor rather than a pastoral

and administrative mentor and increased their satisfaction in the role. (Douglas, 2010, p. 36)
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Effect on the PRTs’ teaching and induction into the profession

The PRTs saw their mentors as taking on a great variety of roles in the mentoring relationship. The
most important roles from the PRTs’ perspective were the emotional support roles, where the mentor
acted as a sounding board, a counsellor, or a confidence builder. This is the pastoral mentor role.

Less important to PRTs were roles such as appraiser, change agent, or political agent.

The PRT survey indicated that the most commonly occurring mentoring activities were: general
advice about teaching; support for assessment and moderation; and observation of the PRTs in the

classroom. This is the educative mentor role. The PRTs found these activities to be very effective.

The learning needs of OTTs and teachers who were returning to the classroom after a break were
different from Aotearoa New Zealand-trained beginning teachers. OTTs needed help to understand
the Aotearoa New Zealand education system and assessments, but were confident in the classroom
because of their overseas teaching experience. Returning teachers needed to be brought up-to-date

with changes that had occurred since they last taught.

Sustainability of mentoring practices

In Milestone 7, the facilitators reported that the SCT role was embedded in the induction and
mentoring plan for each school. The team approach, with the SCT and PRT Coordinator leading
induction and mentoring in the school, gave stability through leadership changes. The confidence of
the SCTs, PRT Coordinators, and lead mentors grew significantly during the pilot. In particular, the
SCTs in three schools gained in confidence and status; in two other schools, the enhanced skill level

of the SCT was recognised, valued, and used.

The mentoring teams believed that their induction and mentoring programmes were now sustainable.
They had developed, or were in the process of developing, systems and policies to support their
programmes. Sustained membership on the mentoring team was important to ensure that knowledge
about induction and mentoring would be transferred from one generation of teachers to the next.

Mentoring teams wanted continued access to professional development on mentoring.

Research Question 3: What impact has the pilot had on the induction
experiences of PRTs?

The pilot programme increased the knowledge and skills of the mentors, SCTs, and PRT
Coordinators. The mentors believed they had had a positive impact on the PRTs and the PRTs

believed that their mentors were successful in supporting them to grow in confidence and

competence as teachers.

59



Impact on the mentoring relationship

The mentors and their PRTs met both formally and informally to discuss teaching strategies,
classroom management issues, and learning about teaching. PRTs’ teaching was observed and
feedback provided, which PRTs found valuable. The PRTs believed their mentors’ support was

effective.

The way in which the mentoring relationship between a mentor and a PRT was established was an
important contributing factor to the success of the relationship. In schools where the relationship was
chosen, the mentors and PRTs engaged in the relationship and worked together to facilitate learning
for the PRT. In schools where this relationship was imposed, the mentoring pairs found it more

difficult to schedule meetings.

The information shared in meetings between mentors and PRTs tended to be responsive to the PRTs’
needs. This was successful because it helped the PRTs feel their mentors were listening to them. The
mentors had a set learning agenda for the PRTs, but this was flexible and adaptive to issues raised by
the PRTs. A relationship of trust, communication, and openness to learning was vital to successful

mentoring and allowed mentors to perceive and accommodate their PRTs’ learning needs.

Effect on PRTs’ teaching and induction into the profession

The PRTs believed they were developing in competence and confidence as teachers as a result of the
work they were doing with their mentors. The survey findings showed that the PRTs saw their
mentors as very successful at meeting their needs, as measured against the Council’s essential

components of quality mentoring.

PRTs who were employed as long-term relievers or in fixed-term positions felt that the mentors at
their current schools were meeting their learning needs. However, they felt a great deal of stress and
uncertainty about the future. They were not sure if they would continue to be employed in their
schools or whether they would have to move to another school and another mentor to finish their

registration process.

At the hui whakamahi, one PRT outlined her experiences in being mentored and gave specific
examples of how her mentor’s videoed observation and feedback helped her with a challenging

class.

Statistics provided by the schools, and reported in Milestone 7, showed that all PRTs in the pilot
schools gained registration and that all PRTs in permanent positions planned to stay in their school
in 2011. The schools saw induction and mentoring as a pathway for taking teachers from being on

practicum in their school, to being a PRT, a mentor, and eventually an HOD.

PRT advisers from Massey University reported that PRTs from the pilot schools come to the Centre
for Educational Development regional PRT cluster meetings with a strong understanding of the
Registered Teacher Criteria and registration requirements compared to PRTs from other schools.

The other PRTs say they are envious of the mentoring support the pilot PRTs get. The pilot PRTs
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seem to have enhanced confidence. For example, the PRTs from the pilot schools said they felt very
well prepared for parent interview evenings and confident about dealing with parents, unlike some
PRTs from other schools. The pilot PRTs often take a leadership role within the PRT network
meeting and are able to lead discussion on best practice. These findings are documented in the

Milestone 7 report.

Sustainability of mentoring practices

Sustainability in the pilot schools in Year Three and beyond will be achieved through the
implementation and continuation of each school’s induction and mentoring plan. These plans embed
support for PRTs into existing school systems and policies, along with the use of the SAT, oversight
by the PRT Coordinator, and SCT support for mentors.

Research Question 4: How does the partnership model impact on and
contribute to the effectiveness of the pilot?

Impact on the mentoring relationship

The research found that mentoring teams appreciated their relationships with partner schools, finding
these to be valuable for sharing ideas and their successes and failures in developing mentors and
systems. The mentoring teams found it difficult to maintain the relationship, however, unless this

was enabled by the facilitators. Otherwise, time pressures prevented the schools from meeting.

In Year One there was a deliberate strategy of working with the partner schools together and these
occasions were organised by the facilitators. In the second year, the emphasis was on individual
schools and there were no shared occasions organised by the facilitators, apart from the hui

whakamahi at the end of the year.

Effect on teaching and induction processes and practice

The partnership model was beneficial for the pilot schools. Milestone 7 commented that by working
with another school that faced similar challenges, progress was shared and analysed, schools were
accountable to each other, and each had another school to review their systems. This partnership of
schools enhanced each school’s awareness of how their school operated and the group was able to

support one another in changing beliefs and ways of doing things.
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Sustainability of mentoring practices

The research indicated that the relationship between partner schools can be maintained through
personal networks, the SCT clusters, and the use of the pilot schools in regional and national fora. A
relationship of trust was established between pilot schools; each school was prepared to approach its
partner school for assistance with PRTs or mentor development. Six more schools have asked to
undergo a programme similar to the secondary induction and mentoring pilot programme in 2011.
The partner schools in each region will be asked to help support the mentor development in these

new schools.

