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Abstract

Because of the increase of online education optoiisthe continuously
increasing demands on teacher time, this case stualyzed online mentoring’s
effectiveness for beginning teachers in one Midemsschool. Specifically, the case
study analyzed what, if any, the effects were ofuding an online learning forum to
modify the traditional teacher mentoring progranwadl as the experiences of the
mentees. A further analysis was conducted conagléine administrator’s role in the
creation and facilitation of an online learninguor for teacher mentoring. To guide the
creation and maintenance of the online learningrfgrthe participating teachers
completed the survey ‘Beginning Teacher’s View$oactice’ three times throughout
the year of research. Both quantitative surveg datwell as qualitative data including
in-depth interviews and discussion board posts \atee analyzed. From the survey
analysis it was concluded that of the 12 areaseetlad development indicated by the
participating teachers, nine indicated minimalttorsg positive growth. This level of
growth indicated the online learning forum was ablerovide beginning teachers with
necessary career development. In regard to theriexge of the mentees, through in-
depth surveys it was indicated that the online wramg program often reflected aspects
of previously conducted research; however, mosbmaptly, the online learning forum
experience provided a structured but personalippdoach to learning. Considering the
administrator’s role in the facilitation of the o learning forum, it was concluded that
the role is complex in that no matter the amourttwdt and community built between the
administrator and the beginning teachers, thesélisa supervisor-subordinate

relationship that is difficult to overcome. Althgluthis case study offers a general



context of an online learning forum for beginniegc¢hers, further studies should
investigate a larger number of participants whansgeveral schools or several districts to
increase participation and variety of perceptiam$ experiences. Further, it would be
advantageous to investigate how multiple, non-adtrative mentors who maintain the

online learning forum affect the participants’ expeces.
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Chapter One

Overview

In a commentary written for the June 12, 2013{i@uliof Education Weekauthor
Kriegel (2013) related a story of his first daydieag. He was trying to prepare his
students for dismissal time, and, when everythiag) gone awry and a majority of them
were “running, playing tag, or rolling around o ttoncrete in fits of laughter,
backpacks tossed mid-stride” (p. 44), his princtpahed to him, “half laughing, half
serious, and [said], ‘“You'll get the hang of itP.(44). In a profession where nearly 50%
of employees leave within the first five years @gel; National Commission on
Teaching and America’s Future, 2007), and in wisiebh turnover costs school districts
across the nation upwards of $7 billion (KriegpBrhaps it is time to start answering
Kriegel's question to readers: “Is it really ne@ysfor new teachers to reinvent the
wheel every September?” (Kriegel, p. 44).

School districts across the nation are answehagduestion with a resounding
“no”, believing that all students deserve competeathers who will help them fulfill
their potential. Consequently, in order to avdid trial-and-error approach
aforementioned by Kriegel (2013), one which leaeeshers frustrated and students
floundering, districts have developed various apphes which provide new teachers
guidance at the hands of more experienced teacheMissouri, new teachers, as
required by law, are assigned mentors; these m&dohers are veteran teachers who,
ideally, teach within the same grade-level or conégea as the new teacher and serve to
provide advice, answer questions, and act as alsayboard for teacher reflection

and/or frustration.
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Mentoring, though, can have mixed results depandmits implementation
(Feiman-Nemser, 2012). Further, many school distfind themselves struggling even
when mentors are in place due to methods in sefeofimentors (Hargreaves & Fullan,
2000) or a lack of appropriate training of ment@sardner, 2009). Thus, this study was
firstly conducted in order to determine best padiin the area of mentoring. Secondly,
it was conducted with the idea that rather than@m®ne mentoring, an online
mentoring group could be formed that would allowesal new teachers to be mentored
by one or more highly qualified mentor.

Researcher’s Background

The origins of this research lay at the heart ofawy teacher induction process.
In 1998, | began my undergraduate degree at a Mithue University, and by the year
2000, | was heavily involved in teacher preparatioarsework—classroom
management, assessment, technology in the classepomHowever, it was all
theoretical, abstract, because | had no experienatich to connect it. What | knew
about education was what | had seen growing upi¢laghers taught class from the front
of the room, assigned reading and writing assigns)gave tests, and called home if a
student was a behavior concern. Somewhat to npyisar according to my coursework,
teaching seemed to be much more than just thosadawties. | was nervous about my
adventure into the classroom, and no number otiptan experiences was able to calm
my nerves. The opposite, in fact, was true; | bezanore nervous the closer | came to
graduation, wondering whether | had what it tookttp into a classroom and guide the

learning of up to 150 students a school year.
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My student teaching experiences, though, were bklgihey allowed me to be
guided through the many processes involved in ptgnand executing lessons. My
cooperating teachers were kind, helpful, and supgomever letting me fail without
helping me discover what | could do to be moreative the next time | tried.

After graduating in December of 2002 and securifgpdor the 2003-2004
school year, | was on my own. This was frightenimgnd of itself, but what made it
absolutely petrifying was that | was stepping autibca stage of accountability, one the
likes of which had not been seen before in Amereduncation. In January 2002,
President George W. Bush had signed into lawNbe&hild Left Behind ANCLB) of
2001 (Editorial Projects in Education Research Cer#@t1), a standards-based,
accountability-laden system that would change thg we educate students. The fact
that NCLB had been introduced into law a full yaad a half before | began teaching did
not provide my colleagues at the first school wHeeeight an advantageous increase in
knowledge. My fellow teachers in the Language Adgpartment in which | was
employed knew very little in the way of NCLB, antbund myself perhaps more well-
versed than they in the intricacies of the legisigtlet alone how they applied to actual
teaching. Although | was assigned a mentor, stidittle more for me than attend the
required district-level meetings and sign the regpipaperwork that | completed on my
own. There was no modeling, no constructive feeklband worst of all, very little in
terms of support or concern.

Although | was brimming with knowledge and stragsgas a young, novice
teacher, | did not feel it was my place to tellshe@eteran teachers how to do their jobs;

after all, some of them had been teaching for ugevaf 25 years, longer than | had been
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alive. So at department meetings, which were nmicte meetings of formality than a
cooperative learning community, | kept quiet andtdbuted to the status quo.

But, | felt cheated; these were the profession&le were supposed to be guiding
me in my formative teaching experiences, helpingaongecome a more effective
teacher. Unfortunately, | did not receive thenmstional or curricular nor the cultural or
social support novice teachers need in order teldpwtheir abilities (Fry, 2010; Brown,
2012; Scherer, 2012), and as such, | made mangkestlong the way as | blundered
through trial-and-error after trial-and-error.

For example, my first year in the classroom wasught with student behavior
concerns. | had posted a list of 20 rules, sod wasure why the students were unclear
as to how they were to behave while in my classrodlo one, not even my mentor,
suggested minimizing the rules to a practicable-micromanaging level and teaching
the expected behaviors up front. Only after atitemnd conference over the next summer
did | realize my mistake. In retrospect, | remeneldemy mentor had five classroom
rules, but we had never discussed why; further,natveould go to her with a complaint
about student behavior, we never discussed whataige of the behavior might be in
order to affect change, only the consequence.

The same trial-and-error held true to my academdteavors as a teacher. |
began the school year by teaching sentence diagragnestrategy that had long been
outdated as a best practice. Not only was thet@astrophe due to its lack of opportunity
for student engagement, it also failed miserabbabee | had not assessed for students’
prior knowledge of the parts of speech. Both ektherrors set my students up for failure

and me for a struggle from which | was not sure howscape.
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After three years of teaching, | had made enougtakes to decide that teaching
was not the profession for me; I, along with oniectlof all the teachers who had joined
the profession with me in 2003 (Kopkowski, 200@signed. | was tired of being
frustrated, overwhelmed, and, as | saw it, undempated. | walked out of my first job
feeling a huge weight had been lifted from my sbets; the future of our nation’s
children was no longer dependent on me!

But, as it were, my teaching career was not firdshigly life circumstances,
which had allowed me to quit teaching in the fpistce, changed, and back to work |
went. But this time, | was hired by a school destihat took a different approach to the
induction process of its new teachers. Althoughdthools were only physically 15
miles apart, they were worlds apart in regard &rthuman resources philosophies.

In my new school, | was assigned a mentor who maigngone training and
understood the necessity of being supportive andtoactive. In many ways, | still felt
like a first-year teacher, and although | was equired to attend the first-year teacher
meetings, there were still many opportunities ®tainteract and for her to help me
build my capacity as a teacher.

| will not paint this new school as a perfect pretundeed, it was far from it.
Although | now had a capable mentor who could assesin my growth, | still struggled.
It was not until the next year—the fifth in my care-that I finally felt like | had my feet
beneath me, that maybe | could be a successfuidgeatter all. But, upon reflection, |
was disappointed that | had not met my potentia teacher the first four years of my

career.
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Having reflected on my own experience and havirgydheountless stories of
similar situations from teachers in all subjectaarand grade levels, | wanted to consider
an alternative option to traditional mentoring aedcher induction, one that would allow
for all teachers to have an opportunity to haveaity mentor and a teacher induction
program of value. What if there was a way to ca@hbeginning teachers to a veteran
teacher who was trained in mentoring and able tetnie specific needs of each new
teacher? That seemed, at first, like a good ibletnot one that could be easily achieved,;
after all, one individual would not have time tomter several novice teachers
simultaneously. Then, | took a step into onlirerteng, and the idea became much more
feasible.

My first foray into online learning was somewhasatjreeable. |took an online
course as a graduate student and found that ivergdime-intensive, and further, the
professor seemed to have hidden expectationsvalsabwas, and was not, quality work.
This was one of the first few online courses offidog the university at which | attended,
and as such, there really were few, if any, statglfor professors to meet. There was
also little interaction in the course; instead,hesitident posted the answer to each
guestion, and the professor marked it as eitherggaioficient or not. | found myself
writing volumes of information, hoping to hit on athhe was looking for somewhere in
my answer. This type of learning did not make sdname; after all, most of the time it
was a regurgitation of material | had read, nob@astruction of what | knew.

| was later offered the opportunity to teach my awmfine course for the same
university; | hesitated, knowing that I did not wam conduct more students through the

same experience | had. However, after talking aitradvisor, who had also taught



ONLINE MENTORING’S EFFECTIVENESS FOR BEGINNING TEAERS 7

online courses before and guaranteed me help atilegea course that would offer
students an interactive, constructive experienagréed to do it. Several years later,
after having taught one or two online courses parester, | began to understand the
value of building online community, building trusttween participants, and providing
students opportunities to construct their knowletfigeugh interactive activities.

Considering that understanding as well as my désinelp new teachers evolve
in their practice, | began pondering ways in witiod two worlds of online learning and
personal mentoring could merge. Thus, a thoughifested: In a world which does not
assure a one-on-one mentoring relationship wilvjgl®the necessary support and
constructive feedback necessary for teacher denedop if quality teacher mentors were
available online, forums for interaction betweeerthand novice teachers could occur;
and still better, novice teachers could learn ftbmwealth of information provided by
all of the involved mentors, not just one.

During the summer of 2012, | was hired into mrgtfadministrative position as
an assistant principal in a suburban school distés fate would have it, one of my
areas of responsibility was teacher induction ouobuilding. After inquiring about
what had been done in the past and finding thég htad been done besides a beginning
of the year meeting and building tour, it becamie@vt that this could be a perfect
opportunity to pilot an online teacher mentoringgram.

Purpose of the Dissertation
Through the course of its history, the United Stditas transformed itself from an
agricultural economy to that of an industrial eamypa nation of farmers became a

nation of factory workers because of technologicabvations. Within the past 100
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years, the nation has transformed again, and asdyééchnology was at the forefront of
the change (Deleo, 2013). As of 2011, 6.1 milliardents were enrolled in online
learning classes, and enrollment into online cauhses “been growing substantially
faster than overall higher education enrolimenfdieh & Seamen, 2011, p. 4). Because
of this “unbridled growth” (p. 6), some have quesgd whether online learning is as
effective as a traditional classroom setting; batAllen and Seamen reported after
reviewing a series of studies, “chief academiccetfs rate the learning outcomes for
online education ‘as good as or better’ than tHioséace-to-face instruction” (p. 5).
Thus, it is evident that an online learning formpedduces results in higher education;
further, the enrollments indicate that adults &@&ng a preference for the more
convenient, flexible, and cost-effective method @viy 2011; Allen & Seamen).

However, little, if any, research has been domagasure the effectiveness of
combining online learning with teacher mentoririthis research served as action
research studying a pilot online teacher inductimygram.
Rationale

Beginning teachers needed time—to learn curricutonplan, to ask questions, to
find and/or create resources, etc. (Bobbitt, 2008), rarely were new teachers allowed
this time. Paperwork, meetings, grading, diffeiagirtg instruction, among other
activities, took up precious minutes. With the egeeice of online forums and the overall
general success of online learning, it became plest hold teacher mentoring meetings
through discussion boards. Traditionally, new bemeneetings were held monthly and

would last roughly one hour. Many new teachersveithe meetings as a formality but
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few as worthwhile, whereas an online option couwteptially have positive effects on
the learning outcomes of participants becausesafature.

To begin, an online forum would be flexible (Barmiller, 2013; Lowe, Estep,
& Maddix, 2012); participants could work on the cegiwhile at work or from home,
allowing work to be done at the convenience ofgasicipant. Secondly, an online
forum would be more participant-directed; topicsl/an discussion threads could be
added when new issues arose, also adding a seredewvaincy to what the participants
were doing. Lastly, with an online forum there veasiore immediate response; when a
participant had to wait for a monthly meeting t& gsestions or to bounce ideas off
other teachers, the situation the teacher wasvedolith may have already been
resolved or at least passed. It is the goal sfrdmsearch to explore whether an online
learning forum can be an effective and positivelgeived means of presenting teacher
induction.
Research Questions and Hypotheses

As stated previously, this research was designégetatify the characteristics of
online learning that lead to success and therzatihose characteristics in an online
teacher mentoring program in order to qualitativelyasure the program'’s overall
effectiveness. The questions guiding this researaie as follows:

1. What, if any, are the effects of including an oalierarning forum in one school
district to modify the traditional teacher mentgriprogram?
2. What is the administrator’s role in the creation #ecilitation of an online
learning forum for teacher mentoring?

3. What is the experience of the mentee in an onliaetoring program?



ONLINE MENTORING’S EFFECTIVENESS FOR BEGINNING TEAERS 10

Limitations

One limitation of this qualitative research, aitian research specifically, is that
its findings cannot be generalized to a larger pettman (Fraenkel, Wallen, & Hyun,
2012). The experiences that the participants atren the online learning forum and
which are described throughout the research a@fgp® them. As such, no broad
recommendations can be made, only suggestionsitinsttbe matched to each context in
which they are used.

Also, the nature of this research is exploratony has been somewhat tailored to
meet the needs of the participants involved. Kanw®le, if a measurement of
professional development needs indicated that dingicgpants wanted more information
on cooperative learning strategies, it could beigied to them by a facilitator; another
group of people may have different needs.

Another limitation is that the learning accomplidhe this study by its
participants cannot, and will not, occur in a vaouult is anticipated that participants
will be experiencing an on-going learning curveidgmwhich new challenges and
guestions are constantly posed. They will, irpadibability, learn through conversations
they have with colleagues, district-level inductexperiences, trial and error, and
possibly even additional courses they take to raairtheir certifications.

Further, because this study involved all of the meachers within the building,
there was no true constant. Therefore, it was ssitde to measure, or at least surmise
as to, the value-added between participants angambcipants.

Next, time played a limiting role. By nature, actiresearch is a cyclical process

that repeats itself to continuously improve upselit However, because of the
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constraint of a restricted time frame, the endltesnay be fewer than if the process
were allowed to repeat through many rotationsaddition, the number of new teachers
each year varies; the researcher was unable tatrépgeonline teacher induction the next
year because there were no new hires.

Lastly, the action research conducted was not whodlusive; instead, the
primary researcher was the only person involvetiénaction research process. Thus, the
collaborative inquiry and discussion that mightitgtly take place amongst an action
research team did not occur. Further, the reBeamgas also a supervisor of the
participants; although the relationship was nonlteata in nature, it may still be
considered a limitation because of the influenceay have affected.

Definition of Terms

Attrition: “the exit of teachers from the professidAlliance, 2005, para. 2) not
due to reduction-in-force or non-renewal.

Induction: a varying length of time (one to fiveays) during which novice
teachers are oriented to the school, district,@oéession into which they have been
hired (MADESE, 2002).

Mentor: an experienced or veteran teacher who agoegerve as guide for a new
teacher’s experience, offering counsel, supportjeting, etc. in order to build capacity
within the new teacher;

a cooperative process whereby the mentor partesgatassessing mentee

learning needs, planning learning experiencesgatablishing goals to define

advances in career or leadership development.miérgoring relationship serves
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to stimulate ideas, to challenge, and to push tdwahievement of future goals.

(Canhill & Payne, 2006, p. 696)

Mentoring: a way to introduce and incorporate neachers into the professional,
collaborative learning communities that can be tbumschools across the nation
(Feiman-Nemser, 2012).

Moderator: “A person charged with fostering thetard and the learning in an
online dialogue or in a net-course discussion af€allison, Elbaum, Haavind, &
Tinker, 2000).

Novice teacher: a teacher who is new to the pradess

Online learning forum: an internet-based, discussiterface that allows for
continuous threads of discussion and/or real-tirmeugsion.

Online mentoring: “an innovative way [to support]. continuing professional
development” through an internet-based platforsg &hown as “e-mentoring, e-
tutoring, cyber-mentoring, [. . .] e-coaching, edammting, etc.” (Schichtel, 2009, p. 261).

Professional development: activities that are netebased, sustained over time,
and support the improvement of a teacher’s corieotvledge and understanding of
instructional strategies (NCLB, 2001).

Teacher induction: the first year (or more) of acteer’'s career when he/she is
intentionally supported to develop the strategres skills necessary to become an
effective teacher.

Veteran teacher: a teacher who has been in thieitggpgrofession, gained

experience, and proved him/herself to be competent.
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Conclusion

In order to best prepare novice teachers for tilndesits who enter their
classrooms daily, this action research will fidentified the characteristics of online
learning that impact success in Chapter Two and tiiézed them in an online teacher
mentoring program described in Chapter Three. rAfte implementation, the program’s
overall effectiveness was qualitatively examined seported in Chapter Four. Lastly,
Chapter Five provided a discussion of the prograontsomes and what changes were

made to the program the following year based otigiaant responses.
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Chapter Two: The Literature Review
Overview

As of 2011 there were 3.2 million K-12 teachergilic education (NCEI, 2011,
p. viii), and although many of the characterisb€she ‘typical’ teacher in the profession
have remained fairly stagnant—female, white, ursigitrained, there are two
demographics changing with significant speed: agkexperience (NCEI). According to
the National Center for Education Information, thenber of teachers in the public
school system who were under the age of 30 in 2e4s122%, an increase of 11% since
2005 (p. 12). That fact may have contributed toititrease in inexperience also
reported during that same 6-year time span. ByL2P&% of teachers had fewer than
five years’ experience, an increase from 18% in52@0 19). Additionally, there has
been a departure of experienced teachers who legreib the profession for 25 years or
more, decreasing from 27% in 2005 to 17% in 2011 §).

