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The purpose of this study was to conduct an investigation of the meanings novice 

high school assistant principals have constructed from their experiences to comply with 

Texas Administrative Code, Title 19 Part 7 Chapter 241.20, which requires an induction 

period for all new campus administrators. This study focused only on the mentoring 

aspect of the induction program. This study was not designed as an evaluation tool for 

the purpose of assessing any particular district’s mentoring plan for its new principals, 

nor was it designed to evaluate the state statute. This study was about how a state statute 

on mentoring has been experienced by novice high school assistant principals and the 

resulting apparent effects of different strategies on the personal growth and learning of 

the novice high school assistant principals. This is a qualitative study with a sample 

selection that was nonrandom, purposeful, and small. Grounded theory anchored the 

data analysis process as the researcher examined emergent themes. This careful 

inspection and analysis of the mentoring component of the induction year for novice 
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high school assistant principals will pave the way for further studies in the new wave of 

mentoring. 
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Chapter One: Introduction 

Context of the Problem 

Public schools seem to be in a state of constant turmoil, scrutinized under the 

watchful eyes of policy makers, legislators, and local constituents, and living under a 

myriad of accountability measures. Not surprisingly, school leaders, particularly campus 

principals, describe their jobs as stressful, time consuming, and almost impossible to 

accomplish. At the same time, school district superintendents, Boards of Trustees, and 

hiring departments lament the lack of qualified applicants for the position of campus 

principal.  

Scholarly and practitioner research indicate that a shortage of qualified school 

principals persists across the United States (see for example, Bottoms & O’Neill, 2001; 

Broad Foundation, 2003; Cooley & Shen, 2003; DiPaola & Tschennan-Moran, 2003; 

Educational Research Service, 1998; Goodwin, Cunningham, & Childress, 2003; 

Grogan & Andrews, 2002; Hess, 2003; Hopkins, 1998; Institute for Educational 

Leadership, 2000; Lashway, 1999; Malone, 2001; Shields, 2004; Southern Regional 

Education Board, 2002; Tirozzi, 2001; Usdan, n.d.; Young, Peterson, & Short, 2002). 

More alarming, though, is that while such dire shortages exist for qualified principals, an 

overabundance of individuals possess credentials for the position of principal. For 

example, in Texas, it is estimated that approximately three times the number of 

individuals are certified for the position of campus principal than are considered 

qualified for the position (Borden & McAfee, 1999). This situation persists even though 

candidates for credentials are expected to have demonstrated the knowledge, skills, and 
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dispositions needed to fulfill the role of school principal. Thus, the skills, dispositions, 

and knowledge assessed for credentialing or certification requirements are detached 

from those actually needed in practice.  

In recent years, the preparation of school principals has garnered extensive 

attention by scholars and practitioners alike, and the impetus for the existing disconnect 

has primarily been aimed at university preparation programs. Guthrie and Sanders 

(2001) have characterized such programs as low prestige diploma mills, suffering from 

low expectations and outmoded instruction. In addition, universities often under-fund 

principal preparation programs or treat them as “cash cows” (Levine, 2005, p. 24), 

pressuring them to reduce costs and keep enrollments high while diverting the revenue 

to other parts of the campus. A crucial difficulty lies in the fact that traditional principal 

preparation programs offered by many colleges and universities are removed from the 

daily needs and realities of schools (IEL, 2000). For instance, Crowson and McPherson 

(1987) assert that training programs emphasizing theory, social sciences, and rational 

decision-making, along with planning and reflection, do not prepare individuals for the 

chaotic life as a principal. Others echo similar sentiments (Broad Foundation, 2001; 

Hale & Moorman, 2003; Northwest Regional Educational Laboratory [NWREL], 2000; 

Tirozzi, 2001; Usdan, n.d.; Young et al., 2002).  

In response, agencies outside of the area of higher education, such as regional 

service centers, online providers, and private institutions have implemented fast-track 

certification processes (Levine, 2005) and policy makers in some states have enacted 

legislation or have considered bills that remove all certification requirements from 
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educational leadership applicants (see, for instance, legislation introduced in California, 

Colorado, and Texas) and pave the way for managers outside of education to take the 

helm as campus principals. 

The missing relationships between preparation demands, certification 

requirements, and performance on the job may be attributed to various factors (see, for 

example Grogan & Andrews, 2002; IEL, 2000; North Central Regional Educational 

Laboratory [NCREL], 2003; Young, Peterson, & Short, 2002; Young, 1999, as cited in 

Grogan & Andrews, 2002). One educational researcher measured such factors when he 

said that because of the expansive amounts of knowledge and diverse skills needed to 

accomplish the job, his university could not create a program to fully prepare principals; 

thus, most of what is known by principals must be learned on the job (Noguera, 2005).  

Yet and still, policy makers are searching for strategies to remedy the current 

situation. Mentoring is one strategy suggested by both practitioners and researchers to 

assist individuals in preparing for the position of school principal and to help 

compensate for knowledge and skills still lacking after completion of a certification 

program. Most state policy makers have embraced the notion that school principals need 

embedded, on-the-job support and continued training even after completion of an 

approved credentialing program. In the past several years, 32 states have enacted laws 

and policies calling for support programs for school administrators that specifically 

provide individual support in the earliest stages of their career (Daresh, 2004).  

In 1999, the Texas legislature passed a statute mandating that first-time 

principals and assistant principals complete a one-year induction period under the 
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supervision of an experienced administrator. The required induction period comes after 

successful completion of a state-approved principal preparation program. The law that 

extends a principal’s training and support to the first year on the job states:    

a) Principals or assistant principals employed for the first time as campus 
administrators (including the first time in the state) shall participate in, at 
least, a one-year induction period. 
 

b) The induction period should incorporate the assessment and professional 
growth requirements contained in 241.30 (b) of this title (relating to 
Requirements to Renew the Standard Principal Certificate). 

 
c) The induction period should be a structured, systemic process for 

assisting the new principal or assistant principal in further developing 
skill in guiding the everyday operation of a school, adjusting to the 
particular culture of a school district, and developing personal awareness 
of self in the campus administrator role.  Mentoring support must be an 
integral component of the induction period. (Texas Administrative Code 
(TAC), Title 19 Part 7 Chapter 241.20) 

 
This study examined the mentoring experience of the one-year induction period 

for a limited number of novice high school assistant principals as reflected through their 

experiences.  

Statement of the Problem  

 When Texas Administrative Code, Title 19 Part 7 Chapter 241.20 was adopted in 

March 1999 and then amended take effect in June 2001, no provisions were made for the 

implementation, funding, or evaluation of the induction programs, in general, or the 

stipulation about mentoring, in particular. In short, the statute, in both its original and 

amended forms, only required that first time principals and assistant principals must 

participate in some sort of one-year induction experience that  
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Should be a structured, systemic process for assisting the new principal or 
assistant principal in further developing skill in guiding the everyday operation 
of a school, adjusting to the particular culture of a school district, and developing 
a personal awareness of self in the administrator role. (TAC, Title 19 Part 7 
Chapter 241.20) 
 

The only other provisions were that the experience (a) incorporate assessment and 

professional growth requirements for renewal of certification that are contained in 

another section of the same statute (see Appendix A for a description of these 

requirements), and (b) include some sort of mentoring (TAC, Title 19 Part 7 Chapter 

241.20).  The legislation’s mandate that mentoring be part of the induction experience is 

not surprising.  After all, mentoring frequently is identified as making significant 

contributions to an individual’s professional development (see, for instance, Browne-

Ferrigno & Muth, 2004; Daloz, 1999; Edson, 1995; Hoyle, 2002).  

The term mentoring, however, denotes not only a range of activities but also 

defines very different sorts of relationships. For instance, some mentoring relationships 

are informal and even possibly subconscious. At the other end of the continuum are 

relationships that have been formally established as part of official mentoring programs. 

The Texas legislature seems to endorse the more programmatic and formal approach to 

mentoring, but the sorts of programs and the degree of structure that such programs 

should employ are unspecified. 

Furthermore, not all mentoring relationships and programs are beneficial, and we 

have limited information about what makes relationships and formal programs 

successful. While mentoring has become a popular response to the critical need for 

integrating new administrators into an organization, and research has been focused on 
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many aspects, particularly inputs into mentoring (Grogan & Crow, 2004), researchers 

have paid little attention to the outcomes of mentoring and the factors that contribute to 

both positive and less-than-positive outcomes. The Texas State Board for Educator 

Certification (SBEC), which is responsible for implementing the legislation, did not 

stipulate the rules or regulations for school districts to follow in enacting the mentoring 

provision; nor did this group require that school districts report on either the procedures 

and processes that they implemented or data about the effectiveness of these procedures 

and processes. In addition, there have been no studies of how the Texas legislative 

requirement for mentoring new school principals has played out either at the 

programmatic and procedural/process level or at the outcomes level. Thus, little 

information is known about the Texas statute’s mentoring provision and its impact on 

the design of induction programs at the local level, or the impact of attempts to take a 

traditionally informal relationship and formalize and, presumably, bureaucratize it. 

There is no data to assert that the implementation of the mentoring programs has served 

to more effectively prepare individuals for the position of school principal. 

Purpose of the Study 

 The purpose of this study is to conduct an investigation of the meanings people 

have constructed from their experiences to comply with Texas Administrative Code, 

Title 19 Part 7 Chapter 241.20, which requires an induction program for all new campus 

administrators. This study focuses only on the mentoring aspect of the induction 

program. The study will also determine participants’ perceptions of the effectiveness of 
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these mentoring experiences in relation to their professional development and the 

various components that are part of these experiences.  

Research Questions 

 In order to lay the groundwork for investigating the Texas Administrative Code 

(TAC) statute and the mentoring component of the induction year for novice assistant 

principals, through both theoretical and practical frameworks, the following questions 

guided the research process: 

1. How do the novice assistant principals of this study describe the mentoring 

process? 

2. How do the novice assistant principals describe the utility of the mentoring 

processes and procedures they have experienced? 

3. When novice assistant principals identify mentoring relationships as significant 

in their personal and professional development, how do they characterize the 

relationship (i.e., what activities occurred with the mentor, and which of the 

activities were the most helpful to the individual)? More specifically: 

a) How do new assistant principals portray their changes as a result of 

working with a mentor? That is, in what ways did the assistant principals 

alter their attitudes, skills, knowledge, decision-making, or behavior as a 

consequence of the mentor relationship?  

b) How did the mentoring relationship help the new assistant principal 

develop into a self-directed adult learner? 



8 

c) How did the mentoring relationship assist in promoting risk-taking 

behavior and innovative practice? 

In short, mentoring relationships have traditionally been informal, personal 

relationships, often portrayed as the “old boys’ network.” Now, an attempt has been 

made to transform this informal structure and process into a more formalized and 

bureaucratic endeavor. Finally, one must ask how this process and this change manifests 

itself in the work of the novice high school assistant principal. 

Methodology 

 In order to understand the meanings that novice high school assistant principals 

have constructed from their participation in a mandated mentoring experience, the 

researcher visited the novice high school assistant principals in their own work contexts 

and inquired about their experiences. Thus, qualitative research methods and techniques 

were most appropriate for the study. In particular, data were gathered in one year 

through the use of interviews and observations. The interviews were tape-recorded and 

the recordings were transcribed. In addition, the researcher took extensive field notes 

and kept a personal journal so as to record events, feelings, questions, and processes as 

observed by the researcher as they unfolded through time. 

 The study sample was comprised of current enrollees and recent graduates of a 

principal preparation program at a large research university in the southwestern United 

States. Thirteen assistant principals made up the study sample. Further, all of the 

participants were currently working as novice high school assistant principals in one 

geographic region, although they worked in three different school districts. The sample 
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was homogenous in the sense that all individuals were at the same relative place in their 

professional careers even though they differed in age, gender, race, background, and 

years of teaching experience. 

 Grounded theory anchored the data analysis process as the researcher examined 

emergent themes. All coding occurred manually, with only the assistance of a 

computerized word processing program. Moreover, data trustworthiness was sought with 

the employment of an audit trail, member checks, and data triangulation. The researcher 

followed commonly accepted research procedures to ensure that the data was recorded, 

analyzed, and checked to represent the fidelity of the participants’ experiences. 

Definition of Terms 

 Learning–The process of making new or revised interpretations of the meaning 

of an experience, which guides subsequent understanding, appreciation, and action 

(Mezirow & Associates, 1990). 

 Adult Education–A process whereby persons whose major social roles are 

characterized by adult status undertake systematic and sustained learning activities for 

the purpose of bringing about changes in knowledge, attitudes, beliefs, values, or skills 

(Darkenwald & Merriam, 1982). 

 Mentoring–A professional practice that provides support, assistance, and 

guidance to teachers and administrators to promote professional growth and success 

(Association for Supervision and Curriculum Development (ASCD), 1999). 
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Mentor–A person who achieves a one-to-one developmental relationship with a 

learner, and one who the learner identifies as having enabled personal growth to take 

place (Cawyer, Simonds, & Davis, 2002). 

Mentee–The individual new to an assignment, school, or district (Portner, 2001). 

Novice –One who is inexperienced or untrained (The Merriam-Webster 

Dictionary, 2004). For the purpose of this study and report, a novice assistant principal is 

defined as one who has held the job of assistant principal for less than two school years. 

Also for the purpose of this study, the novice assistant principal is the mentee. 