Research Question 5: How does the blended delivery impact on the
achievement of the pilot outcomes?

Impact on the mentoring relationship

The research showed that the most important component of the pilot for the mentoring teams was the
in-school visits by the facilitators. The mentoring teams felt supported in their learning and skill
development. They felt they had established good relationships with the facilitators and so were
comfortable in admitting their vulnerabilities and their need to learn more about mentoring. This

outside expertise was needed as a catalyst for change.

In the second year, the agenda for the in-school visits were determined by each school. The visits
were an opportunity to review progress, gain support in developing and implementing the induction

and mentoring pilot programme and training new mentors, and plan for the rest of the year.

The wiki was the least successful component of the pilot programme. The mentors found too many
technical, skill, or time barriers to its use. Mentors who used the wiki found it useful primarily as a

resource bank and as a way of seeing what other schools in the pilot were doing.

In Milestone 7, the facilitators reported that pilot participants accessed information contained in the
wiki’s 370 files on a regular basis, but did not engage in interaction with each other through the wiki.
There was consistent traffic on the site, peaking at 85 hits in a day in 2009 and 65 in 2010. However,
not all participants had the confidence and competence to engage with the wiki effectively. Training
was provided initially in Year One, but could have been reinforced at regular intervals, especially
with new mentors in Year Two. Where home email addresses were used, wiki usage increased. The
teachers found it difficult during the school day to have the time or resources to access the wiki, but
were prepared to use it from home in the evenings or at weekends. An analysis of wiki records

showed that Sunday was often a peak usage day.
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Effect on teaching and induction processes and practice

Mentoring teams developed in knowledge and skills through the in-school visits and found the
facilitators to be very supportive. For those mentors who did access the wiki, it was useful as a

resource bank and as a way of seeing what other schools were doing.

To encourage the use of the wiki at the beginning of the project, schools were required to get all
details of visits from the wiki. Mentors had to use the wiki to access resources. They also had to post
their SAT developments on the wiki. This ensured engagement by each school. The goal of the
facilitation team was to have at least the SCT and PRT Coordinator in each school posting new items

on the wiki.

Sustainability of mentoring practices

The wiki was a closed wiki, only available to members of the pilot. Most schools have elected to use
their school intranet to store resources so that they can continue to be accessed and utilised by all

staff at the school, not just those involved in the pilot.

It is interesting that the wiki has continued to be accessed in 2011, with the first hit on 2 January.
There was intermittent use throughout January and February, with between one and four visitors a

day, and continuous use from 2—15 February. There was no facilitator activity during this time.

In order to ensure true sustainability of the wiki as a tool for mentor teachers, some barriers to its use
still need to be overcome. In small provincial schools, there is often an oral communication culture
rather than a written one and this may have had an impact on the perceived usefulness of online
communication. All schools used email and telephone to communicate rather than the wiki.
Technical barriers, especially with regard to school computer infrastructure, and skill barriers also

prevent rural and provincial teachers from being part of an interactive community.

Discussion

An analysis of the survey data and the case studies enabled an examination of the overall
effectiveness of the secondary induction and mentoring pilot programme and its components. The

research findings are discussed below and include material from Milestone 7.

Importance of context

Organising the interview data into case studies for each of the six secondary schools has
demonstrated that context is very important. The approach to induction and mentoring was different
in each school. These differences arose because of contextual factors, such as the way mentor—PRT
pairings were established, the willingness and availability of teachers to become mentors, and the
presence of other initiatives in a school. The milestones submitted by Massey University to the

Council report on the importance of the inquiry approach, the co-construction of each school’s
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unique induction and mentoring plan, and the way this created buy-in and sustainability. The
induction and mentoring plans, referenced against the Draft Guidelines, enabled individualisation
within the framework of best practice outlined in those Draft Guidelines. These contextualised
induction and mentoring plans combined the two key parts of induction and mentoring: formal
orientation and induction to the school and ongoing professional development supported by an

educative mentor.

Systems

Each school developed a strategic and sustainable model that built on existing structures and
strengths. This was their unique induction and mentoring plan. It fitted to the school’s profile,
history, culture, and roles. It linked to the school’s systems and “hardwired” induction and
mentoring into the time allocations for staff and meetings, as well as professional development,
appraisal, and other processes in the school. It could be “softwired” or integrated with other

initiatives in the school, for example Te Kotahitanga.

Policies, procedures, and job descriptions provided the framework for induction and mentoring in a
school. Before the pilot, schools did not have job descriptions for mentors and mentoring systems
were not developed. Through the pilot, the schools engaged in self review, collecting and analysing
data to identify gaps and celebrate the strengths of existing systems. The facilitation team reported in
Milestone 7 that, by the end of the pilot, every school had either extensively reviewed or developed
job descriptions related to induction and mentoring. The job descriptions show that the role of the
mentor is now an educative one with an emphasis on pedagogical development and the mentor as

coach.

The facilitation team also reported in Milestone 7 that every school in the pilot had either extensively
reviewed or developed policies and procedures related to induction and mentoring. The development
of the induction and mentoring plan often involved examining wider school policies and procedures
that induction and mentoring had an impact on, such as recruitment, appraisal, professional

development, and timetabling.

Findings from the research showed that the pilot helped the mentoring teams put policies and
systems in place to support their induction and mentoring programmes. All schools developed PRT
and mentor handbooks that provided a consistent set of expectations of the roles, processes, and

resources involved in induction and mentoring.

In all cases, the pilot had a beneficial impact on the whole school, reshaping appraisal systems for all
teachers and fostering a more supportive and collegial school culture. Experienced staff were
uplifted by the professional development opportunities and validated in their roles as mentors. The
pilot assisted them to refocus their work. Through their contributions to the induction and mentoring
team, they enhanced the schools’ effectiveness. The mentoring teams took a lot of pride in their

achievements and appreciated it when these were acknowledged to the whole school.
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Observations

Milestone 7 notes that deprivatisation of practice through observation is an important part of the
culture of inquiry in a mentoring- and coaching-focused school. The SCT was used as a critical
friend in the post-observation interview between mentor and PRT in a number of the pilot schools.
The SCT critiqued the mentoring, questioning, and active listening skills of the mentor. One school
effectively used video as an observation tool, followed by a professional conversation between the
observer and the teacher. The video gave a shared evidence base for the reflective conversation. As
one new mentor at the school observed, “The mentoring relationship is not just a chat fest. It now
has a focus on effective teaching practice”. Schools developed resources to support observation, for

example, through observation tools or video resources.