This shift in profile of the American teacher magvk many causes, but whatever
the case may be, one fact remains persistentiddests deserve competent teachers
who will guide them to fulfill their potential. Aédr all, the success of teachers today
affects the success of an entire generation oestisd\Wong, 2004). To that point,
however, new teachers also need someone to gwedetthfulfill their potential. This
guidance of new teachers generally begins durimgteacher induction.

Defining New Teacher Induction

Although the term induction has several denotatitmeye are two that, for this

application, fit best. First, induction is the ffival installation in an office, benefice, or

the like” (Induction, n.d.); quite literally, thethis can be interpreted in this context as
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meaning the fitting of a teacher into a schooldind), much like a cog in a machine. In
some respects, that is an adequate and truthfulititer; however, being a teacher is a
much more complex process than just being placadclassroom with students; there
are aspects of both art and science that mustrimdmyed when one sets forth to be not
just a teacher, but rather an effective teacher.

Perhaps a second definition could provide morehd&pthe first: induction is
“the act of inducing, bringing about, or causing” (letlan, n.d.). This definition brings
about a more metaphorical state, one in which ehtas not only fit into a building, but
the teacher is intentionally supported by one orenveteran teacher(s) to develop the
strategies and skills necessary to become an widetacher. This type of induction is
seen throughout a wide-range of industries in &rtebb maximize employee retention
and minimize the dollar amount spent on attracéing selecting employees (Farren,
2007).

The time period considered to be a teacher’s indetctually begins during
student teaching (Fry, 2010); during this time -peevice teachers were given the
opportunity to spend a long-term placement in @eation and learn the ins-and-outs of
a teacher’s daily routine, everything from planniagmplementing, time management to
classroom management. Although this induction wgmortant, the student teaching
experience was still a simulation, an imitationexd| teaching.

Induction as a new hire to a school district wasribxt step, and the time spent in
an induction program varied depending on locatia situation, some programs lasting
as long as the first five years of practice (Pigigane, Aitken, Ritchie, Ferguson, &

McGrath, 2009; Sosik, Lee, and Bouquillon, 2008)ssouri was one state that required
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a 5-year probationary period for all new teachBexrgonnel, 2012), but school districts
were allowed the freedom to design their own commgmngive induction processes
(DESE, 2013b). In Missouri, the most intensiveiqgeeof induction occurred during the
first and second year of teaching during which tmee teachers were required to be
paired with mentor teachers (DESE, 2013a).

During this invaluable time, several events ocallatonce. First, novice
teachers were oriented to the school, district,@ofession into which they were hired
(MADESE, 2002). Many analogies exist to descrhxedxperience of being a novice
teacher, but perhaps Sabar (2004) described itNdest comparing it to the experience
of crisis that immigrants face when adjusting te in a new country: “thousands of
works of literature and art describe the hardsthpsimmigrants experience and the
price they pay to fulfill their dreams” (p. 146Just as immigrants entering a new
country, new teachers faced hardships and paidribe to fulfill their dreams of being
effective educators. Before teaching, they lookediard to what would be when they
stepped foot into the classroom. Many pre-seri@aehers believed in the fallacy that
“basically anybody smart and willing can jump irdado [teaching]” (Brown, 2012, p.
26). However, after they begin the journey, theayrbegin to realize that what they had
imagined may not be entirely accurate. Brown (3@E&cribed this paradox as the life
that exists between two beliefs: the setting ohlegpectations for all and, at the same
time, the ability to meet students where they arehannel of twists and turns that
veteran teachers have learned to navigate. Theenteachers are then subject to

concerns regarding their “illusions, hope, higheptptions, despair, and a sense of loss
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and grief that, for those who remain in the prafassare ultimately replaced by
compromise, acceptance, and adjustment” (Fry, 2010175).

What made this transition especially difficult &t new teachers do not know
what they do not know and, at times, are forcetititigate the steep learning curve” on
their own (Brown, 2012, p. 25; Feiman-Nemser, 20Ih)is new milieu often lays at
two extremes, success and failure, and the nevn¢eatternates between the two.
Unfortunately, many new teachers—especially yomegy teachers—were not used to
being wrong or endeavoring through failure, as Braescribed:

| wasn’'t used to failure when | stepped into mgtfteaching job—and it stung.

Part of persevering in this profession involvesyiag a high threshold for

bureaucratic blunders, miscarriages of justicemely copy machine

malfunctions, misguided policies, betrayals of trasd other epic travesties—as

well as one’s own mistakes. (2012, p. 27)

Further, novice teachers were also reportedly ittens of masked hazing,
veteran teachers who did unto novice teachers oricd was done to them. Often,
schools “mistreat” new teachers by “ignoring thetatus as beginners” (Feiman-Nemser,
2012, p. 13); they were given “larger classes, nstudents with special needs or
behavioral problems, extracurricular duties, argsiooms with fewer textbooks and
equipment” (Feiman-Nemser, 2012, p. 13), all ofchlset up novice teachers for failure.
This failure, which at times may have seemed insumtable (Fry, 2010), may have led
a once idealistic novice teacher to become denzedli As Stella, a participant in a

gualitative study conducted by Fry in 2007 (asctiteFry, 2010), stated:
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Everyone keeps telling me the first year is thelast, and it better be because

otherwise | don’t want to do this. | was readyjtot the Tuesday after we started

. . . everything was tough and overwhelming. hkrastudent taught the first day

of school, but it's different when it’s all on youijust need to get my feet under

me, but they’re just not there yet. (p. 1173)

At a later point during that same year, Stella reggh “Right now | just feel like |
am not doing anything right” (Fry, 2010, p. 118Btella was not alone in her feelings;
being overwhelmed was not an uncommon emotion tegday novice teachers (Fry,
2010), and often, this feeling led to a state obgomal exhaustion. As being
overwhelmed continued, explained by Liston, Whitbp@ind Barton (2006), it could
then lead to burnout and, ultimately, attritionstadded yet another dimension to this
already complex scenario.

Each year teachers left the profession in drovayrading to National
Commission on Teaching and America’s Future (208inge 1996, attrition rates grew
by 50% (Kain, 2011, p. 7), and in some urban idistr“the teacher dropout rate is
actually higher than the student dropout rate” (Kaara. 2). The time and money spent
on induction to help novice teachers adjust, thesly have been considered essential to
the success of a teacher (Fry, 2010; Piggot, ,€2@09).

Mentoring

Induction did not happen as a solitary processvaaum; as Brown (2012)
stated, “It takes a village to raise a competemther” (p. 24). To support that reality,
many programs assigned new hires a mentor (MADRSE&2; Piggot-Irvine, et al.,

2009; Fry, 2010; Feiman-Nemser, 2012) whose jala# to guide the novice through the
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first year(s) of teaching. Missouri required thitnew teachers serve a probationary
period of five years (Personnel, 2012), during \utiee first two were spent in a formal
mentoring relationship (DESE, 2013a). Although toeng existed in many forms for
several decades within the United States, it wasintl the mid-1980s that such
programs became more representative in the teawhastion process (Feiman-Nemser,
2012). During the 1990s, upwards of 40% of newtliess reported mentoring
relationships within their induction programs, dnd2008, that number had increased to
89.4% (Feiman-Nemser, 2012, p. 12), taking a dontir@e in the teacher induction
process (Feiman-Nemser; Grossman and Davis, 2012).

Throughout its tenure, mentoring has undergone srar@atic shifts in its
expectations. Having begun as a “temporary brobkegegned to ease the new teacher’s
entry into teaching” (Feiman-Nemser, 2012, p. i2)as more recently, at the time of
Feiman-Nemser’s writing, been seen as a way todotre and incorporate new teachers
into the professional, collaborative learning commitias that can be found in schools
across the nation (Feiman-Nemser).

That is not to say, however, that mentoring waseuit its critics; both advocates
and reformers alike conducted much research wildemsd to support their causes. To
impatrtially assess the effectiveness, or ‘valuesdddf mentoring, Ingersoll and Kralik
(2004) conducted a comprehensive, critical analySmentoring programs for the
Education Commission of the States. Based onttliges reviewed, Ingersoll and Kralik
(2004) did find empirical evidence supporting tise of teacher mentoring programs.

In the formed mentoring relationship, mentors Hadé functions: First, mentors

provided psychosocial support, providing the nemgssamaraderie that helped new



ONLINE MENTORING’S EFFECTIVENESS FOR BEGINNING TEAERS 20

teachers to feel accepted (Sosik, et al., 20095)p. High levels of psychosocial support
were more often found in informal (i.e. ‘the budg)stem’) rather than formal mentoring
relationships (Sosik, et al., 2005). However, lbseahe nature of the teaching
profession was to be helpful, whether to studentdalts, new teachers often found the
psychosocial support of informal mentoring withamrhal mentoring roles; after all, “all
mentoring relationships are not created equal ra@ll informal relationships are better
than all formal relationships” (Ragins, 2002, p).45

Second, mentors provided role modeling of valueskahaviors (Sosik, et al.,
2005). Social learning theory posited that pedgden skills best when they are able to
see other accomplished individuals perform thest {iGopee, 2008). First theorized by
Bandura, learning is a four-step process that Isairough observation, is followed by
mental retention and then motor reproduction, anmbmpleted through reinforcement
and eventually adoption of the skill (Gopee, 200Bhe mentor served not only as model
but also inherently as teacher when reinforcingpttaeticed skills.

Third, mentors provided career development. Ia thie, mentors “act as
coaches to the protégé, protect the protégé frorarad organizational forces, provide
challenging assignments, sponsor advancementostet fpositive exposure and
visibility” (Sosik, et al., 2005, p. 96). In quaative research conducted to examine
mentoring within its organizational context, datdigered demonstrated that new teachers
within more formal mentoring relationships reportegher levels of career development
than those in informal mentoring relationships {sost al., 2005).

This confidential and non-evaluative support ma&etaarious forms, but it has

been shown to be one of the most essential roldeimduction process (MADESE,
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2002; Feiman-Nemser, 2012). After examining bathcalotal as well as empirical data,
Grossman and Davis concluded that teachers whoveecmentoring within their
induction process “generally have higher levelpbfsatisfaction, commitment, and
retention within the profession as well as largadsnt achievement gains” (2012, p 55).
Forms of Mentoring

One of the most common methods of mentoring waafanmal ‘buddy system’
in which a mentor offered advice for technical ssand support for emotional issues
(Sosik, et al., 2005; Feiman-Nemser, 2012). Oftleis,type of relationship was
temporary, and the initial heavy involvement of thentor gradually decreased. This
method, though popular, could also prove detrimeptaducing negative results. When
mentors who were not trained or who did not haearcéxpectations or goals were
assigned a mentee, new teachers were not guardaatgetithe help they needed, thus
creating a very haphazard system (Feiman-Nems&g)20

Other schools, realizing that “the mere presenaemgntor is not enough”
(Grossman & Davis, 2012, p. 55), viewed mentorirayeras individualized professional
development combined with the necessary new teathgrort; in this view, mentoring
moved beyond just “feel-good support” and becamavamue for new teachers to
develop their professional skills (Feiman-Nems@4,2 p. 13). This growth, although
important for all teachers throughout their teaghenure, was especially critical for
teachers with “limited preparation” and/or thoseowtorked in high-poverty areas
(Brown, 2012; Feiman-Nemser, 2012, p. 13) who nayeHaced challenges never

broached within the college classroom.
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In this type of mentoring relationship, new teasheere paired with trained
mentors who, ideally, were also familiar with thidgect matter the new teacher was
teaching (Grossman and Davis, 2012). The mentoisdn the roles of co-thinkers and
co-planners, improving the mentees’ effectivengserbating a balance between
supporting their mentees and challenging them; anremhay even have provided
difficult, analytical feedback and helped their rress “reframe challenges, design and
modify instruction and assessments, and analyzemmote student learning” (Feiman-
Nemser, 2012, p. 13; Sosik, et al., 2005).

Challenges of Mentoring

When viewed as professional development, the mgtof novice teachers
could pose challenges, no matter how well-intergitba program may have been,
because “[g]lood mentoring is not accomplished ga@targreaves & Fullan, 2000, p.
50). To begin, the idea that an expert in teaciogld also be an expert in mentoring
was false (Gardiner, 2009), so finding individualsnentor novice teachers was always
the first challenge. Mentors should be “modelsxdellent teaching practice” (Gardiner,
2009, p. 56), but they also needed to

understand the process of teacher development, rigrate a variety of possible

teaching styles, employ counseling and conflicolason skills, articulate the

language of practice and the complexities of teaghnd learning, and provide

alternative lenses for viewing the classroom cantgardiner, 2009, p. 57)

As such, mentors must be prepared and supportedghout their work; they may need
to “unlearn embedded notions of mentoring and cptuaize mentoring in new ways”

(Gardiner, 2009, p. 56) in order to be effectiVdere were also numerous other issues
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that surrounded mentoring that can either increaskecrease its rate of success
including “the selection of mentors, how mentord protégés are assigned or matched to
each other, how formal or informal the relationssiyuld be, how mentors should be
rewarded for their contribution, and where the tisrementoring can be found”
(Hargreaves & Fullan, 2000, p. 52).

To begin, a common challenge among many teacheyshesseemingly
insufficient amount of time within a school dayistheld true for those found in
mentoring relationships as well. Because of natrictional duties or because of
“needy students,” finding time within the schoolyda meet was sometimes difficult
(Feiman-Nemser, 2012, p. 14). Also, adding onropee items to the to-do list of a
novice teacher could be very overwhelming. Whemmes to how their time was spent,
many novice teachers focused on meeting the denwdrids ever-changing and complex
world in which they were employed:

The breadth of teachers’ classroom repertoirespamding because of

developments in the science of teaching (e.g.,toaects/ism, cooperative

learning, assessment strategies), the spreadavmation technologies, and the

challenge of adapting instruction to the needslaardhing styles of students from

diverse backgrounds and with special needs. (ldawgs & Fullan, 2000, p. 52)
Although this focus was necessary, if done in isota it may lead to an
underdevelopment of professional skill or, worsg garnout. Many novice teachers are
not prepared for the “physical and mental streggkeenced during the initial phases of
one’s teaching career when the “workload and tipeetation that they simultaneously

manage multiple demands” becomes a serious chaligigesley & Jordan, 2012, p. 42).
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This leads to yet another challenge of mentorihgchvwas the emotional support
required by novice teachers. Indeed, all teadlaeed an increasing need for emotional
support because teaching as a practice involvedgcear and forming relationships with
students (Hargreaves & Fullan, 2000). In the posienn world of fractured families,
financially disadvantaged families, and single-pé&ed families, “this burden of caring is
becoming even greater. Teachers are repeatediggtheir selves on the line”
(Hargreaves & Fullan, 2000, p. 53). However, fovine teachers, this may be more of a
threat because the emotional dimension of teaahigng become lost within “the
enthusiasm, passion, and dedication that make meachers great” (Hargreaves &
Fullan, 2000, p. 53); and although this emotion magrgize one’s teaching, it also has
the ability to exhaust it (Hargreaves & Fullan, @no0

While supporting novice teachers, mentors may fatgbthemselves in
conflicting roles including that of “coach, cheextter, good listener, critical friend,
assessor, evaluator, model, and many more” (Gardi0@9, p. 57). Whereas all of
these roles may prove important throughout the ararg experience, significant growth
on the part of the student teacher will only oagbien the mentors “conceive of their
roles in educational terms, not collegial or emwdild (Gardiner, 2009, p. 57). This
could prove more difficult for some mentors morarttothers; however, understanding
the overall impact these roles may have had obdjganing teacher’s development may
have made their vital roles as model and educdtmmaquirers clearer (Gardiner,
20009).

Lastly, the demographics of teaching were chandeeyghing forces within

countries around the world had undergone a “masiweographic renewal, with large
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numbers of young teachers entering the professiothé first time” (Hargreaves &
Fullan, 2000, p. 54). While this allowed for a “ssave opportunity for innovation and
renewal,” it also meant that there were fewer eepeed teachers to guide novices
(Hargreaves & Fullan, 2000, p. 54). As found tlgtowesearch conducted by TNTP
(2012), a nonprofit organization that strives tduee educational inequity, only as many
as 20% of teachers in districts were “irreplac€almeaning they provided learning
experiences that were engaging for students atdnngot high academic results from
those students (p. 2). These “invaluable assdtseioschools” (p. 2) were those who
should be mentoring novice teachers.

Online Learning

There is little argument that the internet has ptbio be a transformative
technology. Perhaps in the future, even, histsriaitl look to the genesis of the internet
in “the same way we look back on the early dayshefprinting press, the steam engine,
or the automobile. The [internet] has changediwvas” (Richardson, 2006, p. 9).

At the time of this writing, the roots of preseraydnline learning, seemingly a
revolutionary concept due to the technological itnpehe world has undergone, can be
traced back to the distance learning which occumdturope during the Agrarian era of
the 1800s (USDLA, 2010a). Soon thereafter withm Wnited States, correspondence
courses became a popular response to the natiegeditarian approach to education”
(USDLA, 2010, p. 1). As the country transformeahfragrarian to industrialized, the
need for education became greater. Thirty-nine #ear universities offered distance-
learning opportunities by 1930 (p. 6), some evetfusing educational radio licenses to

broadcast live courses (USDLA). At the time obthiriting, as with today, new media



ONLINE MENTORING’S EFFECTIVENESS FOR BEGINNING TEAERS 26

provided new means of educating the masses, ab@bih, WFIL-TV broadcast from
Philadelphia two educational programi¢EIL Studio SchoolhousadThe University of
the Air, both of which aired daily (Wilkerson, 2004).

As the dawn of the computer age emerged, the dstirarning landscape
changed yet again. As early as the 1970s, botlpatenrassisted instruction (CAI) and
computer-based training (CBT) were being utilizedduse of their ability to “support
individualized instruction and high levels of irdetion wrapped in a media rich learning
environment” (USDLA, 2010, p. 7). However, in 1986e British Open University
raised the bar as it began a series of learningrtymities that included applications
requiring students to participateasynchronous text-based communication, an early
form of communicating via the internet (The Openvdrsity, n.d., par. 23).