Limitations 

 This study was designed to focus only on individuals serving as novice high 

school assistant principals in one geographic region. At the time of data collection, the 

individuals were currently enrolled in, or had recently completed, the principal 

preparation program at a major research university in the southwestern part of the United 

States. While the project reflected a state policy in one geographic region and the 

collective understanding of the participants in the state-mandated mentoring program, 

the findings from this particular study cannot be easily generalized to all school districts, 

or even those within the state. Further, while the findings might aid school districts and 

the state in designing and redesigning such mentoring programs, this study is not 

designed as an evaluation tool for the purpose of assessing any particular district’s 

mentoring plan for new principals, nor is it designed to evaluate the state statute. Rather, 

this study is about how a state statute on mentoring has been experienced by novice high 

school assistant principals and the apparent effects of different strategies on their 
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personal growth and learning. The study may generate insights for a large future 

quantitative study.  

Significance 

An abundance of research literature exists on the benefits of mentoring, the 

challenges and hazards of mentoring, as well as examples of exceptional mentoring 

programs and practices. In more recent years, the literature has extended to the “second 

generation” (Ganser, 2002, p3) of mentoring, focusing more on: electronic forms of 

communication; just-in-time training of mentors; co-mentoring and team mentoring 

approaches; and multiple year programs for teachers.  

Overwhelmingly, most of that literature focuses on the mentoring of students and 

teachers. Missing from the discourse is an assessment of the impact of mandated 

mentoring within a campus, school district, or region, much less across an entire state, as 

this is a recent phenomenon. Also missing from the discourse is the point of view of 

novice high school assistant principals and ways in which their attitudes, skills, 

knowledge, decision-making, and behaviors have been transformed as a result of a 

mentoring relationship. Moreover, much of the available literature on mentoring is based 

on personal experience, anecdotal evidence, and instinct, rather than being derived from 

actual research. I believe that this careful inspection and analysis of the state-mandated 

mentoring component of the induction year for assistant principals will pave the way for 

further studies in the new wave of mentoring. Next, this literature review examines adult 

learning theory and mentoring as part of the learning cycle. 
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Chapter Two: Review of the Literature 

Overview 

The focus of this literature review is on mentoring and how it contributes to adult 

learning. It has been widely reported that while most states require that school principals 

complete an advanced degree program and satisfy some type of credentialing process 

and requirements, principal preparation programs are often criticized for inadequately 

preparing school leaders.  Absent from the discourse is any indication or implication that 

the learning that occurs in the university setting is totally irrelevant or unrelated to the 

work of a campus principal or unnecessary altogether; rather, the formal learning is 

deemed inadequate, and requiring of supplemental learning and experiences.  Further, 

changing demographics among students in the schools, resulting in an increased 

disconnect between the teaching force and students, along with changing needs and 

demands of society, indicate a need for lifelong learning among school faculties, 

particularly school principals.  

Many times, the continuous learning of adults takes place in the work 

environment, under the watchful auspices of a respected mentor. In recent years, it has 

become increasingly apparent that the mentoring process must ensure that it contributes 

to better preparation of principals rather than simply socializing a new generation of 

principals to the practices of the past (Daresh, 2004). In short, mentorship must help 

develop leadership for continuous learning (Grogan & Crow, 2004); thus, this review of 

the relevant literature examines mentoring through a framework of adult learning. In a 

sense, it is difficult to separate the theories related to adult learning from the literature 
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associated with mentoring since most books and articles related to one of the topics, in 

turn, include the other topic, as well. Mentoring is most commonly based in the precepts 

of adult learning and adult learning is often facilitated by the influence of a mentor.  

This review of the literature is first divided into two main sections: (1) adult 

learning theory, and (2) mentoring. The section on mentoring is further explicated into 

sections on: (a) definitions; (b) mentoring models; (c) ways of mentoring; (d) benefits of 

and barriers to mentoring; (e) the call for expansion; and (f) the critical nature of 

mentoring. The discussion on mentoring is followed by a review of the impact adult 

learning and mentoring have on both the individual and the organization. The literature 

ends with a critique of some of the published works and a brief review of the most recent 

research in the area. 

Adult Learning Theory 

“The Way to Learn is by Leading.  The Way to Leading is by Learning” (Anonymous, in 

Barth, 2001, p.119).  

Adult learning theory and adult learning processes are of critical importance 

when considering the best means by which to prepare school principals. On the one 

hand, individual principals must know and understand the theoretical constructs related 

to the field of educational administration. On the other hand, they must also be adept at 

applying the acquired theoretical knowledge to the day-to-day realities of leading a 

school. Oftentimes, the standard practice is disengaged from the theory. This part of the 

literature review will examine the emergence of adult learning theory as a distinct field 
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of study and then identify and examine each of the five aspects associated with adult 

learning.  

Adult learning, as a separate and independent field of professional study, first 

gained prominence in the late 1920s as adult learning was approached from a 

psychological perspective (Merriam, 2001). However, some 80 years later, there is still 

no one theory or model of adult learning that explains all that is known about adult 

learners (Darkenwald & Merriam, 1982; Merriam & Cafarella, 1999); rather, a number 

of theories, models, and frameworks inform the field. Perhaps Malcolm Knowles (1984), 

best described the previous approaches taken toward adult learners with his monumental 

tome, The Adult Learner: A Neglected Species. The title alone implies that while some 

knowledge on the adult learner was known and understood, it was substantially 

unattended and disregarded. In fact, until Knowles published his work, other scholars in 

adult education had tried to adopt theories on children’s learning to work in learning 

situations with adults. Perhaps not surprisingly, the methods that worked with children 

were mostly futile when applied to adults.  

While Knowles’ work on adult learning is not the only accepted theory of adult 

learning (see for instance, Costa & Garmston, 2002; Helsig, Drago-Severson, Kegan, 

Portnow, Popp, & Broderick, 2001; Imel, 1995; Mezirow & Associates, 1990; Watters, 

2005), it does act as a helpful rubric for a better understanding of adults as learners 

(Merriam & Caffarella, 1999). This review of the literature will use Knowles’ precepts 

of adult learning as a framework for better conceptualizing the precepts of adult 

learning. 
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First published in 1973, Knowles’ work traces the historical roots of adult 

learning–andragogy. The work of Knowles (1984), corroborated by Pitner (1987), 

defines five basic assumptions comprising the foundations of adult learning: (a) adult 

learners are motivated by internal rather than external factors; (b) adult learners are self-

directed; (c) experience is the primary source of adult identity; (d) adults learn what is 

necessary to perform evolving social roles; and, (5) adults are problem centered in their 

orientation to learning. The next section of this literature review will look at each of 

these five areas of Knowles’ work in more depth. 

Intrinsic motivation. First, Knowles found that adults are motivated by internal 

rather than external factors; in fact, Tough (1979, as cited in Knowles, 1984) found that 

adults invest considerable time and energy when they see the benefits of learning 

something and the consequences of not learning it. Learning for adults should be current, 

relevant, and linked to practical outcomes (Boyer, 2003). It seems that adults learn best 

and will most willingly face challenges in learning when they feel the need to know the 

information (Pitner, 1987). A similar idea is expressed in McCluskey’s Theory of 

Margin, whereby adulthood is seen as a time of growth, change, and integration in which 

one constantly seeks balance between the amount of energy needed and the amount 

available. In this view, to engage in learning, adults must have some margin of power 

(Merriam & Caffarella, 1999) and the power must be felt internally, not applied from 

exterior pressures. Intrinsic motivation is closely associated with the second assumption 

of adult learning – adult learners are self-directed. 



16 

Self-direction. Second, adults have self-concepts that prompt them to accept 

responsibility for their own actions, decisions, and lives. They not only want to be seen 

and treated as capable, self-directed individuals, but will resent and resist situations in 

which others may be or even seem as if they are imposing their own will on the adult 

(Knowles, 1984). In addition, adult learners seek to observe their own performance, 

judge it according to a set of personal criteria, and then reward or punish themselves for 

the performance (Pitner, 1987). Pitner’s work is follows the writings of Connellan 

(1980) who found adults to be self-starters who carry out assigned tasks well, and then 

also seek out, identify, and solve problems on their own. Self-direction, however, does 

not equate to isolation. Studies indicate that self-directed projects involve ten other 

people, on average, as resources, guides, and encouragers (Zemke & Zemke, 1984). 

Thus, it seems, it is important for adults to actualize the need to act and learn only when 

it is their own idea to do so. 

Experience. Third, experience is the primary source of adult identity; thus, 

experience often serves as a scaffold for adult learning. As Barth (2003) exclaims, 

“Experiences carry with them astonishing learning” (Barth, 2003, p. xi) and we are able 

to learn from the dilemmas that our lives deliver us every day (Daloz, 1986). Similarly, 

Merriam and Cafarella (1999), while detailing Jarvis’ Learning Process, state, “All 

learning begins with experience” (p.283). At the same time, though, Knowles (1984) 

asserts that life experiences, like other learning activities, need to be self-directed, 

respond to the adult learner’s needs, and stay under the content and process direction of 

the learner.   
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Similarly, adult learning specialist, David Kolb (1984), describes the adult 

learning process as a four-phase cycle. In the first phase, the learner does something 

concrete or has a specific experience which provides a basis for the learner’s observation 

on the experience. Then, and only then, the adult will formulate his or her own response 

to it. Second, these observations are assimilated into a conceptual framework or are 

related to other concepts in the learner’s past experience and knowledge so that, third, 

implications for action may be derived. Finally, the learning is applied in new situations. 

According to Kolb, the cycle does not end after the fourth phase, but rather begins again 

in a cycle of continuous learning (Kolb, 1984). Likewise, as Schon (1983) describes, 

professional practitioners are specialists who encounter certain types of activities again 

and again; then, they develop a repertoire of expectations, images, and techniques upon 

which to base observations and responses to the findings. In this way, when the 

encounters are relatively stable, the practitioner experiences few surprises.  And still 

similarly, Knowles (1984) asserts that learning based in experiences promotes an 

organizational climate of openness, collaboration, inquiry, creativity, competence, and 

success. 

While learning from experience is a crucial aspect of adult learning, March 

(1978, as cited in Silver, 1987) warns that individuals do not learn as much from 

experience as they think they do; instead, they rely on old tendencies, repeat errors, and 

confirm inaccurate prophesies. This concept is affirmed by Jarvis’ Learning Theory 

which expresses that some experiences occur so frequently that they are taken for 

granted and do not lead to learning (Merriam & Cafarella, 1999). Rather, since learning 
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from experience is not inevitable, individuals must be intentional about learning from 

experience (Barth, 2003).  In fact, adult learners must reflect upon experiences and 

analyze the actions with a critical eye (Pitner, 1987). This recommendation is similar to 

that of Schon (1983) who warns of the possibility of professional practitioners 

developing a narrowness of vision because of a strong reliance on experience. Schon 

(1983), too, advocates reflection as the only way to assure that learning actually follows 

an experience.  

Still others emphasize the importance of learning from experience, through 

reflection. For instance, it is significant to note that Mezirow and Associates (1990) refer 

to reflective learning activities as Consciousness Raising, and Barth (2001; 2003) 

defines learning acquired from experience on the job and then reflected upon as “craft 

knowledge.” In Barth’s (2001; 2003) view, craft knowledge is more than the mere 

recalling of experiences or telling of “war stories” (p. 57); instead, craft knowledge 

entails the description of practice followed by an in-depth analysis of practice. In this 

way, practitioners, through reflection, distill, clarify, and articulate craft knowledge in 

order to find meaning in their practice. Experiences, as found in the work of O’Mahony 

(2004), occur through a combination of trial-and error, observation of others, or formal 

education. Moreover, all humans must gain competence by taking action and, 

simultaneously, reflecting on the action to learn from it (Argyris & Schon, 1974). 

Reflection is also promoted through conversation, especially with “critical friends” 

(Barth, 2001. p.68), and through writing.  



19 

In short, understanding practice is the single most important factor in improving 

practice. Understanding can best be acquired through thoughtful and systematic 

reflection about the work, analysis of the work, clarification through spoken and written 

articulation, and engagement in conversation about the work. It seems that adults learn 

well, and learn a great deal, from dialogue with respected peers (Zemke & Zemke, 

1984). Through the use of these reflective techniques, practitioners will better 

understand their complex schools, the tasks confronting them, and their styles as leaders 

(Levine, Barth, & Haskins, 1987). Significantly, several researchers (including Barth; 

Costa & Garmston; Daloz; Knowles; Kolb; Merriam & Cafarella; Pitner; and, Schon) 

emphasize that practice and reflection go hand in hand, that one is not more significant 

than the other, and one cannot be seen as an add-on to the other. In other words, to 

reflect on practice, one must observe practice and, rather than look for new lands, see the 

current landscape through a new or different set of eyes (Barth, 2001). 

Social roles. Significantly, the theory of andragogy (Knowles, 1984), as well as 

Jarvis’ Learning Process (Merriam & Cafarella, 1999), suggest that adults learn what is 

necessary to perform evolving social roles. Over time, at the occurrence of meaningful 

life transitions or critical events, individuals change; such change prompts adults to learn 

whatever is necessary to increase their competence in negotiating the transitions and 

fulfilling their social roles. They may need to gain greater satisfaction in their personal 

lives or to garner assistance in solving personal and community problems (Darkenwald 

& Merriam, 1999). As a result, adults involve themselves in continuous learning 

activities in order to accomplish certain objectives, meet new people, or seek knowledge 
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for the mere sake of knowledge (Pitner, 1987). This investment is the fundamental key 

to learning and growth (Levine, Barth, & Haskins, 1987).   