Time allocations

Milestone 7 reported that 70% of mentors were doing the job without a time allocation. This was
especially true for mentors with second-year PRTs (PRT2s), OTTs, teachers with limited authority
to teach, teachers returning to the profession, new HODs, part-time PRTs, and teachers whose

registration had lapsed.

All PRTs were getting their time allowance. In five of the schools, the mentors who were working
with PRT1s had a timetabled one-hour mentoring time per week. In the other school, the time
available for mentoring the three PRT1s was within the mentors’ other roles and was not allocated

specifically.

The Registered Teacher Criteria and the SAT

The schools used the Registered Teacher Criteria to shape the PRTs’ registration process. The
criteria were explained to the PRTs though the SAT. Some PRTs found this to be a successful
approach, because they could easily see the evidence they needed to collect and were prompted to
reflect on their learning as teachers. Other PRTs and some members of the mentoring teams found
the criteria to be repetitive and difficult to understand without being unpacked. Milestone 7 reported
that, in three schools, their whole school professional development for 2010 was based around the
Registered Teacher Criteria aligned to their strategic goals. The criteria were integrated into the

appraisal systems of the schools.

The facilitation team reported on the development of the SAT in Milestone 7. It stated:

In the first year of the secondary induction and mentoring pilot, we used the draft
Registered Teacher Criteria to create a Self-Assessment Tool (SAT) that is used as both
a coaching and mentoring tool and a registration evidence gathering mechanism. It was
anticipated that the tool would be used in a digital format and would be suitable for all
teachers. The SAT was peer reviewed by all six schools and in several schools it was
also analysed by the PRTs.
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In at least two of the six schools the SAT has been a driving resource in a shift of
approach to appraisal and whole school professional development planning.

The SAT comprises: the criterion, key indicators, questions I might ask myself,
strategies that might help me, what my evidence might look like, what evidence a
mentor/observer/appraiser might look for, and goal setting and reflections.

It is now available on the Teachers Council website. The SAT is suitable for all sectors
and levels of experience of teachers. (Douglas, 2010, p. 33)

Milestone 7 reported that every school in the pilot had the SAT as a central part of its induction and
mentoring plan in 2010. It was noted that the SAT was scarcely mentioned at the 2009 hui, but much
talked about at the 2010 hui whakamahi, where it was seen to be embedded as a core part of schools’
induction and mentoring systems. The participants outlined how it was used as a personal

professional reflection tool and/or as a basis for professional dialogue with mentors.

The research showed that some schools began using the SAT to guide their experienced teachers
through re-registration. They believed this was streamlining the re-registration process and was
helping the experienced teachers understand and meet the Registered Teacher Criteria. Some
schools also acknowledged that this was an area where PRTs were expert and could teach other

teachers in the school.

Mentoring and curriculum leadership

Some differences were noted between cases where mentors had no line management relationship
with their PRT and cases where mentors were also the PRT’s HOD. The PRTs being mentored by a
teacher outside their department appreciated having someone independent to talk to about difficult
issues. The PRTs being mentored by their HODs liked the conversations they could have about their

content area.

Intra-school widening of the mentor training strengthened induction and mentoring in the school.
Pilot schools who did not have any PRTs in Year Two of the pilot were taking advantage of the pilot
programme to train their HODs in mentoring skills. In one school, new HODs were being mentored.
They felt this gave them the knowledge, skills, and confidence for their new role. In another school,
where a faculty structure was bring implemented in 2011, all heads of faculty (HOFs) were to be
trained as mentors so they could mentor their assistant HOF and support peer mentoring within their

faculty.
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Leadership roles of SCTs and PRT Coordinators

Membership of their schools’ senior management team could be an advantage for the SCTs and PRT
Coordinators. They were able to advocate for mentoring to their schools’ leaders and help to

establish policies and procedures.

School leadership

The research showed that mentoring teams found their school leadership to be supportive but not
necessarily knowledgeable about what they were doing. Mentoring teams found it easier to embed
good mentoring practice into their schools where the existing school culture was one of

communication and support.

The facilitation team reported, in Milestone 7, that the pilot encouraged principals to increase their
involvement and interest in mentoring and support for PRTs. Principals also saw the value of
embedding a mentoring approach within their school and ensuring that all HODs or HOFs were
trained as mentors and that teachers with new roles in the school were mentored, along with trainee
teachers and overseas teachers. Mentoring skills could also be utilised in mentoring students and

training students to be mentors.

Schools saw the pilot as a recruitment incentive for schools from 2011 onward and a way of

attracting staff and enhancing the roles and learning of existing staff in the schools.

Barriers

The main barrier to effective induction and mentoring that was encountered by these schools was a
lack of time to attend mentoring team meetings, observe PRTs, or meet with PRTs. Mentoring teams
also encountered problems with lack of money, staff turnover, or a lack of access to release time.
PRTs in their second year of teaching noticed a reduction in the number and regularity of meetings
with their mentors. SCTs and PRT Coordinators who also held other positions of responsibility in

the school found this to be a barrier to finding time for PRTs or mentors.

Schools looked at a range of ways to release mentors to enable the mentor to spend time with the
PRT. The timetable was seen, in some cases, as a barrier to the requisite one-hour mentoring release
time per week. Only if a mentor had four PRT1s could they be released from a line/class in the

timetable.
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Sustainability

Milestone 7 discussed the sustainability of the pilot programme. It argued that for sustainability to

occur, certain conditions were necessary.

Principal support and senior leadership buy-in was needed so that other staff members in the
school would see mentoring as a meaningful activity.

A unique induction and mentoring plan developed for each school was necessary. This plan
should build on existing practices and strengths and be referenced against the essential
components of induction and mentoring plans contained within the Draft Guidelines. The plan
also needs to be embedded into school systems. This means mentoring would become part of the
meeting cycle, time allowances would be allocated in recognition of the mentoring role,
professional learning would occur to support coaching and mentoring, and timetabling and staff
recruitment decisions would be informed by the mentoring capacity within the school. The
induction and mentoring plan needs to be strongly linked to the strategic plan, appraisal system,
professional development plan, and self-review process.