Although the U.S. government first introduced téehinology, in 1989, Berners-
Lee began the development of what people would contyrrefer to as the World Wide
Web; his vision was to create a collaborative meita place where we [could] all meet
and read and write” (Carvin, as cited in Richarg2006, p. 1), and to establish “the
ability to share not just data but personal talanis experiences in new and powerful
ways” (Richardson, 2006, p. 1). Almost overnighiiD93 with the origin of the Mosaic
Web browser, “the Internet went from a text and harms based research tool for the few
to a colorful, graphical world of information fdn¢ masses” (Richardson, 2006, p. 1)

As the potential of this powerful learning tool la@go spread, and bandwidth
continued to increase, “a new generation of theprder-mediated instruction arrived”
(USDLA, 2010, p. 15)and online learning began a burgeoning expan&i@bLA).

What had been only at the post-secondary levekfjumoved to the primary and
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secondary levels. The first virtual K-12 schooldebhed from Eugene, Oregon, in 1999,
and by the early 2000s, the term “e-learning” haddme a standard part of educational
vernacular (p. 15).

Today, “[w]e are entering a new interconnectedywoeted world where more
and more people are gaining access to the Weltswdntinually growing body of
knowledge” (Richardson, 2006, p. vii). The terrde&ning, online learning, and
distance learning are used interchangeably. Foptinpose of consistency, however, the
term online learning will be used throughout thigadiment. Additionally, although
online learning was present at all learning le¥Elsres, 2009), post-secondary online
learning will be considered for the purposes of tficument as its practices best reflect
the nature of this research.

Being able to access the Internet and read whiaers was not the highest level
of attainment, though, when it came to learningstdad, authentic learning will come
from accessing the Internet, reading what is theamnd,then being “able to create and
contribute content as well,” and that is a “sHifattrequires us to think seriously and
expansively about the way we currently teach sttsdand deliver our curricula”
(Richardson, 2006, p. vii).

As of 2011, 6.1 million students were enrolled milwe learning courses in the
United States. Further, it was projected by 2054 tip to 50% of post-secondary
students will have taken at least one, if not mordine courses during their education
(Christensen, Horn, Caldera, & Soares, 2011). hpgse, online learning courses were
about “using available technologies and technolafastructures to makeore effective

learning opportunities more accessible to all lessnwhatever their age, location, or
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reason for learning” (Flores, 2009, p. 5). In deion, online learning courses tended to
take on three distinct forms. The first were thibset areveb-facilitatedand only used
web-based technology to streamline traditional sesirsuch as posting a syllabus online
or turning in an assignment through a drop-boxiarewmail (Allen & Seamen, 2011).

The second were those that wblended(also known afybrid). These courses used a
balance of face-to-face interaction and online eotallowing the courses to physically
meet less often while still maintaining course cosipon, such as discussion boards and
video lectures (Allen & Seamen). Lastly were tbearses that were predominantly
online those in which 80% or more of the content was/detd via the Internet (Allen &
Seamen); using this format, there may not have fmsmto-face interaction or meetings
between the course’s instructor and its studeviteatever the form, online learning “will
force us to rethink the way we communicate with camstituents, the way we deliver

our curriculum, and the expectations we have ofstuglents” (Richardson, 2006, p. 5).

Enroliment into these strictly online learning cees has “been growing
substantially faster than overall higher educasorollments” (Allen & Seamen, 2011, p.
4; Globokar, 2010). Whereas the annual rate oivtirdor the overall student body of
higher education has grown only at an austere Bé&wamnual rate of growth for online
courses was 18.3% (Allen & Seamen, p. 8).

Because of this “unbridled growth” (Allen & Seam@011, p. 6), some have
guestioned whether online learning was as effeettva traditional classroom setting;
but, as Allen and Seamen reported after reviewisgries of studies, “chief academic
officers rate the learning outcomes for online edon ‘as good as or better’ than those

for face-to-face instruction” (Allen & Seamen, p. Shus, it was clear that an online
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learning format produced results in higher educatiBurther, not only was online
learning producing learning outcomes for studantsgd also demonstrated “about the
same” perceived student satisfaction as face-te-fiaeetings (Allen & Seamen, p. 9);
and there was also an increasing consensus “thiaedearning can rival, or in some
cases surpass, the levels of quality and studéstesdion found in brick-and-mortar
campuses” (Globokar, 2010, p. 2).

When considering perceived student satisfactia@retivere many contributing
elements. One such element was the construcaipmdach that was employed in
discussion boards: “inquiry in dialogue emergesifi@course design that enables
[students] to construct their own knowledge, toggtiiCollison, et al., 2000, p. 3).

There was also a preference for the more converflerible, and cost-effective
method of learning (Moore, 2011; Allen & Seamerl 20 Online learning could

transcend geographic and social barriers to coevierg virtual space that

enables [students] to benefit from the expertisteir instructors and the wealth
of knowledge that comes from the diverse experigc¢heir classmates |[. . .]

The best part: You can partake in this educaticaxalution without leaving the

comfort of your own home. (Globokar, 2010, p. ix)

Online learning allowed for manifold benefits featners. First, online learning
allowed for a flexibility not seen in the traditictassroom setting. Online learning could
be accessed “from anywhere, at any time, and apaog, in accordance with the
individual needs of each student” (Flores, 200%;Bnyder, 2013; Debela, 2004).
Being able to work at one’s own pace in one’s oontext—that of jobs, children, and

other responsibilities—for many students was a@ailjcimportant (Snyder, Debela).
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Next, as stated previously, online learning wag ébimeet an individual's needs
(Flores, 2009; OEDb, 2012); online learning wa®dblallow for a personalized learning
experience (Flores). In a traditional classrodmere were as many ways to differentiate
a lesson as there were students in the classravrayén the best instructor, this would
prove a challenge. However, with online learnmgfudent may work at his own pace
(Flores, OEDDb), choosing to inquire more aboutmctde did not understand and
choosing to inquire less about a topic he readdyuthderstand.

Another individual need that must be consideredndantinuing one’s education
was cost. Online learning, at times, could pravbé a less expensive option than the
traditional university or professional developmelaissroom (OEDb, 2012). Beyond
that, even if the courses cost the same, therewwsagy saved in travel and, if having to
leave work, time (Debela, 2004). Online learniag the advantage of being able to link
innumerable people in assorted environments tog&hgork collaboratively or hold
discussions (Taylor, 2011).

Online learning was not just beneficial to studentschools and universities,
though. The careers of many individuals requirégl/al of life-long learning that
heretofore had not been seen (Snyder, 2013); howeveomplete continuing education,
adults were unlikely, unwilling, and unable to tdkee off from their jobs, and that was
where online learning could prove valuable (Snyder)

Depending on how the online learning experience famamatted, online learning
could also promote 21st century skills “such asatalration, civic literacy, global
awareness and a constructivist pedagogy facilgdtie use of higher order thinking such

as creative problem solving” (Flores, 2009, p. Bhese skills were also important
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because they were similar to those that will besiregl in the workplace, especially as
economies continued to expand and become more eegaltaboration among people
hundreds or even thousands of miles apart reqaiftedel of online skill that had not yet
been seen in the workplace (Flores).

Online Mentoring in Business

Mentoring occurred in the world of business quiteeasively (Zey, 2011),
although sometimes labeled differently. In fastfl@e economic climate of the country
continued to worsen, mentoring seemed to be incrgas a means of increasing
employee development; mentoring skills were becgrianitical management
competencies as organizations attempt to develmpemployees using fewer financial,
human, and training resources” (Oberstein, 20164p.

Online mentoring for employees, although uncomnmotineé world of education,
was quite prevalent in the world of business. Adecg to the United States Distance
Learning Association,

Faced with 50 million American workers, corporat@éyica is using distance

learning, both internally and externally, for alp&cts of training. Many major

corporations save millions of dollars each yeangsiistance learning to train
employees more effectively and more efficientlytiath conventional methods.

(2010b, para. 6)

Online mentoring could be used to address manynargton goals including
“succession planning, training, strengthening ef¢brporate culture, and management

development” (Zey, 2011). Additionally, it allowéar the customization of training for
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individuals, creating a learning process that wasediately applicable and one that did
not require being away from the job (Oberstein, @l 54).

Within the business world, much like educations timentoring had become vital
in order to stop rapid turnover. For example, ttuan increasing amount of pressure
being placed upon registered nurses, up to 40%hleift jobs within their first year of
employment (H&HN, 2012). However, for those whal maentors, the probability of
staying in the field, as well as being successfuhe field, increased (Cahill & Payne,
2006).

Much like education, the world of business facedhynsystemic problems when
it employed face-to-face mentoring (Carvin, & Difitg 2011; Berg, 2009; Schichtel,
2009; Cayhill & Payne, 2006). Time played a cruciée in several factors. First,
mentors opted out of volunteering due to a percklaek of time and flexibility within
their schedules; many also felt it was too much obmmitment in their already
overloaded schedules (Berg, 2009; Schichtel, 20@9hill & Payne). This, too, was
seen in education: Rarely a day went by withoutenpaperwork being added to a
teacher’s agenda; after alteachers are expected to meet the requiremente déderal
government, State Department of Education, thd Bchool Board, and the individual
school’'s administration” (Bohac, 2012).

Without an abundance of mentors because of so mvanid-be mentors opting
out, location also became a problem; isolated conities became underserved, and
mentoring relationships were hard to establishallete maintain (Berg, 2009; Schichtel,

2009). In states such as Kansas in which there exeabundance of rural school
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districts, education faced the same problem becdlisee [were not] enough
experienced teachers to go out and serve as mé(awchuk, 2013, p. 8).

Further, because of the evolving global climatéhemworld of business,
employees were increasingly physically distant frmme another (Zey, 2011). Even
when mentors were available, problems with grougias@ynamics sometimes surfaced
(Carvin, & DiFlorio, 2011); and, in an effort to moect with colleagues with the right
answers to their questions, novice employees samstended up with advice from
people with the wrong answers (Carvin & DiFlorio).

But, as research has shown, mentors, and theomdsupport they provided,
were vital (Carvin & DiFlorio, 2011; Schichtel, 280 So, businesses and organizations
began abandoning their status quo in order to theedemand: “Countless businesses,
healthcare agencies and professional associatimme{l] to cyberspace as a way to offer
flexibility and choice” (Cayhill & Payne, 2006, $95). The Academy of Medical-
Surgical Nurses, for instance, introduced an onieatoring program in hopes of
retaining more registered nurses in the field anastsist them to “develop strong
relationships, learn to cope with challenges, andige better patient care” (H&HN,
2012, p. 19). The American Nephrology Nurses’ Assiion described its online
program as an investment and stated it was thedresbility of all registered nurses to
step forward to help prepare for the future” (ClakiPayne, p. 695).

The National Institute for Trial Advocacy also desha learning portal for online
education as well as attorney mentoring in an eftottrain and mentor lawyers to be
competent and ethical advocates of justice” (Busan&ire, 2012, para. 2). Providing

on-demand presentations, live classes via webaadhdigcussion boards, NITA’s goal



ONLINE MENTORING’S EFFECTIVENESS FOR BEGINNING TEAERS 34

was “to increase our distance learning capabiltieéaclude even more online
programming on different topics” in order to cre&aduring online educational
content” (Business Wire, para. 3 & 6).

Because of its effort to be a global enterprisattielies on cross-border
information-sharing and collaboration,” IBM brokewn ground when it democratized its
online mentoring program in January, 2009, encaogpigs employees to “reach across
its global empire with the click of a button fon@ck on everything from preparing for a
promotion to learning how to innovate” (Hamm, 200957). Using a method unique to
IBM, the company encouraged all of its employees wire interested to fill out an
online profile that became part of a directoryealBlue Pages (Hamm); according to
IBM’s reports, “in less than two months, 3,000 gdedpad] joined” (Hamm, p. 57).
From there, employees could perform searches dnduestions or advice from people
who met desired qualifications.

As reported byr+D (2011) magazine, a large, unnamed drug company
employing over 10,000 people in 60 countries atamél success with its online
mentoring program. Although it had previously ussck-to-face mentoring with
reported success, the program became too cumbeesthe company expanded, and
human resources personnel found themselves speadiegorbitant amount of time—up
to 300 hours—matching mentors and mentee basedw@iapmental needs and other
relevant factors (Kauer, 2011). After mentor-memnt&ationships were created,
participants then attended an 8-hour orientatiod,raceived, along with their 80-page

“glossy program guide”, a free t-shirt (p. 80).thAdugh when surveyed employees rated
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their satisfaction with the program as being higle,time and money being spent on the
back-end was deemed inefficient (Kauer).

After searching for possible solutions, the compaagided on a technology-
based, third-party vendor which allowed the applictaand matching process to be
streamlined. It also allowed for more employee emship by allowing the mentees to be
able to choose from a provided list of “top threentor matches” or “peruse additional
mentor profiles”; mentors had choice in whetheat¢oept or decline a mentorship as well
as how many mentees they would agree to take atimae (Kauer, 2011, p. 80). The
company also streamlined its orientation into axifute “virtual WebEXx session” and
replaced its 80-page guide with linked handoutsiti@dude “checklists of key mentoring
activities; participants’ first meeting tool; a ligue prompt tool; and tips for distance
mentoring success” (80).

The unnamed drug company reported that withingt®sd year, its feedback was
positive, that participants not only appreciates ¢asy-to-use format, but that “their
overall satisfaction level is the same or bettanttvith the previous program” (Kauer,
2011, p. 80). Within the business world, thougleré is always an additional factor
related to success: the bottom line. By makingctienge to online mentoring, the drug
company reduced its total program cost from $493Ippdicipant down to $114 per
participant, including the necessary technologygpal).

The list of companies employing online mentoringhpanies was vast and
includes giants such as Convergys, Bell Atlantiec&Cola, Nabisco, Intel, and Procter
& Gamble (Frey, 2011). Besides saving these compaaper and money, online

mentoring can maximize the capability of mentdrsperson, mentoring was difficult to
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do with more than one mentee; further, if a pootamaas made, the mentee may not
have received the experience he/she deserves. awiphline mentoring forum, though,
40 mentees could be paired with 10 capable metaagside them (Carvin & DiFlorio,
2011), and all involved could possibly benefit.th&lugh individuals may have their own
specific goals, the group could “share resourceq[raise questions [. . .], and
participate in group activities” that lead to thettbrment of all (Carvin & DiFloriop. 18).

Beyond addressing the aforementioned problems# &nd location, online
mentoring also provided additional benefits to emgpks whose companies chose to
employ it. Although an online mentoring programyns@ synchronous (i.e. live), others
are asynchronous (i.e. delayed), allowing employed&® more “reflective” and
providing more opportunities to be “task-orienté8¢thichtel, 2009, p. 362; Zey, 2011).
Online mentoring, at times, may also offer morergmaity, reducing intimidation and
creating an environment of “greater privacy” in aefni‘mentees may be more liable to
address sensitive and personal concerns” (Schightd62; Cahill & Payne, 2006).
Adding to that, a noted decrease could be fourmags based on “age, race, nationality,
or gender”, allowing colleagues to base their refethips on who the person was rather
than what the person was (Berg, 2009, para. 34).

General Electric (GE) served as an example of #nadigm shift that has
occurred within numerous companies (Zey, 2011).ek&as earlier generations of
mentoring were defined by the older, more seasoagztans mentoring the younger,
more novice mentees, GE “quickly realized thatwiedspring of knowledge regarding
computers and e-commerce existed among the yowakers” (Zey, p. 142). As such,

the company’s CEO, Welch, ordered “his top 6008ammanagers to reach down into
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their ranks for the younger ‘Internet junkies’ grmermit these younger but more
knowledgeable workers to become the older workaesitors” (Zey, p. 142).

It is important to note that although there werenynadvantages to online
mentoring, disadvantages were also present. Bravad a lack of intimidation could, for
some, increase the likelihood for inappropriate e@nting, harassment, or bullying;
seeing that as a possibility, many companies afifgys and monitoring systems to their
online mentoring to flag questionable content idesrto “ensure the safety of both
mentee and mentor” (Berg, 2009, para. 30). Fadlwho were people-oriented, the
lack of face-to-face, impromptu contact may havenbe major drawback (Schichtel,
2009); online mentoring also did not allow for tyg@i mentoring activities that required a
physical presence, such as shadowing and netwofKaeg 2011). Technical problems
may also have stymied communication, and lack i@ctliobservation may have led to a
disconnect between mentor and mentee (Schichtel).

Across the broad landscape of the business wasldeter, online mentoring has
proved “effective”, “boundaryless, egalitarian, andlitatively different from face-to-
face mentoring” (Schichtel, 2009, p. 360-361).alstudy conducted at Montclair State
University, it was found that when measured foioaus metrics, online mentoring
program participants—both mentors and mentees—fagédr than those in a control
group who were not participating (Zey, 2011). Boténtors and mentees were found
likely to experience “a change in salary grade” &moyed higher retention rates”;
further, “mentees were five times more likely toe®we a promotion than control group
members” (Zey, p. 143). In somewhat of a role reafe the business world seemed to

have something to teach schools in regard to omfieetoring.
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Online Mentoring in Schools

A classroom, although often filled with talkingteéracting human beings, is for a
teacher an isolated place. Each day, a begineagher walks into his/her classroom and
is expected to perform at a level equal to thatroéxperienced teacher. It can be hard,
in a situation where high expectations exist, foew teacher to turn to others for advice
or help. If advice or help is not sought, colladiarn does not occur, and it is this
collaboration that can be crucial to the developno¢man effective teacher.

Some question whether collaboration can occur Iimerearning forums, and the
answer is that, yes, it can. For example, expeeéd teachers who participated in
building online learning courses for the VirtualgHiSchool were found to achieve a
“degree of trust and safety [. . . and] a levetalfaboration” the researchers had not
previously seen; when asked about their capacitpliaborate in a brick-and-mortar
school, none had ever “walk[ed] down the hall.].to have peers review their lesson
plans. Not one had ever done that” (Collison|.e2800, p. xv). When those same
teachers were asked why they seemed more williegltaborate in the online setting,
one California teacher responded, “Because | dadt anybody laughing at me here”
(Collison, et al., p. xv).

The introduction of online learning communities ladlewed for teachers to step
out of isolation and into a world of collaborati@gcording to Richardson (2006), author
of Blogs, Wikis, Podcasts, and Other Powerful Web §twlthe ClassroonfWe are no
longer limited to being independent readers or goress of information [. . .] we can be
collaborators in the creation of large storehoudesformation. In the process, we can

learn much about ourselves and our world” (p. B)is “Society of Authorship,” as
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Rushkoff termed it, “will be writing the human sgoin real time, together, a vision that
asks each of us to participate” (as cited in Ridkan, 2006, p. 5).