As stated, adults learn in response to evolving social roles and as an example of 

this phenomenon, Gold and Roth (1999) detail Lewin’s holistic model of change, which 

follows adults through phases in their learning. First, individuals are situated in the 

moving phase of change whereby transitions and new situations are relatively smooth, 

causing few disruptions to the current status. This prompts a freezing, or period of time 

in which little, if any, change and learning occur. Then, the current environment 

becomes discontinuous and disruptive, forcing an unfreezing in the individual, his or her 

situation, and his or her response to the situation. In fact, the more life changes that an 

adult encounters, the more likely he or she is to seek out learning opportunities and 

search for meaning in the change as well as seek ways in which to cope with the 

transition (Zemke & Zemke, 1984).  

Organizations often fail to create the type of environment in which people can 

grow, resulting in many people performing below their potential (Connellan, 1980). 

Perhaps Daloz (1986) was the first to investigate how environmental factors influence 

the growth of the individual when he surmised that systems theory defines the 

relationship among objects. In Daloz’s view, people develop best under their own 

power, but systems should also change to facilitate the interplay between the individuals 

and the system (Daloz, 1986). Similarly, Pitner (1987) writes on life transitions whereby 

existing habits should be released within the social system. Such release of existing 

habits prompts an emotional reaction but generally leads to some type of catharsis.  
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Problem-centeredness. Finally, the value of experience and, more importantly, 

reflection upon experience, is tied almost inseparably to another tenet of adult learning: 

adults are problem centered in their orientation to learning. That is, adults approach 

problems as unique cases, consider prior experiences, and then attend to the 

particularities of the current case before responding (Schon, 1983). This, intuitively, 

requires reflection on the uniqueness and particularities in order to choose an appropriate 

and effective response. In particular, adults most often continue to learn, throughout 

their lives, to keep up with the demands of theirs jobs (Darkenwald & Merriam, 1982) or 

to enhance proficiency in an area in order to improve performance (Knox’s Proficiency 

Theory, 1980, as cited in Merriam & Cafarella, 1999). In fact, when treating every case 

as a unique situation, practitioners are unable to simply apply standard theories or 

techniques to the solution; rather, they must find new and unique ways of handling the 

case. According to Schon (1983), problems do not present themselves to the practitioner 

as givens, and problem situations are not always overt, or readily identifiable; instead, 

problem situations require construction from situations that are troubling, puzzling, or 

uncertain. Further, to convert problematic situations, characterized by uncertainty, 

disorder, and indeterminancy to identifiable problems, requires a certain level of effort 

on the part of the practitioner (Schon, 1983). To facilitate the learning process, problem-

finding behavior should be incorporated into training programs along with conversations 

about how the problems are discovered or recognized (Pitner, 1987).  

Gold and Roth (1999) looked at adult learners as problem solvers when they 

defined control as a deep-seated belief that individuals can impact a situation by the way 
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it is defined when encountered. They expound this definition of control as management 

of a situation and its problems through the following concepts: (a) as individuals acquire 

knowledge, situations become more predictable and thus manageable; (b) adults adopt a 

positive view of life; (c) adults routinely adopt new and effective coping strategies; (d) 

adults build a positive support system; (e) adults develop faith in a power greater than 

themselves which leads to complete trust in others and situations; (f) adults prepare for 

new situations with a belief in the ability to develop control in their lives; and (g) adults 

develop strong convictions in beliefs, values, and abilities to handle problems that are 

encountered. As can be readily assessed, adults learn to adjust thinking and behavior in 

order to solve problems and maintain control over problem situations.  

Précis of adult learning. All in all, andragogy proves to be a process model of 

assumptions about learning or a conceptual framework for an emerging theory, rather 

than a content model or theory of adult learning (Merriam, 2001).  As such, the teacher 

or instructor of adults serves as a facilitator, consultant, or even change agent so as to 

provide procedures and resources to assist learners in their acquisition of information 

and knowledge (Knowles, 1984). Knowles revised his thinking about pedagogy 

describing only children’s learning and andragogy applying only to adult learning, 

instead asserting that the positions lie on a continuum ranging from teacher-directed to 

student-directed learning (Merriam, 2001; Merriam & Caffarella, 1999). Thus, 

andragogy is now defined more by the learning situation than by the age of the learner. 

Knowles (1984) delineates the success of his model in business, college and university 

settings, education for professions such as doctors, lawyers, accountants, and engineers, 
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continuing education for health care professionals, religious education, elementary and 

secondary education, and finally, adult remedial education.  

Obviously, the five tenets of Knowles’ work on adult learning are not easily 

separable and often overlap in their application to practice; yet they are often referenced 

when exploring information about adult learning and the five frames seem to be 

commonly held axioms of the theory of adult learning (see, for instance, Connor, 2004; 

Cross, 1981; Fidishun, n.d.; Lieb, 1991; Monts, 2000; North Central Regional 

Educational Laboratory, 2003; Schugurensky, 2002). The discussion on adult learning 

establishes a framework for adult learning behavior. In the view of Darkenwald and 

Merriam (1982), adult education does not serve the purpose of preparing individuals; 

instead, it offers assistance and helps adults realize their full potential.  Many individuals 

credit their growth and development not on formal learning structures and organizations, 

but on the relationship formed with a trusted mentor. In order to better understand the 

role that mentors play in adult development and the reliance that adult learners place 

upon mentors, the next section of this literature review will examine the current 

knowledge base on mentoring.  

Mentoring 

This portion of the literature review will: examine the definitions related to 

mentors and mentoring, explore mentoring models and ways of mentoring, detail the 

benefits and barriers to mentoring, look at the call for the expansion of mentoring 

practices, clarify the critical nature of mentoring, and investigate mentoring in 
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organizations.  This review will then conclude with a summary and critique of some of 

the most recently available research on mentoring.    

Introduction. In Homer’s epic, The Odyssey, Odysseus left to fight the Trojan 

War, leaving the responsibility of nurturing his son, Telemachus, to his loyal and long-

time friend, Mentor. While Odysseus was away, Mentor educated and guided 

Telemachus in every facet of his development – physical, intellectual, spiritual, social, 

and administrative. While all of those aspects were important, what is most significant 

was that Mentor taught Telemachus to think and act for himself as well as reflect on 

situations and solutions (Crow & Matthews, 1998; Gardiner, Enomoto, & Grogan, 2000; 

Hill & Ragland, 1995; Homer, n.d./2005; Johnson & Ridley, 2004; Pence, 1995). 

Whereas Homer’s Mentor often refers to someone with more experience who teaches 

someone with less experience, the term came to be commonly used by the Greeks to 

describe enduring, sustained relationships. Beyond the ancient Greek civilization, the 

term mentor was not used extensively until it was popularized in the 1970’s by Gail 

Sheehy who, in her book, Passages, referred to mentors as guides who lead us along the 

journey of our lives. According to this line of thought, we trust in mentors because they 

have been there before us, living the experiences we might encounter; and thus we can 

learn from their experiences (Daloz, 1986; 1999).  

The available literature on mentoring most often defines the terms, details 

effective mentoring models, recognizes effective mentoring practices, denotes benefits 

of and barriers to mentoring, and specifies mentoring techniques. More recently, the 

literature has focused attention on women and minorities as well as aspects of the 
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“second generation” of mentoring (Ganser, 2002), which then includes: electronic forms 

of communication; just-in-time training of mentors; co-mentoring and team mentoring 

approaches; and multiple year programs for teachers.  

Definitions. According to Webster’s New Collegiate Dictionary, a definition is a 

word or phrase expressing the essential nature of a person or thing. As detailed later in 

this literature review, the nature of the mentoring relationship is frequently ambiguous 

and misunderstood, thus prompting misuse and overuse of the terms associated with 

mentoring. For this reason, the literature review will examine, in greater detail, the terms 

used in the literature and in this review of the literature. 

Mentee. In surveying the available literature on mentoring, the reader will often 

confront varying terms for the individual who is the recipient or receiver of the 

mentoring experience. In particular, the recipient is sometimes referred to as the 

apprentice, novice, learner, protégé, or mentee. While apprentices and novices are 

usually inexperienced individuals, a protégé, from the French term protegere, refers to 

one who is protected by a person with experience or influence. Since the individual at 

the receiving end of a mentoring relationship might be neither protected nor 

inexperienced, but may, indeed, be new to an assignment, school, or district (Portner, 

2001) this paper will, throughout its text, refer to that person as the mentee.   

Mentor. While differing terms are used to describe the person on the receiving 

end of a developmental relationship, even more variance is found in the descriptions of 

the guide or mentor. In the mid-1970s, psychologist Daniel J. Levinson very precisely 

defined a mentor as a person eight to fifteen years older than the mentee, more of a peer 
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or older brother than a distant father, who takes the younger man under his wing to 

impart his wisdom, care, sponsor, criticize, and bestow his blessing (Tenner, 2004). 

Although the term mentor is defined in somewhat different ways today, more often that 

not, the following definition is appropriate: A mentor is a person who achieves a one-to-

one developmental relationship with a learner, and one who the learner identifies as 

having enabled personal growth to take place (Cawyer, Simonds, & Davis, 2002).  

More informally, a mentor serves as a teacher, master, guider or protector, 

sponsor or exemplar, role model, trusted advisor, nurturer, wise counselor, and caregiver 

to a younger, inexperienced individual searching for identity to help the mentee achieve 

job satisfaction (Bell, 1998; Bennetts, 2002; Brounstein, 2000; DuBrin, 2005; Gardiner, 

et al., 2000; Mertz, 2004; Nichols, 2002; Pence, 1995; Shea, 2002; Smith, 1993) and 

become self-reliant (Daloz, 1986; Portner, 2001). Moreover, the mentor provides 

support and assistance to help advance the career of another (Brounstein, 2000; Edson, 

1988). The mentor is also a sage and model of compassion and authenticity, who helps 

another individual learn something that otherwise would have been learned less well, 

more slowly, or not at all (Bell, 1998; Edson, 1988). 

 Usually, the mentor is a good administrator (Daresh, 2001) of advanced 

experience (Brounstein; 2000; DuBrin, 2005; Daresh, 2001; Kirkham, 1993; Pence, 

1995; Shea, 2002) and craft knowledge (Barth, 2001; 2003; Daresh, 2001). Contrarily, 

though, Bell (1998) contends that mentors are not power figures and Murray (2001) 

asserts that mentors are neither role models nor sponsors, while Ehrlich, Hansford, and 

Tennent (2004) do equate mentors with father figures. With the conflicting views 
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prevalent on mentors and mentoring, it is no wonder that mentors often approach their 

task with uncertainty and makes inferences or assumptions about their responsibilities 

(Gold & Roth, 1999). Gold and Roth (1999) further espouse the need for a conceptual 

framework on mentoring. 

Due to the ubiquitous use of the term, mentor, several researchers (Kirkham, 

1993; Mertz, 2004; Murray, 2001; Shea, 2002) have called for the narrowing of the 

definition of whom might be called a mentor, using some of the roles and role titles to 

describe relationships that are not of such unique variety and specialization. For 

instance, Mertz (2004) recommends placing the roles and concepts most often used to 

describe mentoring relationships on a continuum of intent, role, and involvement (see 

Figure 1). 
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Figure 1. Supportive Work Relationship Arranged Hierarchichally in Terms of 
Primary Intent and Level of Involvement. 
 

Similarly, Daresh (2001) distinguishes colleagues as peer pals who supply job 

information, support, and strategies for advancement; career guides, who explain the 

system; sponsors, who work to promote and shape a colleague’s career; and patrons, 

who use their own power to advance the career of another.  In his view, none of these 

are true mentors. And likewise, Shapiro, Haseltine, and Rowe (1978, as cited in 
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Kirkham, 1993) discuss a continuum of advisory relationships, beginning with a peer 

pal, and following with a guide, sponsor, patron, and mentor. In this way, all of the 

above mentioned terms and roles would be covered across a spectrum, with the term 

mentor reserved for only those rare relationships at the highest level of involvement.       

Characteristics of effective mentors. While definitions and synonyms for the 

term mentor abound, and although the definitions sometimes contradict one another, 

many characteristics have been identified as those associated with the most effective 

mentors. For instance, Daloz (1986) and Bell (1998) typify the most effective mentors as 

individuals who support, challenge, and then provide vision. Others (Gardiner et al., 

2000; Daresh, 2003; Kirkham, 1993) found that the most effective mentors exhibit the 

following traits:  

• Trustworthiness; 
• Care; 
• Knowledge; 
• Commitment; 
• Competence; 
• Willingness to provide necessary information, training, and opportunities; 
• Problem-Solving; 
• Investigatory skills; 
• Researcher; 
• Ability and willingness to learn new things; 
• Enthusiasm; and 
• Confidence. 