A clear process of mentor selection should be communicated within the school and take into
account the views of PRTs.

The SCT or lead mentor needs to become the driver of mentor training. They need to be
supported fully by the PRT Coordinator.

Clear role expectations and job descriptions need to guide mentors. These can be developed
using the Draft Guidelines’ description of the role of the mentor teacher. All of the schools in
the project thought it important to develop job descriptions for mentors that were complemented
by the job descriptions of the SCTs and PRT Coordinators.

Where other whole-school professional development initiatives are implemented in a school,
there needs to be a deliberate strategy to integrate the induction and mentoring plan with these.
Schools need to see a clear career pathway for PRTs to develop as mentors in their third and
fourth year of teaching and then look to middle leadership roles, such as HOD or dean.

The Draft Guidelines give a clear description of the principles for effective induction and
mentoring and these can be used to inform the alignment of all systems in the school and the
design of the unique induction and mentoring plan. These principles emphasise and are borne
out by the experiences of schools in the pilot—the need for a community of support and an
individualised and contextualised programme of support for the PRT and/or person being
mentored.

After the initial directed involvement of an external facilitator, a deliberate process of
independence through capacity building should enable schools to gain confidence and self-

efficacy. There needs to be some access to support on an occasional needs-based arrangement.

An example of one pilot school’s sustainability plan can be found in Appendix F.
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Effectiveness

Mentoring teams believed the secondary induction and mentoring pilot programme was very
effective in increasing their understanding of induction and mentoring for PRTs. Two years is a
minimum timeframe for effective sustainable professional development within a school setting.
Having a solid, living, integrated induction and mentoring plan is the key to ongoing sustainability
and support for all staff, not just PRTs, because educative mentoring is a commitment beyond advice

and empathy; training and support is required to develop and sustain the necessary skills.

The facilitators reported, in their Theory for Improvement progress report, that the strongest model
was one where one person was designated as the lead mentor and assumed responsibility for
planning and delivering the mentor training with the support of other mentors. The group approach
was less effective. When interviewed for the research, the facilitators believed that the pilot
programme had been effective in supporting mentors. They felt that one more year of activity would
have helped to firmly embed induction and mentoring in the schools and would have given them

more time to raise the mentors’ awareness of the need to mentor and train new mentors.

Recommendations

Milestone 7 made seven recommendations to the Council, based on the experiences of the
facilitation team’s work in the pilot schools and on the findings of the research (Douglas, 2010, pp.

45-46). These recommendations are reproduced here.

Recommendation 1

That schools review their provision of induction and mentoring, document what happens, and then
complete a gap analysis against the Draft Guidelines. That the Council provides a template for them

to gather baseline data and then complete the gap analysis.

The schools found the gap analysis enabled them to develop a unique induction and mentoring plan.

They need data to inform this gap analysis.

Recommendation 2

That sustainable generic pathways to mentor development be identified and provided, for example, a

resource kit, mentor training, professional reading links, and mentor handbook framework.

The schools found training in mentoring strategies useful,; professional reading formed an important
part of the development both face to face and on the wiki. All schools developed a mentor
handbook—they saw it as offering a platform for development. Some postgraduate courses support

that development.
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Recommendation 3

That mentoring training be available for all SCTs and be a component of professional development
for all middle leaders, especially new HODs within the 3a output of the School Support Services

contract.

The pilot has shown the leadership role a SCT plays in induction and mentoring. HODs said they

lacked the skills before the pilot to be an educative mentor.

Recommendation 4

That guidelines be developed for a PRT handbook that schools can personalise as part of their

unique induction and mentoring plan.

Schools in the pilot found it useful to develop a PRT handbook that reflected their induction and
mentoring plan, the Registered Teacher Criteria, and the SAT.

Recommendation 5

That the Council sponsor the development of induction and mentoring in secondary

schools as clusters, pairs, or single schools with a programme informed by the pilot.

Teachers and principals commented on how transformational and agentic the pilot had been. They
felt confident in using the Registered Teacher Criteria and the SAT and in mentoring other staff

members whether they are PRTs or others.

Recommendation 6

That the Council reviews its website to highlight the Registered Teacher Criteria and SAT

and enable teachers to more easily access these resources.

Recommendation 7

That there is continued support for a mentor time allowance for both first-year PRTs (PRT1s) and
second-year PRTs (PRT2s).

Currently only PRTIs have a time allowance given to their mentor. Considering that registration is
a two-year process, PRTs need that mentor support for the whole two years. It is a disincentive for
mentors to mentor PRT2s when there is no time allowance. The figures in Milestone 7 show the

number of mentors who are undertaking the role with no time allowance.
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Abbreviations and glossary

Abbreviations

HOD head of department

HOF head of faculty

OTT overseas trained teacher

PRT Provisionally Registered Teacher

PRTI1 first-year Provisionally Registered Teacher
PRT2 second-year Provisionally Registered Teacher
SAT Self-Assessment Tool

SCT Specialist Classroom Teacher

Glossary

Draft Guidelines for Induction Draft guidelines developed by the New Zealand Teachers Council

and Mentoring Programmes for schools and early childhood education settings in Aotearoa

and for Mentor Teacher New Zealand to guide the development and implementation of

Development in Aotearoa New | induction and mentoring programmes.

Zealand (Draft Guidelines)

The final version was published in 2011 as Guidelines for

Induction and Mentoring and Mentor Teachers.

Educative mentoring Educative mentoring requires a vision of good teaching, a regard

for new teachers as learners, and consideration of how to develop
a principled, evidenced-based approach to teaching in order to

improve student’s learning.

Induction

The broad term for all support and guidance (including
mentoring) provided to newly graduated teachers as they begin

their teaching practice in real situations.

Induction and Mentoring Pilot A New Zealand Teachers Council national project trialling the

Programme Draft Guidelines. The project involved four sector-specific pilots

and an external evaluation and investigated models of induction

and mentor teacher development.
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Mentor teacher

A registered teacher employed by a school or early childhood
education service to mentor the Provisionally Registered Teacher
through the provision of induction and mentoring and
professional development opportunities. (May also be called a

tutor teacher.)

New Zealand Teachers Council
(the Council)

The professional and regulatory body for registered teachers
working in English and Maori medium settings in early childhood
education, schools, and other related education institutions in

Aotearoa New Zealand.