This participatory community was not limited to¢bars, either. As access
increased for all people a “24/7 Learning” envir@mnhwas created in which teachers
could be connected to “not just other Science,rgliBh or Social Studies teachers, [but]
biochemists, scholars of Faulkner, and Civil Waenactors” (Richardson, 2006, p. 128),
all of whose knowledge could be learned from amuh tbarried forward into the
classroom to affect students.

Beyond just benefiting the teachers’ developmenline mentoring can also
allow for teachers to become familiar with techrypds that they will be obligated to
teach to their students in advent of the Commore Gtate Standards (CCSS). With
their push for technologically literate student§&SS may encourage the inclusion of
technology into all facets of learning; furthereté is little telling what technologies
future jobs will call for, so “it is crucial thatuo teachers and students learn to use these
tools and others well if we want our kids to coogrto compete for the best jobs and the
best lives” (Richardson, 2006, p. vii).

Online Mentoring Best Practices

As previously noted, the demand for online learraagtinued to increase, thus,
the demand for online instructors continued toease. Unfortunately, the training these
new online instructors received “has not kept paitk the demand for excellence”
(Palloff & Pratt, 2011, p. xiii). Many instructofsund that they were responsible for
procuring their own instruction leading to “poodgnstructed courses, high levels of

student attrition [ . . . ], and continued allegas that online education is simply not as
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rigorous as its face-to-face counterpart” (p. xijonsequently, there is need to explore
the various indispensible elements that cause @ig@rning, and thus online mentoring,
to be successful.

To begin, in order for participants to benefit yuifom their online experience, a
community must be created within the forum, and tdeamunity is the result of
purposeful community-building activities. A traoshation must take place that leads
participants through the initial “ice-breaking” g&ato eventually reach a “reasoned
discourse” (Collison, et al., 2000, p. 18). If@rline community is constructed properly,
the literal walls and distance between its membeappear. As one online learner
described after an end-of-course, face-to-face ingpatith her online learning
classmates, “This was no awkward meeting of farigngers coming together for the
first time. This was a class reunion!” (as citecCiollison, et al., 2000, p. 7).

In order for community to be built, students miurst trust in the presence of their
instructor (Palloff & Pratt, 2011). In face-to-faclassroom experiences, presence was
easily established because students could seecandihd interact with an instructor;
because students in an online setting cannot seeanitheir instructor, effort must be
made to establish a presence (Palloff & Pratt)is Was done in various ways including
maintaining both personal and professional inforamatvithin the online learning forum,
keeping a shared calendar for all involved, freqiyarpdating students on class progress
or changes through announcements, and sendingiaéeoails to students when
guestions arise (Palloff & Pratt). What may begsma social connection, as students

come to understand that “the instructor is payitgrgion to them?”, later develops into
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an understanding that the instructor is also pagitention to their learning needs
(Palloff & Pratt, p. 7).

The intent of establishing presence was to “craaense of connection with
learners who are otherwise separated by time aack8§Palloff & Pratt, 2011, p. 8).
Whether as an instructor or a student, presenceegtablished through participation. In
online courses taken for college-level credit, pssbrs will often assign a specific
number of posts that are required in order to aagrade (Collison, et al., 2000, p. 78).
However, one must then gauge the quality of pgdici interactions which then
“becomes, of course, a more critical task,” andhatructor must “check for appropriate
use of the threaded nature of the dialogue asasadividence of learning” (Collison, et
al., p. 78), which was no easy task. Criticaltdding community and constructing
knowledge was evidence within the online threads plarticipants were reading the
postings of other community members (Collison | gt dt was this back-and-forth
between participants that allowed for “collaboratoonstruction of knowledge” and
“redefining the way we think about teaching andnésy” (Richardson, 2006, p. 89).
Although a minimum response level was often neecggsaensure discussion, many
participants found that they post more than what jwat required. In fact, “online
educators who use discussion boards successftillyags that their interaction with
students can be as much as three times the interaath face-to-face students, and that
peer-to-peer interaction is even many times maaa that” (Teaching Effectiveness
Program, n.d., p. 1).

Community members might hesitate to participatenronline discussion board,

though, if they lack trust in the other members/anthe moderator. This “intellectual
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trust” was evidenced through participant willingsé® take intellectual risks, and to
make corrections where needed so that no one ihfoimed” (Collison, et al., 2000, p.
80). The challenge many moderators faced was faymiis level of trust. Collison, et
al. , in the boolFacilitating Online Learning: Effective Strategifes Moderators
suggested that moderators empowered members Bgiatge¢open and clear
communication”, encouraging questions, and respanguickly to the needs of the
members of the online community, thus showing thedrtance of each member (2000,
p. 82). By setting a caring tone for all participg moderators then created an
environment in which participants were encourageshiow concern and support for each
other (Collison, et al., 2000), thus building a mateal online learning community in
which “responsibility [. . .] is in some way shareglthose interacting with it [. . . ] and
[llearning is a continuous conversation among n@amicipants” (Richardson, 2006, p.
90). Authors Palloff and Pratt (2011) in the t€ke Excellent Online Instructor
described this as a change in the “balance of gdvetween instructors and students;
instead of concretely directing students’ learnexgonline instructor must allow
“students to take charge of their own learning pss¢ (p. 6).

Accordingly, as instructors begin to act moreaaslitators, students must then
take more responsibility for their learning neealloff & Pratt, 2011). Often, this can
be accomplished through discussion boards. Thiesass$ion boards should be included
and be moderated in a professional as well asialsmntext (Collison, et al., 2000, p. 5;
Richardson, 2006): “Unlike traditional courses, ghhare often run in lecture format, the
‘heart and soul’ of most online classrooms is tiseussion board, where all students are

expected to make frequent contributions” (Globokad 0, p. 6).
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Moderating Online Learning

Similar to a classroom, perhaps one of the matstarcomponents of any online
learning program was the discussion component;iaratder to have a successful
discussion, there are several components to cangidest is the discussion’s moderator.
Defined by Collison, et al (2000), a moderator fp@son charged with fostering the
culture and the learning in an online dialogueno& net-course discussion area” (p. xiii).
Just as a classroom teacher affects the levelhaéaement and satisfaction of students
within his/her classroom (Helm, 2007; Goldrick, 2)0s0, too, does a moderator, only in
an online forum rather than a classroom. If a matde is not skilled in promoting rich
online conversation, “the potential of even theneigt-quality online courses goes to
waste” (Collison, et al., p. xvi).

Some skills translate between face-to-face comaation and online
communication. However, the format being whas ibnline, there were certain and
necessary modifications that must be made. Whplerson who is a strong leader of
face-to-face conversation has specific skills anatesgies from which to draw, so, too,
must a moderator of an online discussion embradaigecharacteristics: “humility, the
capacity to listen (read!) carefully, and the apito respond without interjecting personal
or professional opinions or values” (Collison, kt 2000, p. xvi). It was also important
when responding that moderators write responsésvén@ specific, thus indicating that
what students had written was being read (Palloffré&tt, 2011).

In all face-to-face classroom discussions, teachrrst employ wait time, a
period of time after which they have asked a qoasind then remain quiet to allow for

students to pull their thoughts together. In @slaom, this may be as little as a few
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seconds, but in online learning, wait time may barh, if not days (Collison, et al.,
2000, p. xvi). This, for some people, was quitesadageous; they appreciated “the
opportunity to compose thoughtful, probing conttibns” (Collison, et al., p. 2). Before
responding, some participants may look back testeodnduct web research, or make
several attempts to clearly and concisely writértheints. The discussion board format,
if a required component of a course, also did Howafor anyone to be disengaged; the
ability to hide or fake involvement was impossible.

Another face-to-face classroom technique thatoefi@sn important was
redirection, an exercise in which teachers guithedstudents in concluding their own
answers based on what was said in the conversatiois.technique required that the
teacher captured “salient points while they adéfstish in the memories of the audience”
(Collison, et al., 2000, p. xvi) and then guided thscussion in the direction needed to
meet an objective. Effective moderators do thiwel, and the discussion format of
online learning, which was recorded as a permateantallows for the moderators to do
this at their convenience. Further, “even conectithat would be far too subtle to make
in a real-time aural-based setting can be explarebldeepened” (Collison, et al., p. xvii).
Challenges in Online Mentoring

With all of the benefits of online learning and @llithe best practices put in place
to facilitate constructivism within online learningycan be easy to overlook that, as with
any learning experiences, there may also be clyggenGlobokar (2010), an author from
Kaplan University who wrote a text to introducedstnts to online learning stated,

Students who have limited computer experiencehase who are frequently

online but have never been a part of an onlineeoadcommunity, are likely to
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encounter hurdles of one kind or another as theydicclimate to their new

surrounds.” (p. xi)

To begin, online learners with little to no praetitended to experience a learning
curve during which they may feel overwhelmed; afiérmany online learners were not
only responsible for their learning but also fagslijobs, and other life pressures
(Globokar, 2010). This prodigious learning curvehen students are learning about the
navigation of the online classroom, how to turmg&signments, participating in
discussion boards, etc.—may have caused some tedmtely think that online learning
was not for them. Online instructors played anangnt role at this juncture; it was
necessary for the instructor to encourage the stadbrough this transition, reassuring
them that the feelings they were experiencing Weatural” and “simply a stage to work
through on the way to achieving academic goalsbk@kar, p. 3). Helping students to
understand that it will take time to integrate oaliearning into their other
responsibilities was a must for an online instru¢€@lobokar).

It was also important for online instructors toyde students with various
avenues for assistance if they were needed, egsilnan students understand “needing
help is not indicative of failure; it is part ofing human” (Globokar, 2010, p. 45). These
forms of help could come in many modes includingnentutorials, face-to-face
meetings, school-sponsored help lines or help dé@skshone, etc., all dependent on the
institution offering the course.

Another obstacle some online learners faced, bethand experienced, was a
sense of isolation (Globokar, 2010) because ofdtie of face-to-face interaction

between student and teacher as well as studemithadstudents. To minimize this
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effect, it was necessary for the instructor to emshiat his/her contact information—
including physical location and phone number, net pn email address—was available
to students and that, if necessary, the instrustowilling to conference with a student. It
was also the instructor’s role to create opporiesitor real interaction within the virtual
world of online learning (Globokar), i.e. discussiooards, virtual cafes, blogs, podcasts,
wikis, Skype, web conferencing, etc.

Feasibly, a contributing factor to a student’s seofsisolation was the time
actually spent working on an online course. Onéhnoy online learning was that it takes
less time than traditional education (Globokar,@01Although there was an element of
time saved—online courses tended to be logistiedlier in that one could work on
them from home and save travel time—online counsa® not designed to be less
rigorous than traditional coursework (Globokam).fdct, possibly because of the “high
expectations for active participation,” some onlstedents report that they actually spent
more time, not less, working on their online cosrsdter all, a “quality education entails
not only exposure to new information but also tgkime time to critically examine that
information and ultimately draw meaningful conctuss regarding what has been
learned” (Globokar, p. 8).

The flexibility online courses allow can also seagean obstacle for some
learners. For example, if a student knows thahbst complete a reading of several
pages, formulate a response to that reading, amgbst to questions posed on a
discussion board, he might put it off until the iewg before it is due thinking he will
have plenty of time to complete it; however, wherréturns home that evening, he finds

that he has a sick child and several other respiitiss that take him away from his
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online work. In this case, failure to realize #maount of time the work would require
may have caused a failure to complete the work.ctticial that online learners “realize
that having more flexibility in structuring [theitime is not the same as actually taking
less of [their] time” (Globokar, 2010, p. 9).

Further, some online learners have mistaken oidiaming for a self-paced
activity (Globokar, 2010). Although it sometimesutd be, much like an independent
study, many more online courses were quite stradfrequiring students to login a
specified number of times per week, post on a dson board a required minimum
number of times, and submit assignments on paaticiue dates (Globokar). By keeping
a course on-pace and keeping students togethieeimlearning, an online instructor
facilitates the constructing of their own knowledgemany cases, “as students focus on
the same discussion questions or embark on the assignment sin tandem,” they can
learn from each other as much as they can leam tine instructor and/or text (Globokar,
p. 9).

Conclusion

Perhaps the United States Distance Learning Assacistated it best: “Change
is inevitable, and tomorrow will bring newer andtbetechnologies, accompanied by a
new set of challenges, but the goal is the saniensss first applied 120 years ago:
Provide increased access to learning opporturtliresigh distance learning” (2010a,
para. ‘2008’). That is precisely the goal of taction research: to provide a more
effective learning opportunity to new teachers wihig in turn, provide a better learning

opportunity for their own students. In Chapterd@érthe best practices found within this
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literature review will be discussed as they ardiadgo an online learning forum to

provide that new learning opportunity.
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Chapter Three: Methodology

Overview

Online learning formats produced results in higeghucation; further, the
enrollments indicated that adults were showingedgpence for the more convenient,
flexible, and cost-effective method (Moore, 2011eA & Seamen, 2011). Because of
these two realities, it was my opinion that anmaliearning format may provide further
benefits in the area of new teacher mentoring aategsional development. The
purpose of this research was to measure the efé@ess of using this format in the area
of teacher mentoring.
Qualitative Action Research

This research identified the characteristics ofrmnlearning that led to success and

then, through action research, utilized those dtaristics in an online teacher mentoring
program in order to qualitatively measure the paogs overall effectiveness. The
guestions guiding this research were as follows:

1. What, if any, are the effects of including an oalirarning forum in one

school district to modify the traditional teacheemioring program?
2. What is the administrator’s role in the creation #ecilitation of an online
learning forum for teacher mentoring?

3. What is the experience of the mentee in an onliaetoring program?

Qualitative research, as defined by Fraenkel,.€R@all2), was appropriate for this
study because it provided a more holistic view batwas happening in a situation; it
“investigate[d] the quality of relationships, adti®s, situations, or materials” rather than

“comparing the effects of a particular treatmessti(aexperimental research)” (p. 426).
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Fraenkel, et al. also provided five general charastics of qualitative research, all five
of which fit this particular study: First, the “neal setting is the direct source of data,
and the researcher is the key instrument in quiaiaesearch” (p. 426); in this research,
the natural setting was within an online learniogufn taking place in a suburban middle
school setting. This context is important becdasévities can best be understood in the
actual settings in which they occur,” and, “humahdwior is vastly influenced by
particular settings” (p. 427); pertinent to thisearch is the particular setting of the
online learning forum and whether it meets the seddhe new teacher participants.

Second, “[g]ualitative data are collected in tbei of words or pictures rather
than numbers” (Fraenkel, et al., 2012, p. 427)e d&ta for this research included
interview transcripts, personal comments, emaiigcapts, memos, and official records
of comments made within the online learning dismrsboards, and “anything else that
can convey the actual words or actions of peoyde427).

Third, “[g]ualitative researchers are concernethyrocess as well as product”
(Fraenkel, et al., 2012, p. 427). The focus of tesearch was ombwthings occur” (p.
427), meaning how people participate in the oni@@ning forum, communicate with
each other, and reflect on their own practiceselbag the practices of others. It also
considered the value they placed on what, in tloe eccurred within the online format
and what, if any, effect it had on their teaching #éheir student achievement.

Fourth, “[g]ualitative researchers tend to analymsr data inductively”

(Fraenkel, et al., 2012, p. 427), meaning thatffioial hypothesis is stated at the
forefront of the research, that the research isoeafory in nature. What occurred during

the time spent within the online learning forum icbiot be predicted; there was design
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flexibility that would not be permitted in quantitze research. As Bogdan and Biklen
(n.d.) suggested, “qualitative researchers arg@utting together a puzzle whose picture
they already know. They are constructing a pictbat takes shape as they collect and
examine the parts” (as cited in Fraenkel, et 8lL22 p. 427). Going into the research, |
had a planned path, but the destination to whiahghth led was virtually unknown.

Lastly, “[h]Jow people make sense out of their $ive a major concern to
qualitative researchers” (Fraenkel, et al., 201227); for me, it was very important to
find out and understand what the participants wharking throughout, and at the
completion of, the online learning process. Thetigpants’ “[a]Jssumptions, motives,
reasons, goals, and values” (p. 427) were alltef@st and helped guide the online
learning process throughout.
Action Research

Ultimately, the goal of this study was to affebtioge; to discover a “way of
working better rather than doing more of the samlg barder” (Herr & Anderson, 2005,
p. 75) by applying best practices of mentoringnroaline learning forum and
determining the effectiveness—based on the commepitsions, etc. of participants—of
those practices within the format. The specifichodology being applied was action
research, which, defined by Fraenkel, et al. (20i&2esearch with the “purpose of
solving a problem or obtaining information in orderinform local practice” (p. 589).
Thus, the focus was redirected from the theoretac#he present, and those involved in
the research could exhibit influence over the @elsthange (Ferrance, 2000).

The roots of action research trace to the philbsspof Marx, Gramsci, and

Freire, and action research itself was introducettié¢ United States during the early
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1940s by the German social psychologist Lewin (@mpdponaldson, & Simmons, 2007;
Ferrance, 2000). Although his notion of actioresgsh called only for a short-term
action or intervention, action research, over tilvees broadened and developed into
numerous varieties specific to different fieldstidy (Grogan, et al., 2007).

Although the underpinnings of action researchdifferent than those of
traditional academic research, “it is no less mg@ror scientific in its approach”
(Grogan, et al., 2007, p. 3). Further, there amtiqular advantages specific to action
research not found in other methodologies. Hestchers, administrators, counselors, or
others who are vested in the research site amstuitients carry out the action research
process; they are empowered to examine their s@mmbselect a problem that requires a
solution, one that reflects their own interestsamcerns (Grogan, et al.; Ferrance, 2000;
Herr & Anderson, 2005). This organic process “Bdtpconfer relevance and validity”
and keep the academic research from being “disaetiérom the daily lives of
educators” (Ferrance, p. 13).