More specifically, effective mentors demonstrate support by listening, providing 

structure, serving as an advocate, sharing, and making the relationship special. Effective 

mentors also challenge the mentee by setting tasks, engaging in discussion, constructing 

hypotheses, resolving dichotomies, and setting high standards.  
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Chosen mentors also need to (a) be experienced and reflective practitioners; (b) 

have a high level of interpersonal skills; (c) be high status members of the staff; (d) be 

committed to the relationship; (e) understand personal and professional needs of those in 

development; (f) be open to opportunities for their own personal and professional 

development; and (g) be skilled collaborators (Mountford, 1993; Udelhofen & Larson, 

2003). In addition, mentors must possess skills in asking the right questions rather than 

just giving the right answers away and a have a desire to see people grow (Browne-

Ferrigno & Muth, 2004; Daresh, 2001). Mentors should be positive and willing to 

engage humor, (Association for Supervision and Curriculum Development (ASCD), 

1999) as well as willing to engage in compassionate and mutual search for wisdom 

(Malone, 2001). Other researchers express similar sentiments (including Alleyne & 

Pettiford, 2002; Boyer, 2003; Browne-Ferrigno & Muth, 2004;  Daresh, 2004; Edson, 

1995; Freedman, in Janas, 1996; Hibert, 2000; Johnson & Ridley, 2004; Lovely, 1999; 

O’Mahony, 2004; Portner, 2002; Rao & Mitchell, 1998; Shakeshaft, 1987; Shea, 2002). 

Some authors look at mentoring from a more spiritual level. For instance, Sinetar 

(1998) affirms the need to feel the mentor’s spirit, an unseen affirming influence and 

positive energy. In a sense, mentors love learning, sharing, and giving, rather than 

teaching (Bell, 1998).  Or, on a more heartfelt level, Hoyle (2002, p. 71) relays that “a 

mentor gives from the heart, teaches from experience, demands our best effort, accepts 

our failures, forgives our ungratefulness, and smiles when we succeed.” Hoyle extends 

his discussion with a commentary to the great mentor/mentees continuum of time such 

as Socrates who mentored Aristotle, who mentored Alexander the Great; along with 
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Gamaliel who mentored Paul; Emerson who mentored Thoreau; Martin Luther King, Jr. 

who mentored Andrew Young; and Anne Sullivan who mentored Helen Keller.  

As might be surmised from the above descriptions and roles of mentors, it should 

not be surprising that not everyone makes a suitable mentor (Daresh, 2001; Malone, 

2001; Mountford, 1993; Murray, 2001). In response, Malone (2001) offers a Mentor 

Identification Instrument and Hoyle (2002) suggests the use of a Mentoring IQ/EL scale 

and would require potential mentors to take a Mentor’s Pledge. Similarly, Smith (1993) 

recommends a Mentoring Potential Assessment, which may either be used as a self-

reporting form or may be used as an assessment of colleagues while, more generally, 

Bell (1998) calls for potential mentors to complete a self-test to assess mentoring 

proficiency. Once a mentor is self-selected, or appointed in a more formal structure, the 

mentoring relationship is set to begin; hence, the next section of the literature review 

examines the mentoring relationship. 

Mentoring. The people involved in mentoring relationships often misunderstand 

roles and responsibilities related to mentoring. The relationship itself is often 

misunderstood, misinterpreted, and contradictory. While the terms mentor and mentee 

have been widely used, mentoring has been defined as an “intense, lasting, and 

professionally centered relationship between two individuals” (Gardiner et al., 2000, p. 

9), as well a professional practice that provides support, assistance, and guidance to 

teachers and administrators so as to promote professional growth and success (ASCD, 

1999). Similarly, mentoring has also been defined as a deliberate pairing of a more 

skilled or more experienced person with a less skilled or less experienced one, with the 
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mutually agreed upon goal of having the less skilled person grow and develop specific 

competencies (Murray, 2001). Additionally, Daresh (2001; 2004) defines mentoring as 

an on-going process, whereby individuals in an organization provide support and 

guidance to others who can become effective contributors to the organization. And, 

again more informally, mentoring is also sometimes referred to as teaching, coaching, 

advising, directing, protecting, sponsoring, guiding, modeling, and leading as well as 

being a favored relationship that helps one develop personally and professionally 

(Daresh, 2001; Gardiner et al., 2000; Shakeshaft, 1987; Shea, 2002).  

In many ways, mentorship is a type of “adult apprenticeship” (Cawyer et al., 

2002) serving to indoctrinate the mentee into the culture, philosophy, mores, standards, 

and norms of a new career situation. Notably, mentoring also teaches the political 

aspects of leadership whereby the mentee learns the rules of the game and ways in which 

to navigate the politics of the situation (Gardinier et al., 2000; Spencer & Kochan, 

2000). According to Crow and Matthews (1998), the primary goal of mentoring should 

be to develop dynamic school leaders who cultivate a learning community for others and 

Browne-Ferrigno and Muth (2004) assert that dynamic mentoring leads to continuous 

improvement of practice and deepens leadership capacity in schools. Following this line 

of reasoning, it is no wonder that many researchers and practitioners feel that all 

fledgling administrators should have a mentor. 

In a relatively informal or natural relationship, mentoring might occur through 

friendship, collegiality, teaching, coaching, or counseling. Whether a mentoring 

relationship is based upon a formal or informal relationship, the highest quality 
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mentoring relationships demonstrate a substantial level of trust, balance, truth, open 

communication, and reflection (ASCD, 1999; Bell, 1998; Danzig et al., 2003; Gardiner 

et al., 2000; Pence, 1995) and encourage a shifting of thoughts, roles, and ideas (Danzig 

et al. 2003; Gardiner et al., 2000) while advocating change and promoting risk-taking 

(Bell, 1998; Gardiner et al., 2000; Villani 1999). Many times, a structured program is 

designed whereby mentors and mentees are selected and matched through a formal 

process. When this formal process occurs, it has been asserted that the mentor and 

mentee should match in educational philosophy, physical proximity, gender, and goals 

(ASCD, 1999; Daresh, 2001; Malone, 2001; Pence, 1995; Portner, 2001; Shakeshaft, 

1987; Udelhofen & Larson, 2003). Crow and Matthews (1998) provide an appropriate 

diagram to display the functions, content, and methods of mentoring (see Figure 2). 
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Figure 2. Functions, Content, and Methods of Mentoring 

Whether in a formal or informal arrangement, mentoring enriches the life of a 

mentee by providing insights into both career dimensions and psychosocial functions, 

including awareness of political realities, sharing the secrets of moving through the 

chain of command, along with the techniques for dealing with the bureaucracy (Hill & 

Ragland, 1995). All in all, mentoring incorporates both deliberate and subconscious 

insights to help socialize new members into an organization (Browne-Ferrigno & Muth, 
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2004; Crow & Matthews, 1998; Hart, 1995; Mendez-Morse, 2004; Spencer & Kochan, 

2000). These insights might be derived through intuition, feelings, or a hunch.  

Also according to Shea (2002), similar to the findings of Daresh (2004), today’s 

complex organizations and environments call for special insight, understanding, and 

information that can only be found outside of formal training programs and from a 

person who can fill the gaps in comprehension and complex problems. In a sense, 

perhaps Brounstein (2000) best describes mentoring as taking an employee “under your 

wing” (p. 146) in order to take a decent performance level of the individual and promote 

it to an outstanding level while promoting self-development and self-sufficiency. In this 

way, the business and the individual both realize the most gain from their potential.  

In their guide for mentoring teachers, Lipton and Wellman (2002) offer several 

assumptions about mentoring. According to them, induction is an investment in 

retention, integration, and continual growth; emotional safety is necessary to produce 

cognitive complexity; mentoring relationships offer opportunities for reciprocal growth 

and learning; the central goal for mentoring is improved student learning; and a 

successful mentoring program is essential to the implementation of school and district 

initiatives.   

Many times, mentors bear the brunt of the responsibility in establishing an 

effective mentoring relationship; however, good mentees also bear part of the 

responsibility in establishing a positive mentoring relationship. For instance, a good 

mentee is willing to put in the extra time and effort to assure his or her growth and 

development. Further, a mentee is motivated and demonstrates initiative while being 
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receptive to feedback and coaching. At the same time, the best mentees are willing to 

learn and also share ideas; and finally, a mentee should be seen as a potential leader as 

demonstrated through a record of seeking challenging assignments and new 

responsibilities (Gardiner et al., 2000; Murray, 2001). All in all, mentoring is most 

effective when mentees identify their own goals and then take a critical role in 

accomplishing those goals (ASCD, 1999). Part of leading well is identifying, finding, 

and accepting the support we need (Daresh, 2001; Villani, 1999). In other words, new 

leaders must take initiative in becoming the best leaders possible. 

Mentoring models. As is readily seen, the concept of mentoring is prone to 

interpretation and varies widely in its application (Smith, 1993). On the one hand, Mertz 

(2004) avows that mentoring relationships cannot be mandated and Luten (1991, in Hill 

& Ragland, 1995) found that informal relationships are significantly more effective than 

are formal relationships, leading to greater career support, increased organizational 

socialization, and intrinsic job satisfaction. On the other hand, Portner (2001) asserts that 

mentoring operates best within a program and, in turn, a mentoring program works best 

when it operates within a system. More specifically, Portner further claims that 

mentoring programs are little more than perfunctory exercises unless they are:  (a) 

tailored to the specific culture and beliefs of local districts and schools; (b) built upon 

broad-bases of commitment and participation from all stakeholders; (c) designed, 

implemented, managed, assessed, and nurtured within a formal structure of collaborative 

problem solving and decision-making; and (d) awarded ongoing support and resources, 
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including the professional development of its people. So, once again, recommendations 

are contradictory as to whether mentoring should take a formal or informal approach. 

As with any general idea, several authors have expanded upon this idea of 

developing formal mentoring programs and have detailed such plans for the practitioner 

to emulate. For instance, the Transformational Helping Model (Gold & Roth, 1999) 

insists that clearly conceptualized values and beliefs must underlie professional practice 

and the worth of the individual must be the fundamental value.  

Second, Udelhofen and Larson (2003) offer a Mentoring Program Model that is 

based upon several levels of learning. In this model, individual learning accompanies 

paired learning which then, in turn, leads to small group learning. Eventually, the small 

groups unite to form a collaborative, professional learning community. Also in their 

plan, both the mentor and mentee keep reflective journals, meet weekly at an established 

time, and attend monthly support seminars. Although Udelhofen and Larson’s (2003) 

mentoring plan is targeted primarily to teachers, as is the accompanying step-by-step 

planning guide, including journal prompts, it could easily be adjusted to other specified 

groups, including school administrators.  

A third suggestion arises from the work of Mertz (1990, as cited in Hoyle, 2002).  

Mertz’s Executive Mentoring Model provides “a vehicle through which an organization 

can develop one of its most important resources–human potential. When human 

potential is fully utilized, it contributes significantly to organizational longevity and 

growth” (Mertz, 1990, as cited in Hoyle, 2002, p. 76). Benefits of the Executive 

Mentoring Model include a positive organizational climate, a mechanism for rewarding 
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managers, a pool of ready talent, demonstration of what is valued, along with more open 

channels of communication.  

Next, Murray (2001) published a Facilitated Mentoring Model, a model premised 

upon a structure and series of processes designed to create effective mentoring 

relationships, guide the desired behavior of those involved, and evaluate the results for 

the mentors, mentees, and the organization. He proposes that his step-by-step Facilitated 

Mentoring Model will systematically develop the skills and leadership abilities of the 

less experienced members of an organization at any juncture that the organization wants 

to cause growth and development while upgrading the knowledge and skills of all 

employees.  

In much the same way, Danzig et al. (2003) posit the Emerging Mentoring 

Model that begins with eight months of relationship building before continuing with 

district-led workshops, informal socials, activities that promote reflection, and a team 

challenge course, similar to a ROPES course or other challenge courses. Finally, 

O’Mahony’s (2004) Supporting-Accompanying-Guiding-Enriching, SAGE, model is a 

structured mentoring program that includes extensive training for mentors. The SAGE 

model expands the mentors’ skills as reflective practitioners and identifies five crucial 

elements: (a) developing a trusting relationship; (b) finding time for the relationship; (c) 

providing a forum for accepting constructive feedback; (d) taking risks to try out new 

ideas; (e) and assessing progress and outcomes of the relationship.   

Still another proposition comes from the work of Brounstein (2000). In his text, 

Brounstein posits an action plan whereby the mentor and mentee collaboratively develop 
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a proposal once they have assessed strengths and weaknesses and participated in one-on-

one conversations. Importantly, the two must work together to follow through on the 

plan. Similarly, mentees must proceed on a journey based upon personal awareness and 

reflection (Brounstein, 2000; Zachary, 2000). In this model, mentees follow four 

predictable phases:  preparing; negotiating; enabling; and closure. Through the four 

phases, the mentor and mentee are recommended to pace the learning, time 

interventions, always stay focused on collaborative learning, build the relationship first, 

and continually structure the process (Zachary, 2000). More systematically, Tallerico 

(2001) calls for Strategic Mentoring in which incumbent school leaders identify school 

leaders with potential to succeed them, avoiding identification of only those who look 

like them racially, ethnically, and by gender. Then, the incumbent school leaders should 

encourage, support, and talk positively about the benefits of leadership work. Strategic 

Mentoring also creates opportunities for prospective leaders to expand their skills and 

gain leadership experience as well as helps them make connections to other school 

leaders.  

While Daresh (2001) does not detail a specific mentoring model or plan, he does 

outline the major steps for designing and implementing a mentoring program and, like 

Portner (2001), strongly recommends tailoring the program to the uniqueness of a 

particular district. Portner (2001) further includes in his text sample reflective exercises 

and delineates the roles and responsibilities of all stakeholders: administrators, 

supervisors, nonmentoring veteran teachers, mentors, mentees, and mentoring program 

coordinators. Along the same lines, DuBrin (2005) does not feature a specific mentoring 
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program; however, he does exhibit specific ways in which to build trust, show empathy, 

engage in active listening, use influence tactics, help others set goals, monitor 

performance, give feedback, appraise performance, overcome resistance to feedback, 

encourage action and continuous improvement, train effectively, and help others solve 

problems. Murray (2001) presents another helpful tool by supplying sample forms that 

would be beneficial to any mentoring program. However, Daresh (2001) warns that 

simply having a mentoring program will not reduce the need for more school leaders nor 

will it make the job as leader any easier; it is, though, “one weapon in an arsenal” (p. xi).   