(http://www .teacherscouncil.govt.nz)

Provisionally Registered
Teacher (PRT)

A graduate from an approved initial teacher education
programme, who has New Zealand Teachers Council provisional

registration. (May also be called a beginning teacher.)

Registered Teacher Criteria

Developed by the New Zealand Teachers Council, it describes the
criteria for quality teaching in Aotearoa New Zealand, detailing
what Provisionally Registered Teachers need to show to gain full
registration and what experienced teachers need to demonstrate to
maintain a practising certificate. The Registered Teacher Criteria
was piloted in 2009 and published in 2010.

Satisfactory Teacher

Dimensions

Developed by the Teacher Registration Board and first published
in 1996, the dimensions have now been superseded by the
Registered Teacher Criteria. The dimensions described the
criteria to be met by all fully registered teachers in Aotearoa New
Zealand.

Secondary induction and

mentoring pilot programme

The secondary education sector induction and mentoring pilot
programme, developed by Massey University as one of four
sector-specific pilots within the New Zealand Teachers Council’s

Induction and Mentoring Pilot Programme.

Specialist Classroom Teacher
(SCT)

An experienced, registered secondary school teacher whose role it
is to provide professional learning support to other teachers in the
school, with a particular focus on mentoring and supporting
beginning teachers. The equivalent position in an area school is

Specialist Teacher.
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Appendix B: 2010 Mentor survey

Information for Participants

INDUCTION AND MENTORING PILOT PROGRAMME (IMPP)

SURVEY FOR MENTOR TEACHERS OF PRTs

This survey is part of the 2010 research component of the Induction and Mentoring Pilot Programme, run by Massey University for
the New Zealand Teachers Council.

We would like to gather your perceptions of being a mentor teacher and the impact that the pilot programme has had on this role.

Completing the Survey: It should take you 10-15 minutes to complete the survey. If you wish to navigate back and forth through your
responses, please use the "Prev" and "Next" buttons provided within the survey. You won't be able to reenter the survey once you have hit
"Submit", so please make sure you finish all your answers in one session.

Your Rights: You have the right to decline to answer any particular question, withdraw from the study at any point, ask any questions about
the study at any time during participation, provide information on the understanding that your name will not be used, and be given access
through your school to a summary of the project findings when it is concluded.

This Survey: The survey will be anonymous. You will not be asked to provide your name or the name of your school. The completion of
the survey implies your consent to participate. All responses will be confidential and no individual or school will be able to be identified.
The data will be used to report to the New Zealand Teachers Council, but may also be used for journal articles, conference papers, and
other similar presentations. The data will be reported in aggregated form.

Queries: This research is being conducted by Philippa Butler, Research Officer. If you have any queries, please contact Philippa by email:
P.J.Butler@massey.ac.nz

This project has been reviewed and approved by the Massey University Human Ethics Committee: Southern B, Application 09/33. If you
have any concerns about the conduct of this research, please contact Dr. Karl Pajo, Massey University Human Ethics Committee: Southern
B, telephone 04 801 5799 x 6929 email humanethicsouthb@massey.ac.nz.

THANK YOU FOR TAKING THE TIME TO COMPLETE THIS SURVEY
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Background Information

1. What region are you from?

(" Taranaki (" Manawatu/Whanganui (" Hawkes Bay

2. What decile is your school?

" One C Two (" Three " Four " Five  Six (" Seven (" Eight " Nine  Ten

3. What is your position in the school? (Please select as many as apply)
[T Classroom teacher [~ HoD [~ DP/AP/Senior management

[T Assistant HOD [T Dean [~ Principal

[T Other (please specify)

l |

4. What is your role in the Induction and Mentoring Pilot Programme? (Please tick
as many as apply)

[T scT [~ PRT Coordinator [~ Mentor (2009-2010) [~ Mentor (2010 only)

5. Do you have a Provisionally Registered Teacher (PRT) for whom you are
responsible?

 Yes C No
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IMPP - Mentor Survey
Background Information

6. What is your gender?

C  Male ' Female

7. What is your age?

(" 20-24 years (" 45-49 years
(" 25-29 years (" 50-54 years
(" 30-34 years (" 55-59 years
(" 35-39 years (" 60-64 years
(" 40-44 years (" 65 years or more

8. How many years have you been teaching (at this and any other school)?
(" 5years or less (" 16-20 years
(" 6-10 years (" 21 years or more

C 11-15 years

9. What subject(s) do you teach?
I |

10. What subject(s) does your PRT teach?
I |
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IMPP - Mentor Survey
Background Information

11. Have you had any professional development in the induction and mentoring
of beginning teachers, prior to this pilot?

" Yes C No

If yes, what was it?

12. How many years of mentoring experience have you had?

(" None " 7-8years

' 1-2years (" 9-10 years

(' 3-4years (" More than 10 years
(' 5-6years

13. How many beginning teachers have you mentored over the past 5 years
(including this year)?

(" None C 78

C 12 C 910

C 34 (" More than 10
C 56

14. Which of the following best describes why you became a mentor teacher?
(Please select as many as apply)

[~ Volunteered [~ Was asked by the school
[~ school policy [~ Was asked by the PRT

[~ Part of my position at my school

[~ Other (please specity)

l
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a. Sharing good mentoring practice

b. Developing relationships between schools

c. Sharing new ideas

d. Facilitating professional conversations

e. Providing individualised support

f. Sharing resources

g. Developing coaching and mentoring skills

h. Developing relationships between mentors and PRTs

i. Improving my knowledge of what it means to be a mentor

j. Keeping up my motivation to be a good mentor

k. Developing a systematic approach to induction and mentoring
in my school (e.g., policies, guidelines)

I. Supporting the school to develop own our capacity around
induction and mentoring

m. Sustaining induction and mentoring in my school beyond the
end of the pilot programme

Very successful

D20 DO DO OHHHHOHDH D

o]

Successful

o Blo Bio Bito Bio Bio o Rio o REo BNo |

S

o]

Somewhat
successful

e

O OO0 OO0 d O O o

3

Components of the Induction and Mentoring Pilot Programme

15. How successful have CLUSTER MEETINGS BETWEEN TWO PARTNER
SCHOOLS AND THE ADVISORS been in:

Not at all
successful

e

o BNo Bie Bio Bio Rio BNo Rio RNo RNo ]

o]
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IMPP - Mento |
Components of the Induction and Mentoring Pilot Programme