Afterward, the vested participant(s) “decide onrgearch agenda, enact the
research, evaluate the process, and [. . .] bet@meficiaries of the outcome” (Grogan,
et al., 2007, p. 3). The participatory nature aifan research leads to a “strong sense of
ownership” (Grogan, et al., p. 4) as well as insieg the “utility and effectiveness” of
the results for the practitioner(s) (Grogan, et@l3; Ferrance, 2000). Further, the action
research process “creates new patterns of coliggi@bmmunication, and sharing,”
ultimately leading to “contributions to the bodylafowledge about teaching and

learning” (Ferrance, p. 15).
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Although educational researchers in the UnitedeStatere “slow to embra
action research methodologies”, its focus working with real problems in soci
systems” and numerous other advantages make @qgbdok the reflective, democrar
process needed to “find answers to important questor to foster change” in scho
(Grogan, et a).2007, p. 4). The way this accomplished is cyclical in nature (Fence,
2000): the researcher(s) “will begin a cycle ofipgsjuestions, gathering da
reflection, and deciding on a course of action®€r(&nce, p. 2), ultimately allowir
“perspective through systematic inqui (Herr & Anderson, 2005, p.)4 When the
course of action creates a change in the envirofrttennew set of circumstanc
consequently created new problems to be questi@meddso the cycle continu
(Ferrance). Genally, five phases of inquiry aresed to describe this cyclical proce
“1) Identification of problem area, 2) Collection andanization of data, ¢

Interpretation of data, 4) Action based on data, & Reflection” (Ferrance, p. 9

Neoxt@!

Steps

Interpret
Datall

Evaluatel
Results?l Actnl
Evidencel

Figure 1 ActionResearch Cyc
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The analysis of and reflection on data may yieldigonal questions to explore.
Figure 1 portrays this sixth phase during whichatditional questions are addressed and
plans made for further “improvements, revisions] aaxt steps” (Ferrance, 2000, p. 13).
The Research Site

The research for this study was completed in andgt suburban school district,
home to roughly 41,000 residents (OSEDA, 2010)e pbpulation is 73% Caucasian,
15.6% African American, 4.3% Asian, 5.0% Hispawiced 2.1% are listed as Other
(OSEDA, 2010). People within this district were®% employed. The industries in
which they were mainly employed are education sesjihealth care, and social
assistance (16.9%); retail trade (13.5%); manufagy11.6%); and arts, entertainment
and recreation, accommodation, and food servid@$%d) (Proximity, 2009). The per
capita income of residents within the district v@aproximately $29,000; however, 7% of
families with children younger than 18 years of agereported as being below the
poverty level, and 15.1% of families with childrender the age of five are reported as
being below the poverty level (Proximity, 2009).hev looking at single-parent (mother-
only) households, the numbers increased to 15.3%66r1% respectively (Proximity,
2009).

From this population, the district educated royghb00 students per school year
throughout 11 schools (DESE, 2012b). A fully adae district, teachers served
students from early childhood througH™Mgrade. The students served, however, were
not representative of the general district popatatb6.3% were Caucasian, 31.2% were
African American, and 7.1% were Hispanic (DESE, 2491 Additionally, 44.1% of all

students were eligible for Free/Reduced lunch @nogr(DESE, 2012a).
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The school site, a middle school housing gradethsough eight, was led by one
principal and two assistant principals, one of wherhe researcher responsible for this
action research. During the 2012-2013 school yharschool enrolled 610 students;
however, at the completion of the dissertation,pbpulation had decreased to about 600
students. The middle school in which this reseaxzurred further differs
demographically from the district and the commuratiyout 49% were Caucasian, 42%
were African American, 6% were Hispanic, and 2%engsian. Beyond having a more
diverse population, the research site also hadlzehipercentage of students receiving
Free/Reduced status: about 60% (DESE, 2012b).

Participants

Teaching the middle school students were 55 gsdtgtaff members, four of
whom were new hires during the summer of 2012Her2012-2013 school year
((District Information, 2011). The four new teach&ere the primary participants of this
research. Two of the new hires, one male and emale, were first-time teachers
bringing with them little experience beyond theiagticums and student teaching.
Another of the participants, female, had long-teubbing experience, and the final
participant, female, had taught for three yeammanner-city charter school.

Developing the Intervention

District-Level Mentoring Program.

After being hired, the participants were requiregbarticipate in a mentoring
program for a minimum of two years (DESE, 2013aj)ithin the distinct in which the

action research occurred, two levels of new teantesttoring, district- and school-based,
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were required. The current district-level prograad been in place for several years, and
its mission had been clearly stated:

Our comprehensive Mentor Program provides the tred¢o support, encourage,

and guide new teachers in the School District. igsg) new teachers in analysis

of teaching practice and effects on student legraie key elements. In addition,

this collaborative program offers opportunities $teff members to grow in a

professional, personal, collegial, and non-judgraleetvironment. This program

will bring new energy and ideas into the classromnprove school climate, and
offer a secure, friendly, and welcoming environntentew teachers. (District

Mentoring Handbook, 2012)

Beyond the mission, the program’s three goals \ate listed within the handbook:
1. Establish a support system that promotes confidesptenism, and job
satisfaction among new teachers.
2. Foster an arena for collegial discussions amongarehexperienced teachers.
3. Enhance student learning by improving the effect®ss of new teachers.

(District Mentoring Handbook, 2012)

Like many current educational programs, the res$esite’s district mentoring
program and all of its descriptions and handoutseweé/en to participants in a white,
2.5” binder. A positive aspect of this method Wz all of the information a new hire
may need from the district was in one place, ogohby topic, and separated by tabs.
For example, on the second page of the districtdsivas an outline that listed what the
mentees must do throughout their first and sece@alsyof the program. This provided

them a general outline of what the program entailester, there was also a more
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detailed calendar that outlined for mentors andteemthe dates of meetings, topics to
discuss, etc. For example, August’s topic was &abing a Positive Learning
Environment”, and in October, mentors and mentes®wequired to discuss parent-
teacher conferences; these were both time-apptepdpics because August was the
month during which a learning environment was dslabd, and October was the month
parent-teacher conferences occur.

The pairing process in the study district washatdiscretion of the building-level
principal. At the study school, the principal ited veteran teachers who were involved
in the school and known to be good teachers asaggibsitive role models for their
colleagues to take part in the mentor-mentee aglships. The principal then paired
each mentee with a mentor who was ideally, bustrattly, within the same department
and grade level. The pair then completed theidigtrovided assignments and
discussions by setting their own meeting timesagehdas.

For each mentoring meeting, paperwork was provstethe mentee could take
notes and list actions he or she might take tallfthie month’s topic. Additionally, there
was also space for reflection on those actionse mintees were then required to turn in
the logs to Central Office on assigned dates thHrougthe year, adding an element of
accountability to the system.

A drawback to the system, however, was it is just more binder, one of many
the new teachers would receive at the beginnirgsahool year. New teachers, in
general, are overwhelmed with papers and handantsmany of those, although they
may contain pertinent and helpful information, gketced aside to read later, and later

may never arrive. Further, my own experience w&iffoor mentor reminded me that
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although the district's mentoring program seemeghoized and well-intentioned, if the
pairing of mentor and mentee was not suitableyfalhe paperwork, discussion, and
orderliness of the program would reduce down ttelinore than busy-work, just one
more task taking a teacher’s attention away fromglall that was necessary to help
students achieve. With the online program, howesen if the mentoring pairing was
not ideal, there may be a greater opportunity itdbelationships with other experienced
teachers.

It occurred to me after looking at the providetendars that the same district-
provided information could be presented in smagments instead of one giant binder,
and that, perhaps, if given out piecemeal, teacherdd be more likely to read and
consider the information than if it were given aubne lump form. Beyond that, if all
new hires had access to the expertise and vargnssmalities of a panel of veteran
teachers, they may benefit more than having jesbtie-on-one mentoring relationship.

Developing the online program It was that awareness, combined with the
district’s mentoring mission and goals and my Ipdadcipal’s decision to assign me to
building-level, new teacher training, that causezltmgenerate ideas of ways to inform
teachers of district and school information as w@slteaching strategies and professional
development opportunities using a more germaneesubnsive method. Having also
had personal experience taking as well as teaamnhge courses, | determined that a
more efficient and effective way of mentoring teaixshmay be found through an online
learning forum.

Although the School District had its own onlinerl@ag platform, it had been the

district’s policy that new teachers did not recdiveir computers and technology training
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until the fourth day of their orientation meetingsAugust. To circumvent this issue and
allow new teachers to access mentoring and prafesisievelopment immediately after
being hired—whether that be in the early sprintate summer—I chose to use an online
learning platform other than what is district piabeal.

Online program description. After researching online learning platforms, the
forum | chose to use as a model for the New Teadlesmtoring program is called
Class.io. It was a free, online format for teaghamline courses. In theory, it was set up
so that teachers could upload their course comtghhave ‘anywhere-anytime’
communications with their students. For the puegad this research, though, | served
as the ‘teacher’ and the new teachers served asttitents’. In this way, we were able
to have an online forum, but it also introduced rteachers to a web-based technology,
which the teachers may later choose to use in tivairclassrooms. By experiencing
Class.io through the student-side of the programtéachers would be better prepared to
create their own teacher-sides.

The further benefits of this platform over otheohsidered were as follows:
First, the format was integrated with Google Apgrsjnnovative program 60% of
universities in the U.S. were already using to hlesir email (Weintraub, 2010).

Because of the affiliation, Google also providetirsupport for teacher- and student-
users (Class.io). There were also additional Goagictions that new teachers could
find helpful such as the calendar function, doasyeys, spreadsheets, etc. through
Google apps and Google docs (Class.io). Classdoumts could also be linked to
Facebook accounts, allowing any activities thato®z to be announced via a person’s

Facebook News Feed. This particular feature wpsamg because it would help avoid
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the ‘just one more thing to do/check’ reaction thaine teachers—experienced and
new—may have when using an online learning forum.

Students, in this case new teachers, could eagiyup for the forum using an
existing G-mail account, signing up for a G-mait@ant, or by using an email account
from another platform, i.e. the school districtisroemail system. Also, since Class.io
was completely web-based, there was no softwatentdeed to be purchased or
downloaded.

The Class.io forum also provided for privacy; foe purposes of this action
research, the need to keep the group controllechwesessity in order to be able to
validate effectiveness. Thus, the New Teacher bferg Program was set up to allow
users by ‘teacher’ approval only. The program aforded the ability to create and
access multiple courses by one ‘teacher’, mearhiagarticular group of ‘students’
wanted to branch off and study something indepethddehe ‘teacher’ could create
another course so as to not confuse the other o&tdss.io also allowed the ‘students’
themselves to create their own courses, thus eagmg independence and continuous
learning.

Role of the Researcher

The role of the researcher was quite involvedis action research. Being
participatory in nature, | “work[edyith andfor the research subjects” (Charles & Ward,
2007, p. 2). The participants and | worked collaigely to plan, act, observe, and
reflect upon the effects of the online mentoringufa in regard to the participants’

development.
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My specific role within the forum was to, basedsumvey data collected, provide
resources and information for teachers as well @stain discussion board
conversations. Because of contractual agreembetsiew teachers’ mentor teachers
could not be required to participate in the fortiey were, however, asked to
participate. As such, | was the only regular memtbo participated and was able to
answer questions and offer advice.

Data Collection Methods

Several types of data were collected and syntedsizorder to determine what, if
any, effects an online learning forum had on enimgna traditional teacher mentoring
program as well as individual teachers’ profesdignawth. To begin, at our initial
meeting to discuss the online learning forum wasf®&-face, and at that time, |
explained the method and procedures to be use@laasvanswered any questions posed
by the participants. | also provided the new teexhath a survey to gauge their initial
level of comfort in specific educational areas,lsas classroom management and parent
communication. A copy of the surveBeginning Teacher’s Views on Practice
included in Appendix A. From the data that wadestted, topics of discussion were
posted on the online learning forum; both partinigaand | were allowed to add content
to the different discussion boards.

The same survey was given at the semester (thevaglinark) to, again, gauge
the participants’ level of comfort in the same eational areas as before. This data was
used as a comparison, but it was also used to duitteer development of the online
forum. At the end of the second semester, theesumas given a third time to use as

comparison data.
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Toward the end of the second semester, intepsiegre conducted wherein
specific questions were asked to address the panits’ experiences within the forum.
An unbiased, third party interviewer conductedittterviews in one of the school’'s main
office conference rooms throughout a course ofrs¢aéternoons according to the
participants’ availabilities. Permission to audégord the interview was asked of each
participant; a copy of the consent form is includedppendix B.

A series of 13 questions with possible follow-ustions was then asked; a copy
of the questions is included in Appendix C. Thesiions were developed based on
research of online learning best practices. Rpaints were encouraged to be honest and
candid in their comments. After the interviews &veompleted, the third party
interviewer delivered the recordings to me; | t@ised each interview into a written
format.

Along with the surveys and interviews, additiogahlitative data were
considered. Throughout the time spent using thie@forum, individual participants
posted their thoughts, concerns, and reactionghir participants’ posts. This data,
along with any emails regarding the online forunmha teacher mentoring process at the
building level, were also analyzed and includethmresults.

Research Ethics

Prior to beginning my research, | asked for and granted permission by both
the school district and the middle school to uraldertthe project and collect data. After
the data was collected, it was sensitively handledmbers replaced all names used
throughout the data. | was the only person witteas to the original information. All

electronic data was password protected and keptyopersonal computer. All hard
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copies of surveys and interview transcripts wera kea locked drawer within my
personal desk.
Analysis Procedures

Once the data were collected, the analysis prdmagan. Although there were a
number of steps in the analysis process, the psogas fluid, necessitating that the
researcher move back and forth between the stepygoffPowell & Renner, 2003). To
begin, | familiarized myself with the data by listeg to and making observations about
the recorded interviews. Next, | read and re-tbadext several times to better
understand it and consider its quality and valaelded to the research.

Next, | focused the analysis by examining howwrdiials responded to each
guestion posed; this helped me “identify consisesand differences” in participant
responses (Taylor-Powell & Renner, 2003, p. 2)céxonsistencies and differences
were identified, | then categorized the informatibrough the coding process in order to
“bring meaning to the words before [the resear¢h@idylor-Powell & Renner, 2003, p.
2). The themes that emerged were then groupeaafterent categories. Once the
categories were established, they served to intbemesearcher on the effectiveness of
including the forum in the new teacher mentoringcpss and elucidate on the experience
of a new teacher throughout the mentoring process.

Verification of Interpretations

Because all researchers carry their own biaseqdispective of a researcher can
have drastic effects on the perceptions interprétexighout qualitative research
(Fraenkel, et al., 2012). To ensure validity asldhbility within this research, several

methods were used during the analysis procedures.
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After the interview data were collected, the cohteas coded and then analyzed
for emergent themes. When the themes were dissingd and described in detail, one or
more of the action research participants were agkeglview the report’s accuracy; this
is referred to by Fraenkel, et al. (2012) as “mendhecking” (p. 458). Additionally, one
or more individuals outside of the action reseavelne asked to review and evaluate the
report’s findings; Fraenkel, et al. refer to thss“*an external audit” (p. 458). Lastly, any
conclusions drawn “based on one’s understandirigeo$ituation being observed” (p.
459) was acted upon; changes to the online forwnroed as needed throughout the
school year as well as at the completion of th@skhear in preparation for the next. If
the conclusions drawn by the researcher were wibmguld be discovered soon after
implementing any changes (Fraenkel, et al.).

Conclusion

Based on the best practices learned from the titexaeview conducted and
described in Chapter Two, and working from the us@ading that an online learning
format may provide further benefits in the area®iv teacher mentoring and
professional development, this chapter presentednhine teacher mentoring program
that was used within one Midwestern suburban scthistiict. Four teachers participated
in the program’s implementation and data were ct#le by the researcher; it will be
further presented and analyzed in Chapter Foue dualitative information provided by
the participants during the action research allothedesearcher to make appropriate

changes for the second year’s implementation dsstlisn Chapter Five.
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Chapter Four: Results
Overview

The purpose of this study was to qualitatively asgbe process of combining
online teaching with teacher mentoring. The redeérst identified the characteristics
of online learning that led to success and thdizetl those characteristics in an online
teacher mentoring program. The questions thateglthis research were as follows:

1. What, if any, are the effects of including an oalirarning forum in one school
district to modify the traditional teacher mentgriprogram?

2. What is the administrator’s role in the creation #ecilitation of an online
learning forum for teacher mentoring?

3. What is the experience of the mentee in an onlieatoring program?

To answer the first and third questions, two preessvere used. First, a survey
was given to all participants at the beginning, diedand ending of the online program
participation. Second, in-depth interviews werenaustered to the participants of the
online forum and, after a qualitative analysishafde interviews, themes were determined
and described in detail. To ensure the accuradwaldity of the researcher’s
conclusions, two forum participants were askecetoew the findings. Lastly, based on
the researcher’s conclusions, changes were mate following year’s building-level
teacher mentoring program, and those changes avdidcussed in this chapter. To
answer the second question, the researcher repmrthdr reflections made prior to,

throughout, and after the online mentoring process.
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Survey Data Results

The Beginning Teachers Views on Practice queséimamesults were examined
initially to guide me as the facilitator in the at®n of the forum. If results showed that
teachers generally felt, ‘l have no idea how tdahdse’ (Beginning Teacher’s Views on
Practice Questionnaire, 2013), that would be aa hveould focus on extensively,
providing as many possible resources as | couldegatThe questionnaire was repeated
again at the end of first semester and then agdireaend of the school year. Here, the
data is reviewed as a reflection of what begint@aghers felt they gained and in which
areas they were affected. Quotes included in tkee @& cited with a pseudonym to
protect the identity of the contributing participan

On the questionnaire conducted at the beginniritgeo2012-2013 school year
(Appendix A), there were no level of comforts iratied as either (1) ‘I have no idea how
to do this’, or (2) ‘'Someone has talked to me alboist but | don’t really know how to
do it’, on any of the described actions. Lookinghe remaining data, | focused on those
described actions with averages of 3.5 or lessndibat as a starting point, there were
12 described actions that the new teachers indicgeaecessary for professional
development.

Table 1 displays the initial data gathered in Seybter 2012. Available responses
to the survey were: (1) | have no idea how tolds, {2) Someone has talked to me
about this, but | don’t really know how to do 8)( know about this, but I still have
qguestions (4) | feel I have a good grasp of thiscept, (5) | believe | could teach others

about this concept.
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Table 1.