Significantly, it is imperative to note a comparative characteristic of the 

mentoring programs and guidelines mentioned above. While mentoring was traditionally 

seen as a hierarchical relationship, with the mentor in the superior role (Gardiner et al., 

2000), the most recent developments in effective mentoring practices focus on the 

learner and distribute leadership in a more participatory and equal relationship of 

affiliation, collaboration, and sharing (Bell, 1998; Boyer, 2003; Gardiner et al., 2000; 

Shea, 2002; Zachary, 2000). In whatever form the mentoring program takes, it must 

provide opportunities for mentees to construct their own identities (Daloz, 1986; 

Udelhofen & Larson, 2003), rather than simply adopting the identity, personality, or 

style of the mentor.  

Ways of mentoring. While mentoring takes on various forms and has been 

discussed in general terms, this section of the paper will describe more specific 

techniques employed when mentoring new members of a profession. One way to 

effectively mentor an individual is by expressing encouragement and praise along with 
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occasionally presenting tokens of gratitude (Acker, 1995). A mentor might also provide 

advice on interview techniques, perhaps even conducting a mock interview (Acker, 

1995), allow job shadowing of the mentor, or have the mentor follow the mentee 

through the day (ASCD, 1999).  In this way, it becomes more effective for the pair to 

debrief on the specifics of the job (ASCD, 1999) and learn through first-hand experience 

(Gardiner et al., 2000). More specifically, a mentor may help the mentee learn of the 

overall mission of the organization, recommend classes, books, or conferences, and 

inform the mentee of the latest trends (Gardiner et al., 2000).  Mentors most commonly 

teach mentees about management, budget, personnel matters, conducting staff 

development, legal issues, implementing school policies, and handling student discipline 

(Gardiner et al., 2000).  

In order to provide practical examples of exemplary mentoring models, and to 

highlight successful mentoring programs for the practitioner-researcher, ASCD (1999) 

focused on two such programs. The two school districts showcased are in Fairfax, 

County, Virginia and Minneapolis, Minnesota. ASCD (1999) details various aspects of 

the programs andrecaps that both programs concentrate on a consistency of message and 

a particular belief about instruction. Significantly, the primary focus of the video is on 

teacher mentorship, with only a brief glimpse at administrator mentoring in the two 

districts. One must surmise that both organizations have more completely developed 

their teacher mentoring programs, and are still developing their administrator programs.  

Also from a practitioner’s standpoint, one experienced, highly respected former 

principal, who now works for a state professional organization, offers to practicing 



42 

principals his views on the importance of mentoring and also includes in his presentation 

practical ideas on the topic (Leyden, 2004). For example, when this individual hires a 

new assistant principal, he immediately puts them on a three-year learning cycle. In the 

first year, Leyden relies on their teaching experience and provides them opportunities to 

support teachers and help teachers grow while gradually planning to transition the 

inductee into other responsibilities such as participating with a parent committee. Then, 

in year two, the experienced principal has the aspiring principal focus on one complete 

aspect of running the school, such as budgeting or professional development.  Finally, in 

the third year on the job, the aspirant is granted control over the entire setting. The 

mentor, through this system, discovered that giving the mentee responsibility and 

authority is critical and that allowing them some discomfort and failure is better in a safe 

environment.  In short, the veteran principal, Leyden, feels it is necessary “to get burned 

a little” while in the protected setting. He also has the mentee develop a plan of action 

for some initiative and then debrief with him before pursuing implementation. Leyden 

also insists that in the debriefing period he always withholds some information in order 

to allow the mentee to grow.  Lastly, but importantly, he recognizes them in a faculty 

meeting, announcing to the staff that the individual is in charge of the particular 

component and will oversee the entire operation in the absence of the principal (Leyden, 

2004).  

In a sense, this practical example highlights the recommendation of Gardinier et 

al. (2000), as they suggest that quality mentoring provides buffer from criticism, while 

also providing advocacy on behalf of the mentee. Quality mentoring further assists, 
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guides, and allows a forum for showcasing the talents of the mentee. Other specific 

examples of programs in practice are featured in the works of The Education Alliance 

(2003) and Malone (2001). Outside of education, Murray (2001) provides examples of 

mentoring in the areas of banking, acting, consulting, golf, insurance, nuclear regulation, 

power utility companies, social activists, and technology and e-commerce and Ehrlich et 

al., (2004) report on positive results from business and the medical profession.     

Benefits and barriers. 

Benefits. Mentoring relationships take on many forms and last for varying 

periods of time. All in all, those relationships that are described as mentoring 

relationships share many positive characteristics; these benefits are recognized for the 

mentees, mentors, organization in which the mentoring occurs, as well as the profession.  

First, mentoring provides psychosocial benefits for the mentee. These benefits 

include: feelings of more confidence in professional competencies; opportunities to see 

theory transformed into practice; enhanced communication skills; a way to learn the 

tricks of the trade; and a means by which to facilitate feelings of belonging (Cawyer et 

al., 2002; Daresh, 2001; 2004; Shea, 2002; Wenninger & Conroy, 2001). In addition, 

mentored teachers have proven to remain in the profession longer, become more self-

reliant and successful, develop more quickly, and grow professionally (Bennetts, 2002; 

Ehrlich, Hansford, & Tennent, 2004; Portner, 2001). Third, Smith (1993) discovered that 

mentoring: serves as a medium by which to propose ideas to senior management; 

provides a means by which the mentee finds support, consolation, sympathy, and 

constructive feedback; allows opportunities to share achievements and failures; 
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accommodates time to observe others at work; prompts reflection on performance; offers 

non-threatening guidance; contributes to less isolation within an established staff; and 

simply provides someone with which to talk.  

Along the same lines, mentees gain a helping hand by: having a safe sounding 

board; establishing connections; learning insights about the history of the organization; 

broadening views; gaining balance and feedback; building a safety net; and increasing 

self-confidence (Cawyer et al., 2002; Hill & Ragland, 1995). Murray (2001) inferred 

similar benefits for mentees from the mentoring relationship. That is, those who are 

mentored most often: make smoother career transitions; experience rapid assimilation 

into the culture; accelerate leadership development; more quickly learn technical skills; 

average higher earnings; feel increased job satisfaction; and earn greater influence 

within the organization. Similarly, Crow and Matthews (1998) list mentee benefits as: 

exposure to new ideas and creativity; visibility with key personnel; protection from 

damaging situations; opportunities for challenging and risk-taking activities; increased 

confidence and competence; and improved reflection. Likewise, Bush and Chew (1999), 

along with Cawyer et al. (2002), recognize that the main benefits derived by the mentee 

are peer support, newly gained confidence, and reduced feelings of isolation. In short, 

administrative mentoring leads to career development, promotion, and succession to 

higher levels of administration (ASCD, 1999). 

While the mentees of the mentoring relationship obviously benefit from the 

relationship, the mentors, perhaps surprisingly, also realize many benefits of the 

relationship. Perhaps first and foremost, mentors have proven to experience a revitalized 
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interest in work and increased enthusiasm for work (Crow & Matthews, 1998; Daresh, 

2001; Ehrlich et al., 2004; Hill & Ragland, 1995; Murray, 2001; Smith, 1993). Further, 

mentoring helps the mentor: better evaluate the quality of teaching and planning; 

develop appraisal skills; keep in touch with problems of those new to the profession; 

reflect on one’s own performance; experience career development; increase status and 

respectability; and develop new ideas (Smith, 1993). Further, mentors experience 

increased recognitions from peers and a chance for personal career advancement 

(Daresh, 2001; 2004). In addition, mentor benefits are manifested by: enhanced self-

esteem; a close relationship with the mentee; financial rewards; expanded awareness of 

the business environment; fulfillment of one’s own developmental needs; professional 

assistance in work; and the ability to leave a legacy (Murray, 2001). Other benefits 

identified by mentors, for mentors, include: refined thinking and rethinking; positive 

feelings about supporting someone’s growth; a reconnection to the profession; feelings 

of self-worth; and a chance to “pass the torch” (Hill & Ragland, 1995, p.75).  

Summarily, mentors realize satisfaction from the process, discover an 

opportunity to reflect on the leadership role, and find the experience to be overall 

enriching and satisfying (Bush & Chew, 1999; Ehrlich et al., 2004). All in all, mentors 

gain from hearing other perspectives, as well as from the questions asked of them since 

one learns from the necessity to clarify and expand one’s own understanding in order to 

respond to questions about their actions (Villani, 1999). 

As has been discussed, the mentors and mentees benefit tremendously from the 

mentoring relationship and the districts or organizations also reap benefits. Smith (1993) 
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found that mentoring not only relieves stress, but also, mentoring leads to: better 

organization and communication in schools; an improved climate of support; more 

effective programs for staff induction and professional development; and more 

recognition of teaching efforts along with a clearer description of job tasks and 

expectations (Smith, 1993). Other benefits experienced by the organization include: 

increased productivity; cost effectiveness; improved recruitment efforts; increased 

positive communication and understanding; retention of intellectual capital; 

enhancement of services offered by the organization; and improvement in strategic and 

succession planning (Murray, 2001). Murray (2001) also found that mentoring provides 

visible evidence of concern and care for employees, higher rates of recruitment and 

retention, a more diverse workforce, and increased productivity.  

Bush and Chew (1999) report that mentoring benefits the organization by 

proliferating organizational norms and culture, ensuring that knowledge and skills are 

passed to younger colleagues, improving performance of the work group, and providing 

a steady supply of trained personnel. Finally, Daresh (2001; 2004) discovered that 

districts with mentoring systems develop a more capable staff, create an attitude of 

lifelong learning, produce higher motivation and job satisfaction levels, increase self 

esteem for all employees, and have greater productivity results.  

As presented, mentoring relationships provide benefits to the mentees, mentors, 

and organizations. Mentoring relationships also have been proven to contribute to the 

teaching profession by providing foundations for well-adjusted teachers, positive 

support networks, and improved relations between staff. In addition, mentoring fosters 
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team-building among the staff while also serving as a means to identify communication 

and other organizational problems within the school. A culture of mentoring is likely to 

entice more people into the profession and improve the status of teaching as a profession 

(Smith, 1993). While Smith’s (1993) study focused on teachers and teaching, it seems 

reasonable to imply that the mentoring of school administrators would have a similar 

impact on the administrative profession. Throughout all levels of the profession, 

mentoring serves as an in-service model of professional development for educators 

(Bush & Chew, 1999).  No doubt, effective mentoring contributes to the overall health 

of the profession. As of yet, effective mentoring practices have not been the norm; thus, 

the next section of the literature review looks at the challenges and barriers sometimes 

erected through the mentoring process.   

Challenges. While mentoring relationships add many benefits for the mentee, 

mentor, organization, and profession, some mentoring relationships not only prove to be 

void of such benefits, but in fact, erect obstacles for the same groups. For instance, the 

mentees might be used as vehicles for recognition for the mentors who take credit for the 

mentee’s work, and to claim it as their own (Bell, 1998; Gupton & Slick, 1996; Murray, 

2001). Further, the mentees might experience situations in which the relationships are 

unfocused or with mentors who fail to keep commitments (Murray, 2001; Zachary, 

2000). Along the same line of thought, mentees might assume entitlements or have 

unrealistic expectations about job promotions because of the relationship they have 

experienced (Murray, 2001; Zachary, 2000).  
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Moreover, Zachary (2000) found that mentees often appear the subjects of 

jealousy, manipulation, and apathy from mentors. Others (Bell, 1998; Crow & 

Matthews, 2004) discovered that mentees sometimes do not grow or learn as much as 

possible because mentors do not allow mistakes from which to learn or the mentors have 

an attitude of indebtedness from the mentee. Similarly, Daresh (2001; 2004) and Crow 

and Matthews (2004), along with Gupton and Slick (1996), assert that mentees might 

develop a limited perspective on problem solving because of too great a reliance on their 

mentors. Too, Shakeshaft (1987) avows that socialization and sex stereotypes become 

the guiding forces for behavior.  Additional pitfalls for the mentees discovered by 

Murray (2001) include conditions in which the mentor played the mentee against the 

boss, the mentee refused to assume responsibility for his or her actions, or the mentor 

expected the mentee to neglect core jobs. 

At the same time that mentees might experience obstacles or negative 

consequences as a result of mentoring, the mentors sometimes encounter obstacles, as 

well. In fact, although Mountford (1993) suggests that not all are willing or able to take 

on the role of mentor and all may not possess the requisite skills (Murray, 2001), many 

feel a pressure to take on the mentoring role (Murray, 2001). Still other mentors may not 

take the role seriously; may not perceive a reward, benefit, or payoff for their efforts; 

might be possessive of mentees; might hesitate to allow mentees to take the risks 

necessary for learning; and might harbor resentment toward or from the mentee (Murray, 

2001).  Zachary (2000) identifies still other traps to effective mentoring, including: 



49 

 
• Impostership; 
• Burnout; 
• Stress; 
• Lack of disclosure; 
• Ethical dilemmas; 
• Crossing boundaries; 
• Prejudice and bias; 
• Procrastination; 
• Jealousy; and 
• Chain of command discrepancies. 