16. How successful have IN-SCHOOL ADVISOR VISITS been in:

Somewhat Not at all
Very successful  Successful
successful successful

C C

)
o]

a. Sharing good mentoring practice

b. Developing relationships between schools

c. Sharing new ideas

d. Facilitating professional conversations

e. Providing individualised support

f. Sharing resources

g. Developing coaching and mentoring skills

h. Developing relationships between mentors and PRTs

i. Improving my knowledge of what it means to be a mentor

j. Keeping up my motivation to be a good mentor

o o Bio o o Bio Bio Bie Bo BNe !
o BNo Bio Bio Bio Bio lio o BNo RNo)
O 00 OO0 DO O oob
oo Nio Bio Hio B0 Nio BNo N0 BEo

k. Developing a systematic approach to induction and mentoring
in my school (e.g., policies, guidelines)
I. Supporting the school to develop own our capacity around

-
O
9
o)

induction and mentoring
m. Sustaining induction and mentoring in my school beyond the C
end of the pilot programme

)
S
9]
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IMPP - Mento |
Components of the Induction and Mentoring Pilot Programme

17. How successful has THE WIKI been in:

Somewhat Not at all
Very successful  Successful
successful successful
a. Sharing good mentoring practice C C C C
b. Developing relationships between schools C C C C
c. Sharing new ideas (@) C C C
d. Facilitating professional conversations C C C C
e. Providing individualised support (O C C C
f. Sharing resources C C (@ C
g. Developing coaching and mentoring skills (©) (O C (©)
h. Developing relationships between mentors and PRTs C C C C
i. Improving my knowledge of what it means to be a mentor (@) C (@) (@)
j. Keeping up my motivation to be a good mentor C C C C
k. Developing a systematic approach to induction and mentoring C C C C
in my school (e.g., policies, guidelines)
I. Supporting the school to develop own our capacity around C C C C
induction and mentoring
m. Sustaining induction and mentoring in my school beyond the C C e C

end of the pilot programme

97



Components of the Induction and Mentoring Pilot Programme

18. How successful has A FOCUS ON THE NEW ZEALAND TEACHERS
COUNCIL DRAFT GUIDELINES FOR INDUCTION AND MENTORING AS A TOOL
TO BUILD CAPACITY AS A MENTOR been in:

Somewhat Not at all
Very successful ~ Successful
successful successful
a. Sharing good mentoring practice cC (©) C cC
b. Developing relationships between schools C C C C
c. Sharing new ideas (@) C C C
d. Facilitating professional conversations C C C cC
e. Providing individualised support (@ C C (0]
f. Sharing resources C C C o
g. Developing coaching and mentoring skills C C C C
h. Developing relationships between mentors and PRTs C C C C
i. Improving my knowledge of what it means to be a mentor (©) (o (© (©
j. Keeping up my motivation to be a good mentor C C C C
k. Developing a systematic approach to induction and mentoring C C e le
in my school (e.g., policies, guidelines)
I. Supporting the school to develop own our capacity around C C C C
induction and mentoring
m. Sustaining induction and mentoring in my school beyond the C le e le

end of the pilot programme
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IMPP - Mentor Survey ‘
Effectiveness of the Induction and Mentoring Pilot Programme

19. Please rate how effective the Massey University Induction and Mentoring Pilot
Programme has been in terms of the NZTC essential components of an effective
induction programme:

X X Somewhat Not at all
Very effective Effective X X
effective effective
a. There is a clear programme vision (@) C C C
b. There is institutional commitment and support for the C le le C
programme from the school
c. Quality mentoring is a central (but not the sole) component (O C C C
d. The programme is based on clear criteria to guide the learning C le le C
of and formative feedback for the teacher
e. The programme is focused on the daily practice of teachers with C le C C
their learners
f. The programme will provide the support and processes needed C le le C

so the teacher can move towards gaining full registration
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Support From Your School

IMPP - Mentor Survey ‘

20. Thinking about the SUPPORT YOU HAVE RECEIVED FROM YOUR SCHOOL
while you have been involved in the Induction and Mentoring Pilot Programme
(IMPP), please rate your level of agreement with the following statements:

Strongly X Strongly
Agree Neutral Disagree i
agree disagree

a. My school is supportive of my involvement in the IMPP (©) (@) (©) (@) (©)
b. My school willingly provides resources to facilitate my C C le C le
involvement
c. My school willingly provides release time to facilitate my le C C C C
involvement
d. Issues arising as a result of my involvement were dealt with le C le C le
quickly and appropriately
e. My involvement in the IMPP has had a positive impact on my le C le C C
colleagues
f. My involvement in the IMPP has had a negative impact on my C C le C C
colleagues
g. Implementation of new ideas and skills is supported by my le le le C le
principal
h. My principal has publicly acknowledged my participation in C C le C le
the IMPP
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IMPP - Mentor Survey ‘

Success of the Induction and Mentoring Pilot Programme

21. How confident are you in your ability to be an effective mentor, as a result of the
IMPP?

" Very confident ' Confident ' Somewhat confident ' Not at all confident

22. What have been the most successful parts of the IMPP in building your capacity
as a mentor?

23. What are the biggest problems you have encountered in your involvement in the
IMPP?

24. What further support would you like as a mentor teacher?

25. Is there anything else you would like to tell us about your involvement in the
IMPP?

THANK YOU FOR TAKING THE TIME TO COMPLETE THIS SURVEY
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Appendix C: 2010 PRT survey

IMPP - PRT Survey

Information for Participants

INDUCTION AND MENTORING PILOT PROGRAMME (IMPP)
SURVEY FOR PROVISIONALLY REGISTERED TEACHERS

This survey is part of the 2010 research component of the Induction and Mentoring Pilot Programme, run by Massey University for
the New Zealand Teachers Council.

We would like to gather your perceptions of being a PRT and the impact that the pilot programme has had on the mentor support you
receive.

Completing the Survey: It should take you 10-15 minutes to complete the survey. If you wish to navigate back and forth through your
responses, please use the "Prev" and "Next" buttons provided within the survey. You won't be able to reenter the survey once you have hit
"Submit", so please make sure you finish all your answers in one session.

Your Rights: You have the right to decline to answer any particular question, withdraw from the study at any point, ask any questions about
the study at any time during participation, provide information on the understanding that your name will not be used, and be given access
through your school to a summary of the project findings when it is concluded.