Views on Practice Questionnaire, initial data, Sepber 2012
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o) c c c c % _

Z & 2 8 & ¢ §E

() (&) (&) (&) (&) (O] o

s 2 8 & &g ¢ e

C 8 8 & & < -

a o a a Description

1 4 4 4 4 400 12 establishing individual rapport with students

5 4 4 3 4 367 11 identifying individual differences among
students

3 4 4 4 4 400 D developing caring relationships with my
students

4 4 3 4 367 11 motivating students to do their best
35 3 4 350 105 serving as an advocate for students
using the curriculum to guide my
planning/instruction
4 400 12 planning daily lessons
4 400 12 planning units of learning
4 367 11 planning summative assessments of learning
4
4

6 4 4 4 4 400 12

400 12 sequencing activities within a lesson/unit
400 12 using a variety of instructional methods
adjusting for individual differences among
students

pacing my lessons to avoid student boredom
or frustration

14 4 35 3 4 350 105 usingtechnology to help students achieve
15 4 4 4 4 400 12 maintaining student engagement

16 4 35 3 4 350 105 differentiating instruction

maintaining high expectations for all
students

18 3 4 4 4 400 12 connectingthe content to prior knowledge
connecting the content to read world
experiences

using various learning modalities to engage
students

teaching students with special educational
needs

adjusting a lesson in the midst of it to meet
student need

teaching reading within the context of my
subject

teaching writing within the context of my
subject

10
11

A BB B BH

12 4 35 4 3 350 105

13 4 4 4 4 400 12

17 4 4 4 4 400 12

19 4 4 4 4 400 12

20 4 4 4 3 367 11

21 3 35 3 4 3,50 105

22 4 35 4 4 383 115

23 4 4 3 4 367 11

24 4 4 3 4 367 11

continued
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Table 1. Continued

25 4 35 3 4 350 105 using questions and discussion techniques
26 4 4 4 4 400 12 formatively assessing student learning

27 4 4 3 4 367 11 summatively assessing student learning

28 4 4 3 3 333 10 creating authentic assessments

29 4 4 3 3 333 10 maintaining accurate records of learning

30 4 4 4 4 400 12 managing class time

31 4 4 4 4 400 12 managing classroom behaviors

32 3 4 4 4 400 12 establishing class routines

33 3 35 3 4 350 105 communicating with parents/families

34 35 35 3 4 350 105 establishing positive relationships with

parents/families

35 4 4 4 4 400 12 reflecting on my own performance

36 4 4 4 4 400 12 reflecting on lessons taught

37 4 4 4 4 400 12 approaching and working with colleagues
approaching and working with
administrators

39 4 4 4 4 400 12 approaching and working with other staff
40 4 4 4 4 400 12 collaborating with colleagues

reflecting on my performance with
colleagues

exchanging ideas with people with whom |
work

engaging in reflective conversation with my
mentor

going to my mentor with problems/issues as
they occur

organizing myself and my resources in order
to be efficient and effective

managing the demands of my teaching life
along with my personal life

general school procedures (attendance,
acquiring supplies, required forms)

using technology to communicate
effectively

49 3 35 4 4 383 115 utilizing online learning forums

evaluating the credibility of online sources
of information

accessing other people’s digital spaces (i.e.
Facebook, Twitter, Class.io, etc.)

creating my own digital spaces (i.e.
Facebook, Twitter, Class.io, etc.)

38 4 3 3 4 333 10

41 4 4 4 4 400 12

42 4 4 4 4 400 12

43 4 4 4 5 433 13

4 4 4 4 5 433 13

45 3 4 4 4 400 12

46 4 3 3 4 333 10

a7 3 3 4 4 3.67 11

48 4 4 4 4 400 12

50 45 4 4 5 433 13

51 45 4 4 5 433 13

52 45 4 4 5 433 13
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Of the twelve initial described actions that avexag 3.5 or lower when all
responses were considered (5, 12, 14, 16, 21, 82% 33, 34, 38, 46), at least one of
the beginning teachers indicated growth in fiveaan@hen given the questionnaire again
at the end of the school year; this was considen@tmal growth. The described
indicators with minimal growth were: (a) servingaasadvocate for students; (b) using
technology to help students achieve; (c) diffemig instruction; (d) using questions
and discussion techniques; and (e) establishinigiymselationships with
parents/families. Figure 2 displays the responses £ach of the four participants on

descriptors 5, 14, 16, 24, and 34, for the montt&eptember and June.
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Figure 2 Areas indicating minimal growth.
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Of the twelve initial described actions that avexdg 3.5 or lower when all
responses were considered, at least two of thebieg teachers indicated growth in four
areas when given the questionnaire again at thekthe school year; this was
considered strong growth. Areas that demonstrdtedg growth were (a) teaching
students with special education needs, (b) commating with parents/families, (c)
approaching and working with administrators, andndnaging the demands of my
teaching life along with my personal life. Figurei8plays the responses from each of

the four participants on descriptors 21, 33, 38|, 46, for the months of September and

June.
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Figure 3. Areas indicating strong growth.

There were also 15 areas in which teachers condistedicated no growth at all;
these were considered as having neutral growthugjap the curriculum to guide my
planning/instruction, (b) sequencing activitieshanta lesson/unit, (c) using a variety of
instructional methods, (d) pacing my lessons tadastudent boredom or frustration, (e)

maintaining student engagement, (f) connectingtmgent to real world experiences, (g)
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adjusting a lesson in the midst of it to meet stideed, (h) formatively assessing
student learning, (i) creating authentic assesssnéhimaintaining accurate records of
learning, (k) managing classroom behaviors, (l)atmrating with colleagues, (m)
engaging in reflective conversation with my mengajy,going to my mentor with
problems/issues as they occur, and (0) using téagndo communicate effectively.
Figure 4 displays the responses from each of thegdarticipants on descriptors 6, 10,

11, 13, 15, 19, 22, 26, 28, 29, 31, 40, 43, 44,4hdor the months of September and

June.
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Figure 4. Areas indicating neutral growth.
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However, upon examining the initial scores ofsind5 items, they were rated
relatively high to begin—almost entirely 4s. Mogibetween a 4, ‘| feel | have a good
grasp of this concept’, and 5, ‘| believe | cowdde¢h others about this concept’, may have
been a much larger movement than moving from &k 0w about this, but I still have
guestions’, and 4, ‘I feel | have a good grasphad toncept'.

Areas that saw a decrease in growth were thosdich two or more of the four
total teachers indicated that their sense of canaecreased from the beginning of the
school year to the end; these areas were considsreegative growth. There were three
areas in which the beginning teachers consistamiigated a negative growth: (a)
motivating students to do their best, (b) usingsjoes and discussion techniques, and
(c) utilizing online learning forums. Figure 5 diaps the responses from each of the four

participants on descriptors 4, 25, and 49, fomtloaiths of September and June.
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Figure 5.Areas indicating negative growth

In a follow-up conversation via email, | asked thd®ginning teachers who had
indicated a decrease why they thought negative thravay have occurred. Two of the

teachers commented that it could have been singilikmowing what they had
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previously scored themselves; after all, when exanhithe scores were relatively close,
only 0.5-1 point away from one another.

However, both went on to provide other possibdgitias well. One teacher stated
the differences could be due to “reevaluating mijtgtho differentiate and incorporate
technology into instruction based on my experiesmag so in my first year of teaching”
(Reese); in other words, whereas the teacherdafident in the ability going into
teaching, using the ability in practice is mucHetént, and maybe the teacher realized
there was more to learn. The second teacher consohemhilarly on the ability to adjust
for student differences:

| feel that the longer | teach the more | am ableliserve about my students.

Instead of just seeing the major differences idetis | am now able to pinpoint

students with smaller differences. Therefore irgt&easeeing my class as having

high, medium and low students, | now see more iffees between students. As
| grow as a teacher | am gaining more knowledgetheckfore expect more from
my lessons. Maybe this played a part in #1 goingrddnowledge is a blessing
and a curse | guess. ;) (Morgan)

In regard to utilizing online learning forums, oofethe two teachers admitted that
because she “did not utilize the online forum aagdeal last year” (Morgan), she had
difficulty working with it. She further stated thiawas not her overall ability to work
with any online forum that decreased, but ratherahdity specific to the new teacher
online forum: “I think | would have been able todenstand and work with it if | put

more time and effort into it” (Morgan).
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Participants’ Initial Perceptions of the Online Forum

Participants were initially approached with theieallearning forum experience
of this research in late August as the 2012-20h8dcyear began. Generally, the
participants felt comfortable with the idea becaal$@articipants had previously
experienced online learning either through thedtlargraduate or graduate degree
programs. Because of the forum’s similarity tartipeevious online learning
experiences, none of the participants reportedrahgl feelings of anxiety toward the
process. Rather, one participant noted, “I thoutghs really exciting. [ . . . ] | thought
it was a great idea to maybe cut back on some ng=etind be able to get online and read
some information” (Jaime). Another noted, “It s@ehpretty simple” (Reese), followed
by a third who noted the forum’s familiarity to preus experiences as assuring: “I had
done online classes, and | was like, | know howadok these” (Jordan).

Signing up for the forum also seemed to be an e&aspmplete process. Only
one of the four participants reported any diffigultut this was due to an attempt to use
the wrong email address as a login. Once thisctpt (Jordan) was solved, the forum
was “pretty user-friendly” (Morgan) and “easy tatsout” (Jordan).

That is not to say, though, that there were ndiaintonfusions. Once logged into
the forum, participants reported that the amounbfoirmation was “a little
overwhelming” which made it difficult to decide wieeto start (Jaime). A
misunderstanding on the part of the participanthefforum’s participation requirements
compounded this. Whereas the requirement wasdtteipants log in once per week
and comment on an article or discussion they reamhe participants thought they were

required to read everything that was posted, ardhioly difficult, if not realistically
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impossible, task (Moran) considering there weréod8l initial posts in 17 different (see
Appendix D). Many of the initial posts also proedione or more links to additional
information for more in-depth reading.

This confusion led two of the participants to gdHeir assigned mentor teacher
for support; after hearing the participants’ com¢eéheir mentor teacher contacted the
researcher who clarified the expectations with hbéhmentor and then all participants in
a follow-up email, part of which is referenced belo

The idea of Class.io is to make your life easiet,lrarder. Reading all of the

articles would be an inordinate amount of work, ando way is that what | want

from you. What | would like, though, is for you pack and choose what to read
depending on your area(s) of interest. You can tmenment on something (not
everything!) you have read or tried or thought @bdwvould like you to briefly

read over your colleagues’ posts, though, becausther goal of this is to learn

from each other. (Moran)
After the expectations were clarified, the parigifs seemed to be able to easily navigate
the “user friendly” (Morgan) forum and meet the eggations (Reese). By the end of the
school year, the participants had, in total, reglpdnl 33 times to the initial posts.
Forum Content

When asked to discuss the overall usefulnesseotahtent found on the online
forum, each participant agreed that the contentheagficial (Jordan, Morgan, Jaime,
Reese). Comments such as, “I really did find iph#” (Jordan), “the stuff [. . .] posted
was good” (Morgan), and “the information was [. very well thought-out” (Reese) were

among others woven throughout all participant nexws used to positively describe the
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content found on the online forum. Described asg@nformative but also engaging”,
the articles, comments, and videos were generaby, beading one participant to
comment: “[Y]ou didn’t feel like you were readingmeone’s dissertation . . . long and
longandlong...Itwasall[...]to the pti(Jaime).

Several factors combined to lead each particigaottimately conclude that the
forum’s content was useful. To begin, the contes$ data-driven: the researcher “gave
a survey at the beginning of the year [. . . ah@] gsed that data to drive Class.io and the
materials that she provided us” (Reese). Basdti@survey results, the researcher
provided “intentional” (Reese) information that thavice teachers “wanted to know
more about” (Jaime) and that would be helpful dp=dly to first-year teachers, answers
to questions they might not have known they eveh Hawas very intuitive on [the
researcher’s] part to know what we would need tovkas first year teachers” (Reese).

Over and again, the term “relevant” was used temas the topics that ranged
from “practice to theory” but that also addresskaving a life outside of [school], how
to deal with the stress of this, or how to deahwtitat, different tactics of how to cope”
(Jordan). In a post discussing classroom manadeinoen September 2012, one
participant expressed, “l am glad to have the apdty to discuss this issue with you
all, since | have already spent some time reflgabin the way | interact with my
students” (Reese).

Another participant stated regarding the conteayiglicability, “I liked being
able to go on [to the forum] and say, ‘Ok, | wamtéad something about . . . | want to
get some information on . . . maybe standards-bgssting, so let’s see if there’s

anything in there and pull it out™ (Jaime). Thopics were also those clearly on the



ONLINE MENTORING’S EFFECTIVENESS FOR BEGINNING TEAERS 77

participants’ mind as demonstrated through a statémade in a February 2013 post.
After | posted a list of seven steps to dealindhwiifficult students and asked participants
if any of the steps were more difficult than thkess, three of the four participants
(Caitlin, Jaime, & Reese) posted back lengthy espliOne participant stated: “I do
recognize that this is kind of just rambling, bdelk compelled to comment since | have
been discussing this topic in other circles!” (Mang,

Participants also commented on the comprehensiweenaf the forum’s content;
one stated, “I didn'’t feel like there was anyththgt [. . .] | wish we would’'ve talked
about or that was missing [. . . The researcherjdieally good job of making sure there
was a good, solid list for us to pick from” (Jaimepwever, because participants were
free to self-direct their development by choosirtgoh topics they wanted to explore,
there was not the feeling of a teacher “lecturiagtudent (Reese); instead, the self-
direction provided “differentiation” (Reese) thaesned “unobtrusive” (Reese) and
“down-to-earth” (Jordan).

Along with the content’s relevance and comprehenssture, there was also the
element of timeliness related to the informati@ne participant described a specific
situation when the year was nearing parent-teaatrgierences, and having very little
experience talking to parents about their childtka,forum was able to provide “the
right perspective” by offering tips and advice, tiractical “nuts and bolts” of how to
prepare and deliver an effective parent-teachefecence (Jordan). In a comment made
on the forum before the same aforementioned paeactier conferences, one participant
wrote,

This article served as a good reminder of posgivggestions and solutions when
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discussing student issues with parents. The twgesigns | found most useful

are: ‘Emphasized partnerships’, which involve acasted effort on the part of

schools to get parents and teachers to work togath@equal partners’ for better
student outcomes; and ‘Homework checking’, in wipelhents are encouraged by
the school to make sure their children are compdetiomework every day.

(Reese)

More often than not, participants stated they chiop&s on the forum that were
most “immediately applicable” (Jordan) to themwtuld go on and click a few topics
and find some articles that | was like, ‘Oh, I'vedn thinking about that’ if something
had been rattling around in my brain” (Jaime). Tafohe participants mentioned
specific articles and discussions related to atesarbehavior management (Morgan,
Reese). Another of the participants commented,

You get to that point where you're like, ‘I've tdeeverything, and | just don’t

know what else to do’. So, taking a step backhforum], there was a ‘Have

you tried this?’ or ‘Have you tried coming at ibin another angle?’ [ ... ] and it
seemed to be just what you were looking for. (Jaime

In a forum comment posted in February 2013, agjpaint provided an example
of this “just what you were looking for” (Jaime) ment:

Thanks for the lesson planning reminder, Sarah.hEndest part of lesson

planning for me is finding time for the review® | am guilty of over planning, as

| always want to cover more depth of content thaotuially have time for.

Therefore, | am often left with just minutes befte bell rings in the production
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state. Given this reminder, | will try to spendeavfminutes at the end of each

class reviewing and discussing the content lear(iteese)

While some participants relied on the material’plegability when choosing an
item to read or video to watch, others chose natebased on the notion that they
looked generally “interesting” (Jordan) or becatssemeone else had posted” (Morgan)
about them; one particularly popular post was &olamwritten by Gorski (2008) in
Education Leadership titlethe Myth of the Culture of Povertyt was read by at least
three of the four participants who generated a emsation that produced 10 more posts
and lasted roughly a month.

For others, the choice was sometimes made bas#t @pinion that something
was important to the field, and it was “kind of @ito see what’s going on in education”
(Morgan). Other topics mentioned as specificalling beneficial were those related to
inquiry-based learning, lesson elements and comypsneooperative learning, and the
Common Core State Standards. At times, thoughewime topics provided valuable
content, the comments made by participants indhei showed a level of anxiety about
what was still unknown to them: “I am really excltand overwhelmed by CCSS. | love
that students are held to an even higher standdedming, but I'm not sure what that
will look like yet” (Jaime).

Another factor related to timeliness was thatpiagticipant had previously seen a
topic and dismissed it as not being relevant, bem tlater discovered a use for that topic,
it was possible to return to that information aedvwaluate its usefulness and
applicability. One participant stated that becanfsg “very specific question”, the

participant “went back to the forum to find the &es or something along its topic”
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(Jordan). Because the information presented witierforum was organized topically by
hashtags, this was an uncomplicated task to complet

Of the participants, one, who also commented orstitgamlined organization of
topics, thought the presentation of such an inetusange of articles and discussions was
“interesting for us to explore and respond to”fd&i. According to the same participant,
the forum was a time-saver because “worthwhiledinfation was provided, and the
participant did not have to research topics arntdtsibugh various resources for specific
information (Jaime).

Further, the online forum provided a format fortamimited number of materials
to be posted; a participant could “pick what yowuntea to read about” (Jaime). The
researcher would post “lots of information [. mybe five things at a time” (Reese)
providing an array of topics at any given readil@ne participant described it this way:

The selection of articles was good. | think if were going to do a face-to-face,

we would've had to pick a topic for the month anerybody read about it and

then come and talk about it. | think the abiliyidok at multiple things at once

was probably a really nice benefit that wouldn'v@avorked in person (Jaime).
Additionally, the forum was not limited to matesair information provided by the
researcher; its set-up allowed participants to pests they found interesting or helpful.
Ownership and Self-Directed Development

One of the initial goals of the online mentorimgum was to allow for ownership
and self-directedness of one’s development. Adlieas one participant stated, the new
teachers participating in the forum were “kind mfifferent positions in terms of how

long they [had] been teaching or what their expexés [had] been” and “what you're
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facing in your class [is] different for someone Vighbeen teaching for four, five, six
years” (Jaime). All of the participants agreed th&s was a strength of the forum, that
being able to click on something that piqued omtention or choosing not reading
something “if it wasn’t something that was terrilohgeresting” (Reese) to him or her was
a benefit over a face-to-face meeting.

Participants were required to post once per weekder to generate
conversation, but there was no requirement speagfgn what participants must respond,
as in some online learning forums. A participamild comment on an original post from
the facilitator, a participant could comment ontheo participant’s reply, or a
combination of both. One participant noted thactire provided choice and allowed for
differentiation (Reese) without being too “top-ddwWReese). The ability to choose
articles that were “immediately applicable” (Jorflemone’s teaching helped each
teacher explore areas in which they were interestéelt they had need for growth.