Likewise, Daresh (2001) declares that mentors might ignore the limitations of the 

mentees and might become too demanding of them.  

Overall, several other hindrances to mentoring and the mentoring relationship 

have been identified; that is, mentoring may be inconsistent and suffer from limitations 

(Bloom, Castagna, & Warren, 2003; Daresh, 2004), with the relationship even being 

detrimental to one or both parties (Ehrlich et al., 2004; Mertz, 2004). For example, 

Daresh (2001) found that mentoring relationships are often too protective and both 

parties might have expectations that are too high.  Further, if the close mentoring 

relationship ends, one or both parties might suffer severe emotional pain (Daresh, 2001). 

Moreover, mentoring may challenge the organization through: frustration; commitment; 

coordination with other performance improvement strategies; difficulty in selling; and 

part of a complicated and expensive administration process (Murray, 2001). Mentoring 

is not a panacea to correct all of the challenges of the profession. 

A significant hindrance to positive mentoring is time. That is, the lack of 

sufficient time is a pervasive issue throughout the mentoring relationship (ASCD, 1999; 

Boyer, 2003; Bush & Chew, 1999; Ehrlich et al., 2004; Mountford, 1993; Murray, 2001; 
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Portner, 2001; Zachary, 2000) especially since the busiest and most stressful times for 

the mentee are the same as for the mentor. Comparatively, the mentors are usually the 

most experienced and most successful professionals who also have the most constraints 

on their time (Mountford, 1993). ASCD (1999) found that mentoring programs, of all 

sorts, at various levels, fail for many reasons, including the facts that: they are labor 

intensive, requiring one-on-one development; it is difficult to demonstrate benefits, since 

they are often confidential and invisible to others; many practitioners do not have 

personal experience with mentoring and have no reason to value it; mentoring 

establishes new professional norms and may run counter to the prevailing culture; such 

programs are seen as a complete answer, having no concurrent support; programs often 

develop without a clear connection to student learning; and mentoring programs place 

emphasis on program development, mentor relationships, and the tasks of the mentor 

instead of on professional growth.   

Ensuring success. While some researchers have discovered that mentoring has 

many beneficial aspects, others have denoted barriers to positive mentoring 

relationships; hence, some researchers have suggested ways in which to ensure that 

established mentoring programs and relations are as effective as possible. In the first 

instance, Acton, Smith, and Kirkham (1993) assert that the language used in mentoring 

must be consistent; mentor selection is significant; gender selection may be helpful; and 

although age is not an issue, experience does matter. Additionally, mentors must be 

effectively trained to view mentoring as a process, rather than an event, with the mentor 

needing to understand the partnership agreement and underlying arrangements 
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(Mountford, 1993). Finally, ASCD (1999) and Portner (2001) relay that training and 

ongoing support for mentors are critical, while Portner (2001) suggests providing 

compensation for the mentors and Mountford (1993) also recommends that mentors 

receive training and possible accreditation or credits toward a higher degree.  

 Whichever form a mentoring program takes, program coordinators must assess 

the program in order to assure its success and continuous improvement (ASCD, 1999; 

Daresh, 2001; Portner, 2001). Assessment techniques might take the form of surveys, 

questionnaires, interviews, or journals (ASCD, 1999) and key elements assessed might 

include effectiveness, cost, whether or not the program meets the needs of all 

participants as well as the system, and whether or not program participants are provided 

opportunities to work together and grow professionally.  In addition, the assessment 

should address both program weaknesses and strengths along with allowing all 

participants a chance to provide input into the assessment (Daresh, 2001). While none of 

the recommendations guarantee the success of a mentoring program, oversight and 

assessment increase the chances of success. 

Call for expansion. While a great deal of the literature focuses attention on the 

advantages of mentoring and mentoring programs, an increasing body of literature calls 

for the need to expand the practice of mentoring, first and foremost by recommending 

that mentees rely on the leadership of more than one mentor. Importantly, Wenninger 

and Conroy (2001), along with others (Clifton & Nelson, 1992; Crow & Matthews, 

1998; Gardiner et al.; 2000; Gupton & Slick, 1996; Zachary, 2000), suggest that an 

inductee to the profession not find just one mentor; but, rather connect with several 
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mentors who possess expertise in every facet of school administration and cultivate 

relationships with a wider network of people. For example, inductees might build a 

support system, both within and beyond the profession, so that each mentee may garner 

support that is personal and professional, as well as formal and informal (Gupton & 

Slick, 1996).  

The idea of a support system is further expounded into the notion of a Personal 

Board of Directors (Clifton & Nelson, 1992; Gardiner et al., 2000; Villani, 1999; 

Wenninger & Conroy, 2001; Zachary, 2000). The Personal Board of Directors is 

comprised of family members, best friend(s), current or former managers, teacher(s), 

religious leaders, and possibly other professionals such as an accountant or lawyer. The 

Board of Directors then helps the individual identify goals and objectives, recruit 

mentors, and thus achieve desired goals. Further, individuals should turn to professional 

organizations (Gupton & Slick, 1996) to help develop and maintain a support system.  

Individuals may also seek the input of peer mentoring groups (Zachary, 2000).  

When traditional one-on-one mentoring is not an option, other program ideas are 

recommended. For instance, Portner (2001) suggests that new teachers join support and 

learning groups, involve themselves in co-mentoring, and conduct peer assistance and 

review sessions. Once again, the ideas advanced for new teachers should be appropriate 

for new administrators, as well. Additional alternatives to more traditional one-on-one 

mentoring include taking a team approach to mentoring or allowing release time in order 

for one individual to guide several mentees or conduct mentoring via the telephone 

(ASCD, 1999).  
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Further, Boyer (2003) outlines an online mentoring proposal, warning 

participants to explicitly define the role of the mentorship as well as remembering to 

create a persona of support, guidance, availability, and open expression. Boyer (2003) 

finds that in the online experience, partners attempt to find purposeful exercises in which 

to frame their learning community experiences. Just as in the case of the other mentoring 

programs, a less traditional model also requires orientation to and planning for the roles 

of mentor and mentee (ASCD, 1999). The plan must be intentional, well-designed, and 

continually assessed in order to facilitate its effectiveness.      

The critical nature of mentoring. As stated in the introduction, recent activity 

has prompted the call for dramatic school reform – a call that has actually lasted for the 

latter half of the 20th century and beginning of the 21st century. As related to mentoring 

among school administrators, Toffler (1970) calls for the long overdue breakdown of the 

factory-school model. He further points out that the rapid obsolescence of knowledge 

and the extension of the life span make it clear that the skills learned in youth are 

unlikely to remain relevant; thus, organizations need provisions for life-long learning on 

a “plug in/plug out” basis (Toffler, 1970, p. 407). School districts do seem to recognize 

the crucial nature of the concept of life-long learning as is evidenced by the mission 

statements of school districts in the geographic area of the study. 

According to Smith (1993), it is now time for districts and individuals alike to 

realize the importance of mentoring in the growth process of administrators as the 

establishment of a mentoring system in schools represents a genuine investment in 

people. In fact, mentoring has been deemed essential to those aspiring to administrative 
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positions (ASCD; 1999; Browne-Ferrigno & Muth, 2004; DuBrin, 2005; Edson, 1995; 

Gardiner et al., 2000; Hoyle, 2002; Malone, 2001; Matthews, 1995; Mertz, 2004; 

O’Mahony, 2003; Pence, 1995; Shakeshaft, 1987; Vann, 1991), with the modern team-

based organizational structure supporting the concept of mentoring (DuBrin, 2005). 

Further, Hoyle (2002) emphasizes that behind every successful person is a mentor or 

mentors to keep him or her from drifting off course by reminding them of who they are, 

what they do best, and how best to succeed.  

On a more practical level, of those school administrators who recognize personal 

mentors, 42% become principals within ten years while only 17% of those without 

mentors advance (Edson, 1995). Moreover, mentoring relationships should not be 

limited to the early stages of principal training (Malone, 2001), but might be relied on as 

individuals transition through various phases and stages of their lives. Several 

researchers (Daloz, 1986; Danzig, et al., 1993; Daresh, 2004; Malone, 2001) point out a 

wise and trusted mentor is more important than immediate supervisors, managers, and 

peers (Hoyle, 2002).   

The literature on mentoring overwhelmingly stresses the imperative for a support 

system for principals and argues that an absence of mentoring excludes potential leaders 

from leadership positions (Gardiner et al., 2000). At this time, it is obligatory to argue 

that the educational discourse still maintains the traditional political culture that has been 

the norm in Texas and most of the South. That is, in a traditional political culture, an 

established elite group is expected to provide the political leadership in an endeavor to 

maintain the status quo. As Gardiner et al. (2000) describe, “The existing mentoring 
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process is designed to perpetuate the status quo” (p. 187) (also found in Malone, 2001). 

Therefore, a challenge for the current system lies in disrupting the status quo by inviting 

and welcoming newcomers to the profession. The next portion of the literature review 

synthesizes the frameworks for adult learning and mentoring. 

Synthesis of the Two Frameworks 

One of the acknowledged difficulties encountered by school administrators is the 

necessity to keep up with changing times. We live in a time of continuous change and 

response to such change requires learning faster than the rate of change (West-Burnham, 

1993) or what Schon (1971) refers to as the loss of a stable state. According to Schon 

(1971), society and its institutions are in continuing processes of transformation, forcing 

society’s individuals to learn to understand, guide, influence, and manage these 

transformations. Consequently, individuals must become adept at learning, and 

organizations themselves must become learning systems. In short, society as a whole 

must learn about learning. For this reason, learning must be institutionalized (Bell, 1998; 

West-Burnham, 1993) and the institution must demonstrate a sincere commitment to 

caring and learning.  

Smith (1993) writes that a collaborative culture is vital in schools which are 

“people processing,” not “product processing” organizations (p. 15). A fundamental 

cultural shift is necessary if we are to view working in the position of assistant principal 

as a developmental activity, rather than an application of previously acquired knowledge 

and skills (West-Burnham, 1993). In other words, an assistant principal must be in the 

schoolhouse, assuming the responsibilities of an accomplished mentor, under continual 
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enthusiastic support, commitment, and guidance of the mentor to transition to the role of 

principal (Barth, 2001; Education Alliance, 2003). The norm for school leadership, 

according to Daresh (2001), should be that of leaders helping leaders to overcome the 

anxiety, frustration, self-doubt, and loneliness (Cooper, 1995; Daresh, 2001; Hart, 1995) 

in order to concentrate on the exciting, challenging, and personally rewarding aspects of 

the job of school principal (Daresh, 2001).  

When learning becomes a part of the culture of an institution, members report on 

several characteristics of the institution.  First, there are formal, organization-wide 

opportunities for review, questioning, and reflection.  Second, organizational values, the 

mission of the organization, and future goals are at the center of all activity.  Third, there 

is evidence of a constant process of reframing the organization within its environment.  

Finally, “negative capability” allows for members to assimilate failures and mistakes as 

learning opportunities (West-Burnham, 1993).   

As a point of further note, ASCD (1999) asserts that quality learning 

environments lead to quality schools (see also, DuFour & Eaker, 1998; DuFour, Eaker, 

& DuFour, 2004). It is the growth, learning, improvement, and everlasting 

experimentation that provide organizations the “ability to learn faster than your 

competition” (Bell, 1998, p. xi). Such learning organizations, as a result, establish an 

environment of risk-taking (Bell, 1998). Such learning organizations also take proactive 

stances and are the antithesis of those which Schon (1971) most often observes: 

organizations that are not responsive and where they or their members do not directly 

confront challenges, but rather seek to deny, escape, or become oblivious to them.  
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However, as Gold and Roth (1999) insist, change is complex; thus, they 

recommend bringing about personal change before attempting organizational change.  

This personal change might be best accomplished in a climate of mentoring whereby 

learning occurs side-by-side to foster a culture of continuous learning (ASCD, 1999). As 

Murray (2001) states, learning causes an observable change in behavior and training is 

the processes of helping someone learn; further, value is found in helping others learn 

how to learn (Daresh, 2004).  This learning cannot be mandated, but must rather be 

facilitated. Or, as ASCD (1999) assesses, really good mentoring is really good teaching, 

since mentoring effectively requires supporting someone in need of development in 

knowledge, skills, networking, coaching, and reflection (West-Burnham, 1993; Zachary, 

2000). 

In short, learning is the primary purpose of mentoring and mentors are leaders 

who engage in deliberate actions to promote learning (Bell, 1998; Shea, 2002; Zachary, 

2000) while playing a key part in the transformation to move another through, not 

around, fear (Daloz, 1986), and embrace change (O’Mahony, 2004). As such, the 

mentee shares in the responsibility of the learning environment by establishing the 

setting, learning, and resources through self-direction (Zachary, 2000). Thus, the critical 

nature of mentoring within institutions becomes apparent. However, as Courtney Tall 

(n.d., as cited in Toffler, 1970) warns, 

stability based on relationships with a few people will be ineffective, due to the 
high mobility, wide interest range, and varying capacity for adaptation and 
change found among the members of a highly automated society…Individuals 
will develop the ability to form close “buddy-type” relationships on the basis of 
common interests or subgroup affiliations, and to easily leave these friendships, 
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moving either to another location and joining a similar interest group or to 
another interest group within the same location…Interests will change 
rapidly…(p. 108) 

 

Further, transforming the system requires passing through zones of uncertainty and crisis 

– not because of lack of information, but from information overload (Schon, 1971). 