This Survey: The survey will be anonymous. You will not be asked to provide your name or the name of your school. The completion of
the survey implies your consent to participate. All responses will be confidential and no individual or school will be able to be identified.
The data will be used to report to the New Zealand Teachers Council, but may also be used for journal articles, conference papers, and
other similar presentations. The data will be reported in aggregated form.

Queries: This research is being conducted by Philippa Butler, Research Officer. If you have any queries, please contact Philippa by email:
P.J.Butler@massey.ac.nz

This project has been reviewed and approved by the Massey University Human Ethics Committee: Southern B, Application 09/33. If you
have any concerns about the conduct of this research, please contact Dr. Karl Pajo, Massey University Human Ethics Committee: Southern

B, telephone 04 801 5799 x 6929 email humanethicsouthb @massey.ac.nz.

THANK YOU FOR TAKING THE TIME TO COMPLETE THIS SURVEY
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IMPP - PRT Survey

1. What is your gender?

 Male (" Female

2. What is your age?

(" 20-24 years (' 45-49 years
 25-29 years (" 50-54 years
(" 30-34 years (" 55-59 years
(" 35-39 years (" 60-64 years
(" 40-44 years (" 65 years or more

3. What were you doing before you started your teacher training?
(" Study (school or tertiary) (" Athome (e.g., looking after family members)

(" Another career (" Travel

(" Other (please specify)

l |

4. What subject(s) do you teach?
l |
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IMPP - PRT Survey

5. What region are you from?

(" Taranaki (" Manawatu/Whanganui (" Hawkes Bay

6. What decile is your school?

 One C Two " Three " Four C Five C Six (" Seven (" Eight " Nine " Ten

7. What is your position in the school? (Please select as many as apply)
[~ Classroom teacher [~ HoD [~ DP/AP/Senior management

F Assistant HOD ﬁ Dean ]ﬁ Principal

[~ Other (please specify)

I |

8. What is your role in the Induction and Mentoring Pilot Programme?

" PRT Year 1 (" PRT Year 2

9. Do you have an assigned mentor?

 Yes C No

If you have more than one mentor, please describe your mentoring arrangements here:
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For these questions, please think about your MAIN mentor.

10. What subject(s) does your mentor teach?

l |

11. What position does your mentor teacher have in the school? (Please select as

many as apply)
[~ Classroom teacher [T HoD [~ DP/AP/Senior management
[~ Assistant HOD [T Dean [~ Principal

[~ Other (please specify)

I |

12. Please name up to 5 specific actions or support your mentor teacher has
provided for you this year:

1. [

2.

|

l |

3 I |
I |

l |

4.

5.

13. Thinking about the specific actions or support you have named in Question
12, how effective have they been in your development as a teacher?

Very effective Effective Somewhat effective Not effective
First action/support from Q12 C C C C
Second action/support from Q12 C C C C
Third action/support from Q12 C C C C
Fourth action/support from Q12 (@ C C C
Fifth action/support from Q12 C C C C

14. What support would you like to receive as a beginning teacher, but so far
haven't received?
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Effectiveness of

15. Please rate how successful your mentor has been in terms of the New
Zealand Teachers Council's essential components of quality mentoring:

Somewhat Not at all
Very successful ~ Successful

successful successful
a. Providing support to the newly qualified teacher in their new C C C (e
role as a teacher
b. Facilitating learning conversations with the PRT that challenge C C C le
and support them to use evidence to develop teaching strengths
c. Assisting the teacher to plan effective learning programmes (o) (@) (@) (o)
d. Observing the teacher and providing feedback against specific C C C le
criteria and facilitating the teacher’s ability to reflect on that
feedback
e. Assisting the teacher to gather and analyse student learning le C C (e
data in order to inform next steps/different approaches in their
teaching
f. Guiding the teacher towards professional leadership practices to le le C le
support learning in the unique socio-cultural contexts of Aotearoa
New Zealand
g. Liaising with colleagues to facilitate provision of appropriate C C C le
support and professional development for the teacher within a
professionally focused community of practice
h. Providing formal assessment of the teacher’s progress in relation le le C C
to the Satisfactory Teacher Dimensions/Registered Teacher
Criteria
i. Suggesting professional development suited to current le le C e
professional needs that may be accessed within or beyond the
institution
j. Advocating for the teacher if need be in terms of their C le C le
entitlements as a PRT
k. Demonstrating effective teaching C C C C
I. Listening to and helping the PRT to solve problems C C C C
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16. Is there anything else you would like to tell us about being a PRT or your
relationship with your mentor teacher?

THANK YOU FOR TAKING THE TIME TO COMPLETE THIS SURVEY
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Appendix D: 2010 facilitator interview

guestions

School-specific questions

® NS n s

Could you describe any special context or circumstances in each school?

What barriers to good induction and mentoring have there been in each school? How have they
been overcome?

What is working well in the school? Why? (Relationships between mentors/PRTs, observations,
professional conversations, formal meetings, informal chats, facilitator visits, relationship with
partner school, policy development, mentoring/coaching skill development, etc.)

What is not working well? Why?

How have the knowledge and skills of the mentors changed as a result of the pilot?

What changes have occurred in the induction experiences of PRTs as a result of the pilot?

How supportive has the school leadership been? Explain.

What factors will contribute to the ongoing success of induction and mentoring beyond the

timeframe of this pilot? What needs to happen to make it sustainable?

General questions

9.

10.

11.

How successful has the induction and mentoring pilot been? How successful have the visits to
schools, wiki, partnerships and so on been? What would you change about the model?

How useful are the Council’s Draft Guidelines? Where/how do they work best? (School-specific
examples?) What would you change?

How useful are the Registered Teacher Criteria? Where/how do they work best? (School-

specific examples?) What would you change?
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Appendix E: 2010 interview questions for

mentors, SCTs and PRT
Coordinators, and PRTs

Mentor interview questions

1.

10.

11.

Checking your background information:

—  What are your teaching subject(s)?

—  What is your position in the school?

— How long have you been teaching?

—  Who are you mentoring? What are their teaching subject(s)?

— Did you have any induction and mentoring experience before this pilot?

— Did you have any coaching and mentoring PD before the pilot?

What mentoring activities (formal and informal) have you done with your PRT this year and

how successful were they? Can you give some examples?