One teacher noted the opportunity to explore of@bemmon Core State
Standards and further stated, “[The forum] reaiped me make sure | was doing
backward design and looking at the standards aimgygmm there and really looking for
what my kids needed” (Jaime). Whereas one tedelieirawn to standards-based
grading, project-based learning, and the Commorr Staite Standards (Jaime), another
felt “disjointed” from conversations on such toparsd focused more attention on her
content and on how to best facilitate the learmhthat content (Morgan).

Another way in which participants felt they coslelf-direct their learning and aid
in the growth of their peers was through their gmasts (Morgan). Although that had not

been part of the researcher’s initial considerati@md although it did not occur
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regularly, the possibility of participants postiagicles they had come across and found
interesting or helpful was present and at leastpamgcipant noticed it (Morgan).

It is important to note that although each paraai felt they were able to self-
direct their professional development, three offthe noted that if their participation
had been more consistent, they would have felt mewgership in the process: “I feel
like | could’ve [had more ownership . . .] if | winlve fully participated [. . .], if | wanted
to actually put some time into it” (Morgan). Fueththe participant continued, “[I]f you
wanted to get something really big out of it, itilatake some time, and | didn’t feel
like | had a lot of time” (Morgan).

One concern of the researcher, which was alsaitigiio the research, was the
supervisory nature of the relationship betweerptimaary researcher and the study
participants. Three of the four participants, thlouagreed that the researcher’s position
was not influential in either the number or quabfyposts they wrote: “[The researcher
is] a very approachable person, and | never &t [ilOooh, | shouldn’t . . .” anymore
than any other professional that | was writing kalidn’t think, ‘[she’s] my principal, |
shouldn’t type this”” (Morgan). Another stated,dbn’t know that I tied it into an
‘important authority figure’ is watching over youdidn’t feel scary in that sense”
(Jordan). Contrarily, one participant noted ireaatiption of difficulties faced during the
first year of teaching, “it was okay to talk absoime of those things, but obviously you
don’t want to make yourself sound like an incompetaoron, so we did have to be

careful because she was an administrator” (Reese).
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Participation

Overall participation varied depending on the ipgrant; one participant went
above and beyond the minimum requirement of twaipgs per week, sometimes
posting as many as five times (Reese), whereadi@nan the other end of the
participation spectrum, only participated four terteroughout the entire study (Jordan).
However, although there were differences in thelle¥ participation from person to
person, there were some similarities that were hyaot noting.

First, all participants made reference to parétipy in the online forum as being
“one more thing to do” (Morgan) or “another thing my plate” (Jordan). Because of
the overwhelming nature of being a first-year temchany times the forum was
relegated to the “bottom of the list” (Jordan) a$ks to complete. Further, three of the
four participants were in close physical proxintiyone another within the building, so
the conversations that might have taken place emtirthe forum were taking place
organically in the hallways or in grade-level, eam-level, face-to-face meetings. One
participant noted the following regarding the forparticipation: “[T]here were so many
new teachers in the building this year, and weaditled to each other so much, there was
this feeling of, ‘Oh, | just talked to you abouathi (Jaime). Another remarked,

| was having those conversations outside of thenfoface-to-face with my

teammate and with the other [participant] in sigthde a lot, and | was having

them with my mentor, so it just felt like [. . .kay, now | have to type it online.

(Morgan)

Perhaps because conversations were happeninglitime and there did not

seem to be a need to seek out answers for questiorgetting” (Jordan) to post to the
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forum became a common issue of participants (Jofdangan, Jaime). One
participant’s forgetfulness was described as such:

[l]n the beginning of the year, of course, it'slBeosy; and then, it just felt like

once a week, | was like, ‘Okay, now this week Id&v do this . . .” and then a

couple more weeks got away from me, and | felt lkahdad. (Morgan)

Because participation in the forum could be descti@is generally inadequate,
collegial dialogue, although encouraged, was ateatty limited within the forum:
“[V]ery rarely would anyone comment on other papants’ comments [. . .] The
facilitator would respond, but it wasn’'t an opealdgue between the teachers” (Reese).
When dialogue occurred, one participant describad being “a little stilted”; the
participant continued by saying, “I don’t feel likee talked online the way we would in
person[...] It was a little academic, not athantic as real communication” (Jordan).

However, one participant in an effort not to sotma “jargon-y” or weigh down
a comment with too many “buzz words” (Jaime), statetend[ed] to respond a little bit
off the cuff just because | [felt] like it's moreigentic” (Jaime). The participant made
the effort in the hopes that the others would radpa the same way: “l want to hear
other people’s authentic feelings about this artdust what you think you're supposed
to say” (Jaime).

An additional barrier to communication was the fege between comments; the
lapses made one participant describe the dialoglbeiag too “formal” of a process:

| think you can cover more in a 30-minute discusghan if you post, you wait

awhile, someone else posts back a sentence whegeh&éme. Whereas, | think

an around-the-table would be much more focuseds’ drioe able to go much
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more in-depth; it's immediate, and there’s immegliatnteraction instead of post,

wait a night until someone posts another sentdhee, | post a paragraph, then

they post another couple sentences. (Jordan)
Moreover, because there were many topics from winicihoose and many articles,
videos, and/or resources within each topic, padicts, when responding, were all
responding to different areas: “[W]e’d respond iftedent things a month apart, and |
would look at hers and say, ‘Oh, that was a goodtmago,” and it's not the same
conversation anymore” (Jaime).
Analysis of Being Online

As before mentioned, all of the participants heglus online learning
experiences during their undergraduate and/or gtadaarning, so it was possible for
them to compare their previous experiences to ¢heteachers’ online learning forum
and evaluate it in regard to what they consideusgessful. There were some aspects
that participants appreciated, such as the autoreatail reminder that was sent out
when someone in the forum posted (Morgan, Ree3#)ers commented they valued the
ability to watch posted videos (Morgan, Jaime)ne@njoyed the ability to work at one’s
own pace and work from home on a Saturday ratlzer #ldlding to the workday (Jaime).
Finally, another noted the amount of informatiow#s possible to provide: “I wouldn’t
be able to collect all the resources, whereas enjiou can keep nine articles about this
thing in one spot and know where to look” (Jordan).

Nevertheless, there were aspects that the pamitsgelt did not help the forum

be successful. One aspect was the seeming latcotintability (Morgan, Reese):
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[Being online] doesn’'t seem like you need to dasitmuch to me because you
never really see anybody and you never really@eet to sit down and talk
about it and feel a little bit of pressure to dmgfs. (Morgan)
Another of the participants noted, “[l]t was almestconvenient [. . .] you could just
forget it” (Reese), and another stated, “I typigétirgot about it quite often” (Jordan).
One participant as a means of explaining consideratilvation and its role in the
participants’ participation: “[T]here’s nothing exisic you can hold over a teacher’s
head. It's the ‘or what?’ that’'s missing [. .’s]Jtmore about motivation and what can
you do extrinsically if they’re not intrinsically otivated to do it themselves” (Morgan).
As an interesting aside, one participant expresa&tdalthough all of the
participants had online learning experience poahis study, perhaps one problem that
complicated the online forum was that as a cultilvexe is still a transition taking place
between traditional methods of learning and advaiucoenputer-based learning
(Morgan):
[M]aybe a tenth of my education was using onling,Wwe're not totally that
online culture yet. | think our kids, they’ll get college and everything will be
online; books will be online, everything. Like whewas in college, | still
printed every single thing | had to read, you knew)'m not really in that spot
that everything for me 1 like online, if that make=snse. | still like pencil and
paper, and | think | like meeting face-to-face” (igan).
Participant Suggestions for Further Study
As the school-level teacher mentoring program ealitinue to exist in either the

online format or some other, the participants vasieed to make suggestions they felt
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would improve the program’s successfulness and mganess. A common suggestion
was to hold a regular meeting with a pre-determiogtt (Jordan). This would, in one
participant’s view, possibly help to create moréhautic discussions and ones in which
people would be “able to go deeper than line Hare there” (Jordan). Another
participant when suggesting a face-to-face meeatxmiained, “[T]hat's what | like,

talking to everybody [. . .] to hear what they'r@mly and how they’re using new
standards in their classroom” (Jaime). Yet anoslagt a face-to-face meeting would
cause participants to “feel connected” (Morganingshe online forum, participants
were “kind of disconnected because [they were]irgpih cyberspace” (Morgan).

It was unclear what the participants deemed agylteg most appropriate
guantity of time spent in face-to-face meetings participant felt that a weekly meeting
would be appropriate (Jordan), however a more comsaggestion was one time per
month (Jaime, Reese). What was clear, thoughthedas face-to-face meeting, because
of its “clear deadline” (Morgan), would provide thecountability the participants felt
was generally lacking in the strictly online for§dordan, Morgan).

Another recommendation was having the teacherisiong participate in the
online discussion in order to broaden and add moiees the conversation: “It would've
been nice if our mentors, maybe, or some otheos@eiople from the building had been
responding, too, to get their perspectives [].it would be nice to get feedback from
them” (Jaime). If the mentors choose not to pgrdie, and in this study they could not
be required to participate, an additional suggestias to offer the forum to other new

teachers outside of the school (Morgan).
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Because some participants felt that the requir¢mievo posts per week was too
intensive (Jaime), one participant suggested thigeabeginning of the school year, the
forum topics should be limited, “maybe two or thteestart off with” in order to “get
more conversation going” (Jaime); then, in theipigrdnt’s thoughts, the forum could
“expand [ . . . and patrticipants could] come uphaitiggestion like, ‘Oh, now we’re
interested in this’ or ‘We were talking about thigdaime).

Perhaps important to note, none of the particppanggested discontinuing the
forum. They did, however, provide suggestionsaf lto otherwise utilize it. One
participant suggested “having the resources onlam&l’ using the forum as a supplement
to face-to-face meetings (Jordan); others, thosgggested the face-to-face meetings as
a supplement to the online resources (Morgan, JdReese):

Maybe once a month meeting with the expectationhttiteanew teachers had read

two or three articles and were prepared to dishogsthose articles or their

content or methods relate to teaching and reflestan that. Or, here are some
guestions to consider that we should discuss whemeet (Reese).
Administrator’s Role as Facilitator

The role of the administrator in the facilitatiohtbe online mentoring program
was complex. From the beginning, | very much wdrntemaintain the one-size-does-
not-fit-all approach that was the cornerstone efrébsearch as well as my own teaching
and leadership philosophy:

Like students, not all beginning teachers will Hérfeom the sit-and-get meeting

method where information is regurgitated to thdnstead, we in administration

need to think toward differentiating for our neva¢iers as if they were our
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students, not only benefitting them in providingfus information in a timely

manner but also modeling for them both differerdgraand the implementation of

technology into daily classroom use. (Moran)

To begin, to facilitate the forum and ensure engags in collegial dialogue, it
was necessary to set a requirement for a minimumbeu of posts per week. This
caused an initial dilemma for the facilitator besawf her background teaching online
learning courses; to maintain a dialogue, postd meisnade, but requiring too many
posts might have caused participants to be ovesliatl don’'t want to assign too many
posts and require too much time to be spent ofotluen; | don’t want this to become a
burden to new teachers who already have a lot@n plates” (Moran).

As the facilitator, | was also challenged to fintlckes and videos that were
relevant and high quality that addressed the aneased of development as identified
through the survey periodically provided to pagarts throughout the year. One aspect
of this challenge that | had not anticipated wasdbncern of not meeting the teachers’
needs: “I'm searching and finding interesting de¢ but I'm not sure that what | think is
interesting is what they will find interesting” (Man). This perhaps caused me to “over-
post” (Moran), to put up too many articles becausas not sure which article would
best serve the needs of the teachers. In thetoagirthis over-posting along with
confusion about what exactly they were supposedad caused the teachers confusion.

The limited number of participants later createolyems, though. First, because
of the extensive list of topics and many articlet#es posted under each, the participants
did not necessarily dialogue on the same topiesgmting the interaction that was

desired. As time progressed, the participantlle¥ dedication also waned, and the
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number of posts became fewer and fewer, addiniga@lbsence of interaction. Although
reminders to post were given to participants bo#tlypand through email, the
participants were never able to fully experienaedlalogue of online learning because
of the minimal number of posts. Because the progkas non-evaluative, there was no
way to compel the participants to meet the requémes
There was, in my opinion, a fine line at times badw facilitator and
administrator. Although, as also noted by theipi@dnts, there were not any
disconcerting situations, the leader-subordindtgiomship was always a consideration
of which | was cognizant. In a reflection desardbithe meeting during which the first
survey was administered and forum requirements watlened for participants, |
described a concern that plagued this research:
| wish | had asked the mentees for permissionge the conversation. However,
| also did not want the mentees to feel like | yuaiging their comments or that
their comments would be ‘used against them’ latgter all, our mentees are
currently in a precarious situation [. . .] a mahbift in employees since many of
the teachers in the closing school are tenurectartdied to teach K-6 or K-8.
What that means for our mentees is that their @ag-gontracts may not be
renewed at the end of the school year. Goingtheto jobs, they were well aware
of their status as employees on one-year contriagtst the same time, that status
has never before in the district been an intimidpatactor as most of the one-
years are renewed. That may not be the caseifoyehr, though. If there were
ever a time for a first-year teacher, beginningxperienced, to be nervous for

their job position, it would be now. As such, exare is doing their best to show
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their value and may not want to admit to any weakas. In terms of a learning

community, this is not the best scenario. (Moran)
Conclusion

The purpose of this chapter was to present anlgznthe data collected after
implementing an online teacher mentoring progrdrnis program was based on research
indicating best practices—Chapter Two—and therofedld a procedure utilizing those
characteristics in an online teacher mentoring ramg—Chapter Three. To ensure the
accuracy and validity of the researcher’s conchusidwo forum participants were asked
to review the findings. Lastly, based on the red®a’s conclusions—Chapter Five,

changes were made to the following year’s buildengel teacher mentoring program.



ONLINE MENTORING’S EFFECTIVENESS FOR BEGINNING TEAERS 92

Chapter Five: Discussion and Reflection
Overview

This case study was an action research proje@daanidentifying effects on and
experiences of those involved in an online leardargm used as a method of new
teacher mentoring. The program lasted one scleml gnd was evaluated using a survey
executed at the beginning, middle, and end of da g@s well as individual interviews
conducted with each participant. Based on thermédion gathered from the surveys and
interviews, both strengths and weaknesses of ihgrgm were identified and later
employed to implement changes for the followingogdlyear’'s new teacher mentoring
program.

Discussion
Research Question 1: What, if any, are the effefciscluding an online learning forum
in one school district to modify the traditionabtdher mentoring program?

Based on the data collected through the Views actlRe Questionnaire and
participant interviews, the effects of including@miine learning forum to modify the
traditional teacher mentoring program were gengsaken as positive. The participating
teachers were originally asked to complete the ¥iew Practice Questionnaire in order
to identify areas of practice on which to focudese focus areas were used to develop
the content of the online forum the participantaed for this research. From that, 12
areas were identified for professional developméie of those areas identified for
development saw minimal growth: (a) serving asdroaate for students, (b using
technology to help students achieve, (c) diffeadmtg instruction, (d) using questions

and discussion techniques, and (e) establishingiymsgelationships with
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parents/families. Four more areas identified ®relopment saw strong growth: (a)
teaching students with special education needofimmunicating with parents/families,
(c) approaching and working with administrators] &h) managing the demands of my
teaching life along with my personal life.

Two of the remaining three indicators denoted ragirowth: (a) creating
authentic assessments and (b) maintaining acawededs of learning. The last
indicator, adjusting for individual differences angostudents, saw neutral growth from
three of the four participants but negative grofatim one of the four participants. As
stated by the participants, the reasons for neatraégative growth could be as simple as
not knowing how they had scored themselves preilyarsnot accessing the forum
frequently enough to be an active participant. Divthe four participants also noted that
although they felt confident in their abilities ggiinto their first year of teaching, putting
theory into practice was harder than they had ipatied.

Although it was impossible for the online learnfiogum to meet the first two
functions of a formal mentoring relationship aslioed by Sosik, et al. (2005)—
psychosocial support/camaraderie and modeling ld\ders/values—the above synopsis
of the nine areas that saw minimal or strong grawticate the online learning forum
was able to provide career development. The omdinen also provided an experienced
and trained mentor to all of the new teacher paditts, ensuring that if any one of them
had been paired with someone they found unsatsfgdahey would always have one
individual on whom to rely for professional support

One aspect that was disappointing was that thecmation in the forum was

generally lacking; only one participant regularlysped and attempted collegial
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conversation, two participants were more sporaid, the fourth was almost entirely
absent from the forum. However, knowing that neachers can often be overwhelmed
and in a state of emotional exhaustion (Listoralet2006), it is hard to determine
whether the lack in participation was due to anassith the forum itself or whether, as
one new teacher stated, it was just another “tharghis “plate” (Jordan), something that
was easy to delay or dismiss altogether because Was no consequence for
nonparticipation.

For this particular participant, a face-to-face tmgewould have been more
effective than the online learning forum. Wherumatpting to determine whether there
were outside factors that may have played a rolesmarticipation, none could be
immediately detected. His workload was similatite other participants as well as his
extra-curricular duties. He had online learningenences prior to this research and the
same amount of teaching experience as two of ther tlhiree participants. So, in a post-
research conversation, | asked the participantpéaen candidly why he had not been
more active in the forum; his response was thatdhen and its requirements were “just
not as important” as ensuring he had solid lessamspand knew his content well
(Jordan). When | suggested that perhaps the iofed development could have helped
with that, he agreed that it could have helped dolgied that he “couldn’t see past the
‘right now’ of what was going on” in his classroqdordan).

The lack of participation was a problematic issuetiie forum. Although the
forum was meant to be more convenient, and by smoeunts was, it was also meant to
help professionally develop new teachers througtimit first year of teaching. If

someone chooses not to participate, as in this taséorum is unable to support a
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person’s professional development needs, and feetiekness of the forum would be
unrealized.

Research Question 2: What is the administratorle o the creation and facilitation of
an online learning forum for teacher mentoring?

My role as the administrator as well as the maderareator, and facilitator of
the online learning forum was complex. Palloff &rdtt (2011) posited that trust must
be built in an online forum and Collison, et al0QB) talked to the necessity of building
community in order for effective learning to occiHowever, both of these tasks were
difficult as the new teachers participated only imialy in the discussion boards. To
build trusting relationships, | had to make effartgside of the forum to meet and speak
with the new teachers; this, however, would be igsfide in some online learning
situations.