Thus, continuous learning and growth are necessary for the organization as well as the 

people in it.  

While many view mentoring as teaching, others (ASCD, 1999; Gardiner et al., 

2000; Hoyle, 2002; Regan & Brooks, 1995) see mentoring from a perspective of caring. 

In the findings of Regan and Brooks (1995), it is the ethic of care that propels people 

into action on behalf of others while “caring for others is paramount for organizations to 

reach their potential” (Hoyle, 2002, p. 5). Leaders must lead with heart, soul, integrity, 

kindness, and equity, and teach others to do the same (Hoyle, 2002). The caring allows 

mentors to help the mentee achieve his or her goals by developing competence and trust, 

while focusing on the mentee’s goals, not their own (Gardiner et al., 2000). After all, 

“Care is the amniotic fluid in which all activities must be immersed” (Beck, 1992, as 

cited in Regan & Brooks, 1995, p. 29). Then, the relationship between person and 

organization is only broken either by his or her departure from it, by its dissolution, or 

by its transformation through reorganization (Toffler, 1970). All in all, relationships are 

the key component of successful mentoring relationship and, indirectly, growth and 

learning (Mertz, 2004).  
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Recent Research 

 While scholarship abounds on the topic of mentoring, a large amount of the 

literature still involves the inputs into the system – definitions, traits, characteristics, 

benefits, barriers, and ways in which to develop mentoring systems. Significantly, much 

of the available literature is based on observation, experience, and informal acquisition 

of data. For example, the books by Bell (1998), Brounstein (2000), Daloz (1999); 

DuBrin (2005), Murray (2001), Portner (2001), Shea (2002), Udelhofen and Larson 

(2003), and Zachary (2000) are based upon the personal experiences of the authors. In 

many cases, those authors serve as consultants to individuals, corporations, and 

educational entities and their expertise lies in helping the organizations and people 

within the organizations develop as leaders. Another group of authors (including 

Cranwell-Ward, Bossons, & Gover, 2004; Crow & Matthews, 1998; Daresh, 2001; Gold 

& Roth, 1999; and, Smith & West-Burnham, 1993) base their work on the synthesis of 

years of personal research and the research of others. However, while each of the 

authors in this group refers to his or her research and study(ies), no details are provided 

on the research designs or participants. Still other reports, such as ASCD (1999), are 

based upon case studies of a limited scope. 

However, the work of the groups mentioned above is corroborated by the 

empirical research and studies available in the fields of adult learning and mentoring. 

That is, much of the work presented in this literature review (including Edson, 1988; 

Gardiner et al., 2000; Gupton & Slick, 1996; Herman & Mandell, 2004; and Shakeshaft, 

1987) is based on empirical studies and a detailed description of the research design, 
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participant profile, and analysis techniques are described. In several cases, the 

researchers noticed the work of the less-scientifically based authors and set out on a 

course to formalize the learning.  

In the same way, Ehrlich, Hansford, and Tennant (2004) synthesized much of the 

previous work by embarking on a structured analysis of more than 300 research-based 

articles on mentoring across the disciplines of business, medicine, and education. 

Likewise, Browne-Ferrigno and Muth (2004) synthesized two studies from their work at 

the University of Colorado at Denver, whereby they had initially intended to focus 

solely on role transformation as teachers moved into the administrative arena, and the 

importance of mentoring and engagement repeatedly emerged from the data. Moreover, 

Gross (2002) studied 11 pairs of mentors and protégés and carefully implemented 

member checks in order to assure accuracy in the reporting of the study. Finally, 

Mendez-Morse (2004) instituted purposeful sampling in her approach to data gathering 

and then used interviews, focus groups and open-ended, semi-structured interviews as 

her data gathering tools. 

More recent foci have included mentoring in the context of adult learning. For 

example, a 2003 dissertation at Michigan State University (Teja, 2003) in the 

Department of Agriculture and Natural Resources Education and Communication 

Systems, looks at Mentor/Mentee Perceptions of Mentor Functions: The Mentoring of 

Adult Learners in a Leadership Development Network. While the literature review of 

that piece also centers on adult learners and mentoring relationships, the study merely 

looks at the six mentor functions, identified by Cohen, as participants in the Leadership 
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Development Networks of the Christian Reformed Church of North America perceive 

them. Teja’s (2003) goal was to add greater precision to definitions as well as to clarify 

the theoretical framework for effective mentoring relationships. Because of the specific 

populations included in the study, generalizability is limited.  

Teja’s (2003) findings are consistent with the existing research on mentor 

demographics, orientation to the process, and the qualities of the mentoring 

relationships. He did implicate that establishing trust in one another is the first step in 

building a foundation for the mentoring relationship. Similarly, both parties in the 

relationship must perceive benefits in order for the relationship to sustain over time. 

However, both the mentors and mentees rated the comprehensive effectiveness of the 

relationships as low. Overall, Teja (2003) recommends that more training by mentor 

trainers or more skill development by the mentors, themselves, is necessary. 

Additionally, Teja (2003) suggests that mentors and mentees both be held accountable 

for their roles in the mentoring relationship. While Teja used surveys to conduct his 

research, he counsels the use of qualitative analysis for future looks at the benefit factors 

studied. 

Smith (2004) tested Cohen’s Model, again, in a dissertation presented to the 

faculty of the College of Education at the University of Houston. In The Role of 

Mentoring in Relation to Principal Development, Smith begins with an assertion that the 

principal is the most critical aspect of school improvement. Smith’s (2004) purpose was 

to establish the dimensionality of mentoring and compare the components of mentoring 

as it relates to principal development among three ethnic groups and to examine the 
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differences in the magnitude of each component for each group. Again, Smith used 

survey research to conduct the study. In the discussion, Smith (2004) contends that 

principals must provide mentoring experiences that extend beyond the traditional roles 

and responsibilities of an assistant/associate principal. In addition, principals must pay 

considerable attention to minority needs in regard to mentoring and principal 

development, resulting in increased minority representation among administrators and 

principals. 

Comparably, Creasap (2003) produced The Effects of Mentoring and Sustained 

Reflection on Educational Leadership Practice: A Case Study of a Novice Principal and 

Mentor Participating in an Administrative Leadership Academy, a dissertation presented 

to the Graduate School of The Ohio State University. In this dissertation, the literature 

review again concentrates on mentoring and adult learning theory; however, this time, 

the literature review also includes a focus on portfolios and the historical development of 

the present-day principalship.  

Whereas the previous two doctoral students tested Cohen’s theory on mentoring, 

Creasap (2003) relied upon grounded theory for the study. Indeed, Creasap (2003) 

established a context for improved educational outcomes for all children by working 

collaboratively with two faculty members and two other graduate research assistants in 

order to evaluate and assess the effectiveness of the Entry Year Program of Midwestern 

State’s Department of Education. In this case study of one Mentor/Mentee team, the 

researcher was the sole data collector; thus, allowing for human mistakes to be made. 

While many of the recommendations made by Creasap are concerned with the specific 



63 

program of a particular state, Creasap does suggest that future research might compare 

portfolio completion with their connection to student achievement. Furthermore, the 

findings on self-reflection, reflection with others, and written reflection guided a novice 

principal as she attempted to improve the climate of the school by building trust, 

building confidence in her leadership abilities, and engaging teachers in collaborative 

decision-making and problem-solving processes. The researcher suggests that these 

findings lay the theoretical framework for future research. 

On a more scholarly note, a special issue of Educational Administration 

Quarterly (October, 2004) was published in an effort to identify gaps in the current 

scholarship on mentoring. Two identified needs relate to this review of the literature.  

First, Grogan and Crow (2004) assert the need for mentorship to develop leadership for 

continuous learning. Second, Grogan and Crow (2004) wonder how mentoring promotes 

risk-taking behavior and innovative practice.  

Concluding Remarks 

As scholars contemplate passing along the torch of knowledge to adult students 

and whether the adult learning is referred to as andragogy, theory-in-use, craft 

knowledge, mentoring, or cognitive coaching, it is critical to remember that “education 

is not something that we say or do to our students, it is a way we stand in relation to 

them” (Daloz, 1986, p. xv). Daloz further sees the teacher as a guide embracing the aim 

of developing the whole person. However, to actually develop a good working 

relationship with an individual, thus fostering the development of the whole person, one 

must first build trust with them (Barth, 2003; Costa & Garmston, 2002; Knowles, 1984). 
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The authors further assert that trust may be built in a variety of ways, but tried and true 

techniques include spending time with the person in non-working tasks, making 

statements or inquiries into the other person’s interests or experiences, and practicing 

behaviors of respect and courtesy, including keeping close proximity, touching, using 

courteous language, and making personal compliments (Costa & Garmston, 2002).     

 Oftentimes, it is the mentor who serves as the teacher to a novice, so it is the 

mentor who must build a relationship before embarking upon specific learning tasks. As 

novice high school assistant principals prepare to face the challenges of leading a high 

school campus, the mentor might play a critical role in the continuing development of 

skills, knowledge, and dispositions of the novice. The mentor might also serve the 

purpose of teaching the novice assistant principal important skills in the maneuvering of 

the landscape of school administration. In their new roles as high school administrators, 

assistant principals must possess the skills necessary to improve student learning and 

increase student achievement.   
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Chapter Three: Methodology 

The role played by a mentor has not been unnoticed or unrecognized by 

governing bodies. For instance, when aspiring school principals in Texas are completing 

their journey toward certification, they are required to complete a one-year induction 

period under the guidance of an experienced administrator, along with university 

supervision.  The induction training most often occurs on the campus where the aspiring 

administrator is currently employed, with little attention paid to the quality, 

effectiveness, or skill level of the campus principal.  

The ruling states:    

a) Principals or assistant principals employed for the first time as campus 
administrators (including the first time in the state) shall participate in, at 
least, a one year induction period. 

b) The induction period should incorporate the assessment and professional 
growth requirements contained in 241.30 (b) of this title (relating to 
Requirements to Renew the Standard Principal Certificate). 

c) The induction period should be a structured, systemic process for 
assisting the new principal or assistant principal in further developing 
skill in guiding the everyday operation of a school, adjusting to the 
particular culture of a school district, and developing personal awareness 
of self in the campus administrator role.  Mentoring support must be an 
integral component of the induction period (Texas Administrative Code, 
Title 19 Part 7 Chapter 241.20). 

 
The literature review provided considerable information on adult learning and 

mentoring. The review of the relevant literature also served as a framework for the study 

detailed here: To lay the groundwork for the kind of careful inspection that is needed to 

investigate the TAC statute and the induction year for new assistant principals, through 

both theoretical and practical frameworks. The literature review and research design 

served as a scaffold for the following research questions: 
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1. How do the novice assistant principals of this study describe the mentoring 

process? 

2. How do the novice assistant principals describe the utility of the mentoring 

processes and procedures they have experienced? 

3. When high school assistant principals identify mentoring relationships as 

significant in their personal and professional development, how do they 

characterize the relationship (i.e., what activities occurred with the mentor, and 

which of the activities were the most helpful to the individual)? More 

specifically: 

a) How do new high school assistant principals portray their transformation 

as a result of working with a mentor? That is, in what ways did the 

assistant principals alter their attitudes, skills, knowledge, decision-

making, or behavior as a consequence of the mentor relationship?  

b) How did the mentoring relationship help the new assistant principal 

develop into a self-directed adult learner? 

c) How did the mentoring relationship assist in promoting risk-taking 

behavior and innovative practice? 

In short, mentoring relationships have traditionally been informal, personal 

relationships, often portrayed as the “old boys’ network.” Now, an attempt has been 

made to advocate this informal structure as a formalized and bureaucratic endeavor.  

One must ask how that has manifested itself in the work of the novice high school 

assistant principal. 
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Methodologists Merriam and Simpson (1989) wrote, “The techniques and 

procedures for conducting research are to the researcher as the chisel and hammer are to 

the stone sculptor: their careful and consistent use brings new images of reality” (p. 

127). A primary goal of this research project was to use qualitative techniques and 

procedures to understand the meanings novice high school assistant principals have 

constructed from their experiences in a state mandated induction program. The specific 

focus was on the mandated mentoring component of the induction experience.  

To help achieve the goal articulated above, it was necessary to choose techniques 

and research procedures that provided an understanding of the mentoring component of 

the one-year induction period from the perspective of novice high school assistant 

principals who experienced the component. Qualitative techniques and methods seemed 

most appropriate for accomplishing the goal. Such methods helped the researcher 

understand the meanings people constructed in the process and in making sense of their 

worlds (Merriam, 1998).  

Research Design 

 As stated in earlier text, the purpose of this study was to conduct an investigation 

of the mentoring component of Texas Administrative Code, Title 19 Part 7 Chapter 

241.20 and, more specifically, the meanings that participants made of the mentoring 

experience. The study also determined participants’ perceptions of the effectiveness of 

these mentoring experiences and the various components that are part of these 

experiences. While this project was not intended to produce an evaluation of the edict, it 

did attempt to capture and communicate the participants’ perceptions and 
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understandings of the experiences. Several techniques were implemented in order to 

record, analyze, and retell the participants’ stories as related to the mentoring 

experience. In the words of Patton (2002), good stories tell “what happened, when, to 

whom, and with what consequences” (p. 10), and serve the purposes of gathering 

information and generating useful findings. Telling and listening to stories is a 

significant means by which people make sense of their world from an inside view 

(Danzig, 1997). Documenting the stories of the novice high school assistant principals 

informs the researcher as he or she investigates the mentoring component of the 

mandatory induction program. In addition, understanding participants’ stories is useful 

in illustrating the processes and outcomes of the programs for those who make decisions 

about the program (Patton, 2002). Thus, this project depicts the meanings a cadre of 

novice high school assistant principals made of the mentoring component of the 

induction program. A more detailed description of the research design is explained 

below. 