Have you referred to the Council’s Draft Guidelines or the Registered Teacher Criteria in your

work with the PRT? How have you used them?

Have you used the Self Assessment Tool in your work with the PRT? How? How useful do you

find it? What makes it successful or unsuccessful as a tool?

How has your relationship with the PRT supported your ongoing learning as a teacher? Specific

examples?

How well prepared for registration is your PRT as a result of the induction and mentoring they

have received? How do you know this?

What has been the impact of the Massey pilot on your ability to be an effective mentor? What

professional learning have you gained?

— How successful were the in-school visits by the advisors in your mentoring development?

— How successful were the cluster meetings/relationships with your partner school in your
mentoring development?

— How successful was the wiki in your mentoring development?

—  What other opportunities have you gained because of Massey’s involvement in your school?
How successful were these?

Has anything prevented effective induction and mentoring in your school? Examples? Have

these issues been overcome? How?

How supportive has your school leadership been to the pilot process? How have they

acknowledged your role in the pilot?

What further support, resources, etc. would be necessary for good induction and mentoring to

continue in the school after the end of the pilot?

Overall, how effective has Massey’s support for induction and mentoring been? What would

you change and why?
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SCT and PRT coordinator interview questions

1.

Checking your background information:

— Do you hold any other position in the school?

— How long have you been teaching?

— What is your role in the secondary induction and mentoring pilot?

What has been the impact of the Massey pilot on the mentors’ ability to be effective mentors?

What professional learning have they gained?

— How successful were the in-school visits by the advisors in their mentoring development?

— How successful were the cluster meetings/relationships with your partner school in their
mentoring development?

— How successful was the wiki in their mentoring development?

—  What other opportunities have you or the mentors gained because of Massey’s involvement
in your school? How successful were these?

Have mentors been using the Self Assessment Tool in their work with PRTs? How? Are you

using the SAT in a wider school context? How? How useful do you find it? What makes it

successful or unsuccessful as a tool?

Has anything prevented effective induction and mentoring in your school? Examples? Have

these issues been overcome? How?

How supportive has your school leadership been to the pilot process? How have they

acknowledged your role in the pilot?

What further support, resources, etc. would be necessary for good induction and mentoring to

continue in the school after the end of the pilot?

Overall, how effective has Massey’s support for induction and mentoring been? What would

you change and why?
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PRT interview questions

1.

Checking your background information:

—  What are your teaching subject(s)?

—  What is your position in the school?

— What contract are you on? (LTR, permanent, full-time, part-time, etc.)

—  Where did you do your initial teacher education?

—  What were you doing before becoming a teacher?

— Who is your mentor? What are their teaching subject(s)? What is their position in the
school?

— Were you mentored at all in your teacher education? How was this done?

What mentoring activities (formal and informal) have you done with your mentor this year and

how successful were they?

Has your mentor referred to the Council’s Draft Guidelines or the Registered Teacher Criteria

in their work with you? How have you used them?

Have you used the Self Assessment Tool? How? How useful do you find it? What makes it

successful or unsuccessful as a tool?

Do you feel confident as a teacher? How effective is your mentor at providing the support that

you need as a beginning teacher?

What would you still like to learn?

What role(s) has your mentor taken in their relationship with you?

Observer (Observing the PRT’s lessons, preparation, attitude and professional behaviour)
Provider of feedback (Discussing the PRT’s performance in teaching)

Role model (Making their own practice and knowledge accessible to the PRT)

Counsellor (Providing emotional support and/or helping the PRT with personal or professional
problems)

Change agent (Involving the PRT in efforts to rethink and reform school and classroom
practice)

Instructor (Giving the PRT specific instructions on how to teach and manage the classroom)
Manager (Ensuring school routines are observed by the PRT)

Assessor (Having responsibility for assessing the PRT’s progress towards registration)
Coach (Stimulating the PRT to think about his or her teaching)

Political agent (Working up, down and across systems on behalf of the PRT, as well as
supporting the PRT in self-advocating)

Inquirer (Encouraging and modelling ongoing professional learning behaviours)
Collaborator (Mentor and PRT are mutually supportive and learning from each other)
Critical friend (Offering constructive critique to the PRT about their teaching)

Resource provider (Ensuring the PRT has access to departmental resources and information
about school systems)

Confidence builder (Assist the PRT to build confidence in themselves as a teacher)
Sounding board (Acting as a sounding board to test out ideas and talking about difficulties)

What is the most important role that a mentor should take?
PRT2 ONLY: How well prepared for registration do you feel as a result of the induction and

mentoring you have received?
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Appendix F: 2011 Sustainability plan for
one pilot school

Vision: The induction and mentoring lead team at a pilot school are seeking to develop confident and

competent educators with a strong commitment to the pilot school. Through effective professional

nurturing we will enable our students to become confident and competent lifelong learners

Areas Action 1 Action 2 Action 3 Final Outcomes
Appraisal/ SATs as a coaching | HODs and Whole school 2011
Registered and mentoring tool | Registered Teacher | approach to the Registered Teacher
Teacher SATs as a training Criteria training, Registered Teacher | Criteria to become

Criteria and

tool for new

PD** and plan for

Criteria

an integrated part of

mentors the “Big HODs” — Appraisal trials the school-wide
SAT Linking Registered | eventually merging appraisal system.

Teacher Criteria to | so that all HODs

appraisal will be trained

(professional mentors.

growth) Possible Massey

PD

PRT Unpacking what is PRT Coordinator to | Review of the /M PRT Coordinator
programme: currently occurring, | oversee compliance | plan to reflect this role and

link to I/M* plan and systems? shift responsibilities

support and

Delegation of roles

Pilot lead team role

integrated into

development | i the process to support the PRTs school’s strategic
of training of PRTs | through Coaching planning
Communication and mentoring
between PRT programme
Coordinator prog
and mentoring prog
to be improved
Training new | Development of Use of handbook Process to be All HODs are
mentors and | New Mentors with the new unfolded to HODs mentors of their
.. handbook mentors and whole staff department
critical . . .
. Meeting with new Regular meetings colleagues
friends

mentors
Identifying needs
for appraisal,
seeking volunteers
via Principal,
reviewing appraisal
process

with the new
mentors and
volunteer mentors
Meeting needs
analysis
Observations
timetable for
appraisal schedule

A system of every
teacher having a
critical friend on
the staff

* I/M = induction and mentoring

** PD = professional development
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