The role was also complex because, although | didlimectly supervise any of
the new teachers, they were still subordinate to M@ matter the amount of trust and
community that was built, they were still awarenof role in relation to theirs. However,
as noted by the participants, they recognized thwk Wdid to ensure | provided materials
that were relevant and timely to the new teachsesds; this seemed to be appreciated
by the participants. As previously noted, thewdeon Practice Questionnaire was first
used to identify topics the teachers self-iderdifs requiring professional development.
The questionnaire was given again at the mid-yeantpand its results, along with
conversations | had with the participants throughbe year, were used to modify and

add to the content posted to the forum.
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Research Question 3: What is the experience ah@rgee in an online mentoring
program?

The experience of the mentee in this online mamggerogram often reflected
aspects of previous research, both positive andtiveg First, the program aided in the
career development of the participants as it preiad structured but personalized
approach to learning. The topics within the fonware seen as relevant (Jordan),
comprehensive (Jaime), and able to be “immediatedd or applied” in the classroom
(Reese). The questions asked by the moderatohalped the participants to be
reflective and relate the content to their own eght

[The moderator] would ask a question like, ‘Wha some ways you could see

yourself incorporating this in the classroom?’ akthw can you apply it?’ So it

[wasn’t] just respond like, ‘What do you think alb¢kis?’ It was a good method

of questioning. (Reese”)

This ability of the online learning forum to mertlividual needs is critical for
teachers because they all have different areasevfgih and weakness when entering the
profession and thus need professional developmatifferent areas. The structure,
though, is important, too, because as Grossmamawid noted, teachers who received
mentoring “generally have higher levels of job Sfaittion, commitment, and retention
within the profession as well as larger studenteadment gains” (2012, p. 55). Further,
because the participating teachers could selectabeas of study, commenting on what
they found interesting and, if necessary, doingamesearch, they were able to take more

responsibility for their own learning needs.
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However, although the individualization may be veglras a positive aspect of the
forum, it may also be perceived as a negative e n that the ability to become
immersed in one’s own area of study could leachtsalation of one or more
participants. Isolation, in turn, could hinderlegial dialogue, thus perhaps limiting the
amount of learning that is possible.

Another limiting factor of the forum was that fayree, the absence of face-to-
face communication, the inability to network withsthadow one’s colleagues, was
disadvantageous. One participant noted that héheldiscussions “would be more
authentic and be able to go deeper than a ling hdiee there” (Jordan) if they had been
in person rather than on a discussion board.

Another point that cannot be overlooked is theitg#iat the four participants of
this study were in close proximity of one anothemeell as their school-assigned mentor
teachers. This convenience may have led to meperson conversations and fewer
online dialogues between colleagues than if thenfohad spanned several schools or
districts:

It seemed like I'm standing right next to Jaimed aow we have to go comment

on each other online. It's just, to me that seemétlle silly. Every other time

I've been in an online forum, it's with people Irdbinteract with on a daily

basis. (Morgan)

However, while limiting for some, the flexibilityfavhen and where one accessed
the forum provided an “unobtrusive” avenue to l@agr(Reese), allowing for time to
reflect and gather one’s thoughts so that whenresigonded, “you got what | was really

thinking and feeling” (Jaime). Also, having somearther than their assigned teacher
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mentors allowed the participants to study and asstijons related to “bigger picture,
philosophy of teaching type stuff,” whereas thagrssd mentors were more often asked
school-specific questions (Reese).

Implications for Further Study

This study provided a general context for one exarapan online, new-teacher
mentoring forum. From this context, other schanésy begin to plan their own online,
new-teacher mentoring programs. However, aftemamination of the results of this
study, there are several recommendations to be fadi@ther study. While this study
would have been improved with a comparison group téd traditional, face-to-face
meetings, the potential pool of participants waslage enough. In addition, the
number of new teachers in a building fluctuatesifgeear to year; the year prior to this
research, for example, there were no new teachengibuilding.

First, for an online mentoring program to be effecwith new teachers, it may
be beneficial for the program to be mandatory. ®@aakness of this study’s online
learning forum was that the participants were askduk self-motivated and participate
out of a sense of personal commitment. Of the pauticipants, only one, in the
researcher’s opinion, utilized the forum to itddat; even then, because others did not,
the teacher had a difficult time dialoguing witHleagues. There was no tangible
consequence for nonparticipation; however, nongpgtion by several participants, as in
this case, perhaps minimized the amount of leartiagcould have been possible. One
way in which to encourage a minimal level of pap@tion would be to note it in a new
teacher’s evaluation, perhaps under a categoryasi@hifilling professional

responsibilities.
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Another recommendation would be for the programseiove a minimum number
of participants. Having only four participantstims program limited online conversation
and perhaps limited the amount of learning thatdcbave been possible. By including a
minimum number of participants, maybe 8-10, mowdgssional dialoguing could have
occurred. Itis further recommended to have mioa@ bne mentor teacher also
participating in the program. Each mentor teaetmuld bring additional and varied
experiences to the forum, thus allowing for gre&arning for the participants. For
schools that are limited in either the number aof te@acher participants or mentors
available, it is also recommended that a largepsd® investigated; schools could create
new teacher networks in which a similar online méag structure could be possible.
School districts, especially those that are smalhose that because of location traveling
is difficult, could combine to form such networksdadraw on the wealth of experienced
teachers in all areas.

Further, it is worth noting that online learningnist for everyone (Snyder, 2013).
Motivation and interest in the online forum mustdresent, as above noted. However,
online learners must also be organized with thesie t have a basic amount of computer
savvy, and have a level of reading comprehensianaltows for critical reading and
responding (Snyder, 2013). If new teacher pawicip do not meet those competencies,
they may need additional structures, like one-oa-conferences or face-to-face group
meetings, put in place to ensure their development.

Changes Made for 2013-2014
Research demonstrated that for as many advaresgbsre are for online

learning, it's not a style that meets the needsvefyone (Snyder, 2013). In the case
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study of this action research, although the bemefibnline learning were replicated,
there were also aspects that proved ineffectivealleviate these issues, changes were
made during the 2013-2014 school year. There WisFegarticipants during the 2013-
2014 school year; two of the participants werengirtsecond year of the new teacher
program, one was an experienced teacher who wasane district and building, and
two were brand new to teaching.

Although one of the benefits of the online forurasithe participants’ ability to
work at their own pace and when and where theye;htbe minimal time spent in face-
to-face meetings also seemed to lead to a lackaouatability; if a participant chose to
rarely participate, there was no recourse. Tomadcke accountability, a monthly face-to-
face meeting was scheduled (Appendix E). As oiMhaech 18, 2014, meeting, all five
participants had attended each of the monthly mgeti However, care was taken when
crafting the meetings not to return to the status, tput rather to employ the aspects of
the online forum that the teacher participants tbuseful and effective. In addition, the
online forum itself was maintained, although pap@ation was optional.

First, as the researcher, | felt it imperativenaintain the level of self-
directedness that existed within the online fordmlso wanted to ensure, though, that
the new teachers were prepared for the topics ast®that occur yearly within a school
such as parent-teacher conferences and state stmadbtesting. Based on participant
interview data, it was clear that participants wedoée to guide their own development;
however, because of this self-directedness, theteaghers may not have felt it
necessary to read about those yearly occurringtewéthin the school. This was an

aspect of the online forum I felt was lacking. &aommodate both self-directness and
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assigned topics, a schedule was prepared at theniiegy of the school year that outlined
the topics to be addressed at each meeting, buethdeachers were responsible for
bringing in articles within the topics that they wid share with each other and use as
catalysts for conversation. This allowed teaclstigpants to be self-directed and to
explore within their interests but still providganeralized structure for the group.

With the variety of topics available from whichdboose on the online learning
forum, teachers were often responding to diffetepics than their colleagues, causing a
lag or total disconnect in collegial conversatianpther ineffective aspect of the online
forum. The structure embedded into the 2013-20t4ram allowed for teachers to be
on-topic at the same time. An added benefit wasriterdependence this structure
provided; the teachers reported they felt respdms$tbeach other and realized that the
guality of their meeting was really dependent aneffort they provided. When the
teachers sat in a room together, they knew theyoduael asked to weigh-in on whatever
topic was being discussed.

As recommended by two of the 2012-2013 particip@vitsrgan, Jaime), the new
teachers’ mentors were also invited to participateoth the online learning forum as
well as the monthly meetings. However, none ofrtiemtors chose to participate. The
forum was also opened up to new teachers in a neahwol district; however, they, too,
chose not to participate.

Most importantly, the online forum was kept up andning throughout the 2013-
2014 school year. Teacher participants were trgmst to the forum, and | as the
moderator posted frequently. Much of the traffie site received was during the weeks

prior to a scheduled meeting as teachers prepheadarticles for presentation.
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However, collegial conversations were minimal, &dall intents and purposes, the
forum was used more as an article database thateasning forum.
Conclusion

The purpose of this chapter was to discuss tHeatetl data and their
implications after implementing an online teach@ntoring program. This program was
based on research indicating best practices—Chapter—and then followed a
procedure utilizing those characteristics in anmenteacher mentoring program—
Chapter Three. The data was presented and anah@bdpter Four—and lastly, based
on the researcher’s conclusions, changes made toltbwing year’s building-level
teacher mentoring program were described.

This research reflects the idea that the worlthenging, and as an educational
system, we, too, must change. We cannot contintietiie status quo that has teachers
fleeing the profession. The global economy, wisit‘dramatic acceleration” of
competition and collaboration (Bellanca & Brandd1@, p. xvi), and the ever-evolving
domains of information and communication technaegboth direct attention to the
need for teachers who are better equipped to astaplearn in order to meet changing
student needs. To be able to produce teacherswilha turn, be able to produce
students who are prepared for the 21st centurynug& experiment with new avenues of
continuous learning that allow teachers to grow @evklop, and we must find new ways

to support and nurture teachers in order for thelmetome the best teachers possible.
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Appendix A
Beginning Teacher’s Views on Practice

Survey

Name Date

Consider your current level of comfort in eachlod following areas. Be as objective as
you can in your responses; they will help guideitis¢ruction for the remainder of the

year.

1: | have no idea how to do this.

2: Someone has talked to me about this, but | donieally know how to do it.

3: I know about this, but I still have questions. [Feel free to list a question beside this
item.)

4: | feel | have a good grasp of this concept.

5: | believe | could teach others about this concep

Students Comments
establishing individual rapport with stugent
identifying individual differences amongdstnts
developing caring relationships with my stid
motivating students to do their best

serving as an advocate for students



ONLINE MENTORING’S EFFECTIVENESS FOR BEGINNING TEACERS

Planning
6. using the curriculum to guide my

planning/instruction

7. planning daily lessons

8. planning units of learning

9. planning summative assessments of learning

10. sequencing activities within a lesson/unit
Lessons

11. using a variety of instructional methods

12. adjusting for individual differences among
students

13. pacing my lessons to avoid student boredom o
frustration

14. using technology to help students achieve

15. maintaining student engagement

16. differentiating instruction

17. maintaining high expectations for all stugen

18. connecting the content to prior knowledge

19. connecting the content to read world expeeg

20. using various learning modalities to engage

students

112
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21. teaching students with special educatioeadis

22. adjusting a lesson in the midst of it to tnseedent
need

23. teaching reading within the context of miyject

24. teaching writing within the context of mymgct

25. using questions and discussion techniques
Assessment

26. formatively assessing student learning

27. summatively assessing student learning

28. creating authentic assessments

29. maintaining accurate records of learning

Classroom Management

30. managing class time
31. managing classroom behaviors
32. establishing class routines

Parents/Families
33. communicating with parents/families
34. establishing positive relationships with

parents/families
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Self Reflection
35. reflecting on my own performance

36. reflecting on lessons taught

Interpersonal Work Relationships

37. approaching and working with colleagues

38. approaching and working with administrators

39. approaching and working with other staff

40. collaborating with colleagues

41. reflecting on my performance with colleagues

42. exchanging ideas with people with whom Ikwor

43. engaging in reflective conversation with my
mentor

44, going to my mentor with problems/issuesay t
occur
Other

45. organizing myself and my resources in ciaéee

efficient and effective
46. managing the demands of my teaching lifegalo
with my personal life

School

114
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47. general school procedures (attendance,raagui

supplies, required forms)

Technology
48. using technology to communicate effectively
49. utilizing online learning forums
50. evaluating the credibility of online souroés
information
51. accessing other people’s digital spaces (i.e

Facebook, Twitter, Class.io, etc.)
52. creating my own digital spaces (i.e. Fackboo

Twitter, Class.io, etc.)
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Appendix B
New Teacher Mentoring Action Research Using an Onie Learning Forum

Sarah Moran

Project Description: This action research is designed to explore #refits and
drawbacks of an online learning forum in conductiegcher mentoring. For
approximately nine months, new teachers in oneddistrict will participate weekly by
posting questions, responses to articles, etopicg provided in an online learning
forum. Throughout the school year, teachers valsbrveyed to self-report on their
professional growth. At the end of the school yezachers will be interviewed to assess
their views and attitudes toward online mentoriighen reported, all information
regarding the school district as well as the teechnevolved will be kept confidential,

and the district and participants will be identifienly by pseudonyms in the dissertation

text.

Procedure and Risks: | would like to record the interview, if you arellivig, and use
the tapes to write transcripts to be analyzed && dawill record the interview only with
your written consent, and will ask that no persadeahtifiers be used during the
interview, to ensure your anonymity. Please fes fio say as much or as little as you
want. You can decide not to answer any questiotg stop the interview any time you
want. The tapes and transcripts will become tlopgnty of project. The recordings and
recording-transcripts (or copy of notes taken) Wdlkept anonymous, without any

reference to your identity, and your identity via# concealed in any reports written from
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the interviews._There are no known risks assodiatiégh participation in the study.

Benefits It is hoped that the results of this study Ww#nefit the school district and its
teachers through providing greater insight intoaresa of teacher mentoring, specifically

the use of an online learning forum to modify tiierent method.

Cost Compensation:Participation in this study will involve no costsmayments to you.

Confidentiality: All information collected during the study periodivibe kept strictly
confidential until such time as you sign a releaseser. No publications or reports from
this project will include identifying informationnoany participant without your signed
permission and after your review of the materidfs/ou agree to join this study, please

sign your name on the following page.
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New Teacher Mentoring Action Research Using an Omle Learning Forum

l, , agree itaterviewed for the project
entitled New Teacher Mentoring Action Research gsin Online Learning Forum
which is being produced by Sarah Moran of Lindenavbimiversity.

| certify that | have been told of the confidentyabf information collected for this

project and the anonymity of my participation; thaave been given satisfactory
answers to my inquiries concerning project procegiand other matters; and that | have
been advised that | am free to withdraw my conaedtto discontinue participation in
the project or activity at any time without prejoel

| agree to participate in one or more electronycadkcordednterviews for this project. |
understand that such interviews and related méeni#l be kept completely anonymous
and that the results of this study may be publishexh academic journal or book.

| agree that any information obtained from thissegsh may be used in any way thought
best for this study.

Date

Signature of Interviewee

If you cannot obtain satisfactory answers to youestions or have comments or
complaints about your treatment in this study, aoht

Lindenwood University School of Education
Department of Educational Leadership

209 S. Kingshighway

St. Charles, MO 63301

636-949-2000
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Appendix C
Case Study of Online Mentoring’s EffectivenessBeginning Teachers

Survey Questions

1. Previous to this online learning forum, had you ever taken an online learning
course?
a. If yes: Please explain how much experience you previously had.

2. Generally, what were your initial thoughts when approached with this type of
learning experience?

3. Do you remember any initial problems or areas of confusion with the forum that
needed to be worked out in order for you to move forward?

4. How often did you log-in and participate in the online learning forum?
a. Was that a rather consistent figure over the course of the school year or
did it increase or decrease at any time?
b. If yes for either increase or decrease: Please explain why that occurred.

5. What did you like or dislike about the format of the forum (i.e. the layout,
content delivery, use of hash-tags, boxes in which to post, etc.)?

6. Were your professional development needs met by the topics presented in the
online forum? Why or why not?
a. What other topics should have been represented?
b. What topics should have been left out?

7. Were there any strategies, tips, advice, etc. from the online learning forum that
you were able to implement into your classroom?
a. If yes: What were the results?

8. Did you feel that you had ownership in your own development?
a. Was being able to self-direct your development a pro or con of the online
learning forum? Please explain.
b. How did you select what to read and/or respond to?
Were there topics you never looked at?
i. If yes: Please explain why.

9. Did you feel there was enough social interaction within the discussion boards?
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a. If yes: What did you like or dislike about the interaction?
b. If no: Does there need to be more social interaction? (If yes: What could
be done to increase the social interaction?)

10. Please explain any challenges you faced throughout your online learning
experience.
a. How did you deal with those challenges?
b. Were there any specific strategies you used?

11. What were the strengths of the online learning forum?
a. Were there benefits to the online learning forum that would not have
been possible in a face-to-face meeting situation?

12. What were the weaknesses of the online learning forum?
a. Would any of those weaknesses not have existed within a face-to-face

meeting situation?

13. What suggestions would you offer to improve the online learning forum?
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Appendix D
New Teacher Online Learning Forum Topics and P8stamary

Topic Initial Posts Follow-up Fosts
Articles 9 13
Reflections ] 1
Technology 1 !
CCSS 1 1]
Families 4 17
Classroom Management 6 14
Students
Lessons
Planning
Assessment 5 4
Cooperative Learning Strateqgi
Writing Everywhere3 B D
Professional Development 3 10
New Teacher Questions 2 3
Grading 1
Teacher Handbook 1 0
New Teacher Powerpoint 1 0
Total Posts 8p 133 213
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Appendix E
Teacher Mentoring Program 2013-2014 Outline
Purpose:to improve teaching and learning so that all stislenay be successful

Participant Requirements:

1st year teachers 2nd year teachers

XXXXX XXXXX

XXXXX XXXXX

XXXXX XXxxX (optional)

Class.io access Class.io access

Attend monthly meetings Attend monthly meetings

Views on Practice Survey (initial, middle, end)District year 2 teacher mentoring
District year 1 teacher mentoring

Dates of meetings:
August 27
September 24
October 29
(Nov)/Dec 3
January 28
February 25
March 18

April 29

May TBA

Time: 3:00-4:00 p.m.
Location: primary—Library “back room”, secondary—Main Officenference room

Tentative Topics:

August—data teams, grading, student issues/classna@nagement, planning, class.io
September—parent/teacher conferences, parent coitetion

October—instructional methods, differentiation, weating to prior knowledge
November/December—technology, assessment

January—self-reflection, time/life management

February—maintaining student engagement

March—MAP testing/EOCs

April—Awards/Farewells

Mentors’ Participation:

Ideally, mentors would be able to attend meetimgs@ovide input and suggestions as
necessary. This is an opportunity to collaboratklaarn from each other, whether
novice or experienced.
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