Site and Participant Selection 

For this study, the participants were current students and recent graduates of a 

principal preparation program at a large university in the southwestern part of the United 

States. All of the participants held positions as novice high school assistant principals at 

the time of data collection and analysis. In addition, one other novice assistant principal 

who was serving at one of the selected sites was included in the group of participants. 

The focus of this study was on the mentoring component of the induction experience for 

novice high school assistant principals, and not on their pre-service training. The 
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researcher believed that this additional participant’s experiences would add insight to the 

study because of his prior experiences and familiarity of the campus.  

Table 1 provides an overview of the selected participants for this study. As seen, 

54% of the participants were male and the remaining 46% were female. At the same 

time, 85% of the selected participants were White. Importantly, the participants were 

selected because of their proximity to the researcher and their newly acquired position as  

high school assistant principals and not because of particular demographic factors.  

Table 1 

Participant Information 

Participant Gender Race/Ethnicity Campus Previous Career 
before Teaching 

A M White/Anglo 1 Y 
B F White/Anglo 2 Y 
C M African-American 3 Y 
D F White/Anglo 4 N 
E F White/Anglo 4 Y 
F M White/Anglo 4 Y 
G M White/Anglo 4 Y 
H M African-American 5 Y 
I F White/Anglo 2 Y 
J F White/Anglo 2 N 
K M White/Anglo 2 N 
L M White/Anglo 6 Y 
M F White/Anglo 4 Y 
 

This was a purposeful sampling, with few participants chosen so as to allow 

inquiry into and an in-depth understanding of the phenomena examined. In fact, the 13 

participants were employed on only six different school campuses. This purposeful 

sampling, a necessity for naturalistic inquiry (Lincoln & Guba, 1985), was selected with 

the intent of sampling typical cases, with the possibility of finding extreme or deviant 

cases. Two of the chosen sites were named Leadership Development Schools by their 
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respective school districts. As Leadership Development Schools, the novice high school 

assistant principals were specifically placed at the sites with the intent to focus 

considerable resources on the notions of distributed leadership and building leadership 

capacity within schools. This model emphasizes the inquiry process among teachers and 

school leaders, such that various components of school reform as well as the 

stakeholders associated with such reform are addressed in tandem. The entire cohort of 

principalship students at the university studies the Leadership Development School 

through problem-based learning activities and with a focus on the challenges and 

successes of ensuring the academic achievement for all students. In addition, several 

students obtain leadership positions at the sites, led by an exemplary principal-mentor.  

As such, mentoring on these campuses is designed to be very intentional and direct, 

primarily led by the principal of the school.   

While this sampling was nonrandom, purposeful, and small (Merriam, 1998; 

Silverman; 2001), the previous experiences of the participants, the commonalities as 

well as differences of the campuses, along with the comparisons and contrasts of the 

experiences of individual participants allowed for a wealth of data to be collected. 

Although the precise number of participants could not be pre-determined, it evolved and 

exact participants were selected as the investigation unfolded (Merriam, 1998; Lincoln 

& Guba, 1985). In this case, the limited number of program graduates and current 

enrollees bound the system.   



71 

Data Collection 

For this project, data were collected using two primary methods of data 

collection: (a) interviewing; and (b) observation. Supplementary techniques and 

procedures were chosen in order to preserve fidelity, and to aid in the ability to 

reproduce exact data and structure.  Following is a description of the data collection 

methods and data preservation techniques. 

Participant interviews. The first data collection method employed was the use 

of interviews. The interview process followed an approach that might be represented by 

the use of a funnel. In the first phase of interviewing, questions and prompts were of a 

very general and open-ended format. For instance, a prompt began with a statement such 

as: Tell me about your first year as an assistant principal. Another prompt was: What 

were some of the challenges you faced as a new assistant principal? And, when you 

faced such challenges, what did you do in order to resolve the conflict? Some interview 

wording was prepared in advance so as to help focus and guide the initial round of 

interviews; however, the prompts and questions were very general and unstructured to 

allow for a variety of responses from the participants. In the early stages of the interview 

process, open-ended and less structured questions were used to achieve that end and to 

find the respondent’s perspectives and understandings of the world, rather than the 

“investigator’s preconceived notions of the world” (Merriam, 1998, p. 74). Another 

purpose of gathering responses to open-ended questions was to enable the researcher to 

understand and capture the points of view of other people without predetermining those 
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points of view through prior selection of questionnaire categories (Patton, 2002) (see 

Appendix B for a complete interview protocol). 

Each study participant was contacted and an initial interview was scheduled. To 

facilitate the interview process, the researcher met with each participant at the time each 

preferred, as well as at the location that offered the most convenience for them. When 

necessary, the researcher offered to meet each participant for a meal, coffee, or between 

school events. In short, the researcher strove to schedule the interviews according to the 

needs and preferences of the interviewees.  

The second round of participant interviews moved to a semi-structured set of 

interviews whereby some of the questions were flexibly worded and the interview was a 

mix of more and less structured questions (Merriam, 1998). The semi-structured 

interview was used a means of checking the understanding previously expressed by 

participants. Responses received in the unstructured interviews informed the questions 

and prompts of the semi-structured interviews; allowing the researcher the opportunity 

to further clarify participants’ understandings of the experiences as well as to validate 

the researcher’s formative analysis of the understanding. Appendix B again contains the 

set of interview questions that served as a scaffold for this process. As Silverman (2001) 

pointed out, the “interviewer and interviewee actively construct some version of the 

world appropriate to what we take to be self-evident about the person to whom we are 

speaking and the context of the question” (p. 86). And, as the interviewer and 

interviewee meet, they are actively engaged in constructing meaning (Silverman, 2001); 

thus, more opportunities to interact should lead to a more accurate image of the 
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understanding that has been constructed. All interviews were tape-recorded and 

transcribed. A professional transcribed some interviews and the researcher transcribed 

the remainder of the interviews. This allowed the researcher to interact more deeply with 

the interview protocol and participant responses. 

In addition to the face-to-face interviews, data were planned to be gathered via 

telephone communiqués and electronic mail. For instance, on some occasions, the 

researcher initiated communication with the participants in the form of written responses 

to prompts, especially through the use of electronic mail. Although these responses were 

not always faceless and anonymous, it was presumed that direct and honest answers 

would be more likely when requested away from the work setting and through an 

indirect means rather than through face-to-face contact and in a personal meeting. That 

is, when an assistant principal did not feel completely comfortable being honest and 

direct while situated on a campus, such truthfulness may have been more forthcoming 

simply by allowing the expressions to occur away from the work environment and in 

writing. It quickly became evident that electronic communication became burdensome to 

the participants who expressed the receipt of hundreds of e-mail communications in any 

one day. Overwhelmingly, the participants requested that the researcher not contact them 

through the use of electronic mail; hence, this form of contact was ceased and the 

primary communication tool was the face-to-face interviews.  

Other documents came in the form of anonymous written reflective responses 

that are required as part of the participants’ university coursework. In this study, the 

researcher had access to the reflections and had the opportunity to analyze some of them 
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to seek themes common across all data collection methods. The reflective responses 

were only available from the current students for the semester they were enrolled in the 

reflective seminar course. Hence, the reflective responses were used to triangulate data, 

member check responses, and verify emerging themes. The reflective responses were 

limited in number and nature and could not be relied upon as a primary source of data. 

Participant observations. The other selected method for data collection was 

observation of the participants. The researcher spent time on each of the campuses in 

order to observe the participants and gather data about the types of behaviors, events, or 

people with which interaction occurred. This type of observation occurred twice during 

the year, once at the beginning of the assistant principalship experience and one after a 

few months of work. Each observation session lasted approximately 4 hours or ½ of a 

school day long.  

Observations were also used to gather data when mentoring sessions were 

scheduled, planned, and open to the researcher. This facilitated in the researcher gaining 

first-hand knowledge about the types of interactions that occurred between the mentor 

and mentee. More specifically, information was gathered as to the number of times the 

mentor initiated a learning experience, the number of times the mentee initiated such 

learning, and the type of questioning and reflection that occurred during the session. The 

mentoring session observations also occurred between the novice assistant principal and 

their university mentor, with or without the campus principal present. The observations 

were recorded in field notes, when possible. 
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Data Transcription 

Interview data were recorded and transcribed. In some cases, the interview 

recordings were transcribed by an expert transcriber and in all other cases, the researcher 

completed the transcription process. It is known that interviews recorded and transcribed 

more accurately represent an understanding of the “naturally occurring data” (Silverman, 

2002, p. 160). Yet, the observations were not recorded on audio or video devices 

because of logistical and portability issues as well as confidentiality concerns. Similarly, 

the mentor-mentee interactions were not recorded and transcribed because of the desire 

to bring as little distraction as possible to the event and because of the difficulty in 

transcribing audio recordings of several individuals participating in conversation. Hence, 

when feasible, tapes and transcripts were used to: (a) provide a public record; (b) be 

replayed and improve the capturing of events; and (c) preserve the sequences of talk 

(Merriam, 1998; Silverman, 2002). At all other times, field notes were recorded and 

preserved as a data source. 

In addition to the two data collection methods described above, interviewing and 

observation, field notes were also used to chronicle the research project. Although field 

notes are of low fidelity and low structure (Rudestam & Newton, 2001), when 

mechanical recording is not feasible, field notes provided a means of recording 

something that was said or to record a reaction to something that was said. Field notes 

were also used to signal the information that was most important and to pace the 

interview (Merriam; 1998). The field notes began with the time, place, and purpose of 

the observation (Merriam, 1998). They also documented the individuals present, gender 
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and race, and a diagram of the seating. In short, the field notes included: (a) verbal 

descriptions of the setting, the people, and the activities; (b) direct quotations or at least 

the substance of what people said; and (c) observer’s comments which were placed in 

the margin or in the running narrative and clearly identified (Merriam, 1998). Care was 

taken to differentiate between participants’ exact words and the interpretations, 

summaries, or observations of the researcher. 

Finally, the researcher kept a personal journal throughout the entire data 

collection process. The personal journal was used to keep a record of methodological 

decisions that were made. In this way, such decisions were recorded and available for 

public scrutiny (Lincoln & Guba, 1985). The journal was also used to record 

impressions, reactions, and other significant events (Rudestam & Newton, 2001).  

The data collection processes of this study were conducted in the spring semester 

of one school year and the fall semester of the next school year. Several of the 

participants were entering the second year of their assistant principal positions and able 

to reflect upon experiences of the first year. The data collection methods described were 

selected to ensure thoroughness and accuracy in the data collected. The above data 

collection plan served as a scaffold for the study, and data collection methods were 

repeated until redundancy was achieved (Lincoln & Guba, 1985; Rudestam & Newton, 

2001).   

Data Analysis 

Once data collection began, so did the process of analyzing the data. Lincoln and 

Guba (1985) assert that analysis must start on day one of the project and continue 
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throughout the project. They further suggest using an open-ended, constant comparative 

method of analysis (Lincoln & Guba, 1985), which is similar to Merriam’s (1998) 

recommendation to employ inductive research strategies. 

Since the study involved several participants, each participant’s data set was 

analyzed, then, each was cross-analyzed with the other cases before making suggestions 

or deciding upon emerging themes. To accomplish this, the researcher read the 

transcripts and field notes, reread them, and then made notes in the margins to comment 

on the data. The researcher wrote separate memos, capturing tentative themes, hunches, 

ideas, and things to pursue based on first set of data (Merriam, 1998). Notes also 

included ideas of what to ask next or what to follow up on in the next interview. This 

constant comparative method of data analysis permitted the researcher to begin with a 

particular incident from an interview, field notes, or document and compare it with 

another incident in the same or another data set (Merriam, 1998) until themes were 

recognized and redundancy finally reached. While striving for redundancy, the 

researcher also searched out the data for deviant cases. 

 The coding that occurred was accomplished through a mix of manual methods 

and computer management techniques. While the researcher is adept at using a variety 

of computer software applications, it was the researcher’s personal preference to interact 

on a more intimate basis with the data, rather than relying on more advanced software 

applications for the coding and analysis. Therefore, as described, transcripts and field 

notes were read and reread, with researcher notes documented in the margins. Moreover, 

Microsoft Office applications were used, namely Word and Excel software. In this way, 
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some technology was utilized, and the data was also easily retrievable by both the 

researcher and others. While interfacing with the data, the researcher continually 

referenced the personal journal and cross-checked data by theme and contributor. 

Careful consideration was made to include the responses of all participants and to 

include all data in the analysis and reporting processes. 

Trustworthiness 

In a qualitative research study, the design for data collection and analysis cannot 

be fully planned in advance of implementation of the project. Several steps were taken to 

ensure that trustworthiness was achieved. Trustworthiness involved a demonstration that 

the researcher’s interpretations of the data are credible to those who provided the data. 

One way in which trustworthiness was sought is through the use of an audit trail. The 

audit trail involved the keeping of meticulous records so that others could replicate the 

steps and reach the same conclusions (Rudestam & Newton, 2001). The use of the 

personal journal, accompanied by organized records, ensured that another researcher 

could retrace the steps of the project, intellectually, if not practically. Again, the personal 

journal and organized records allowed for the data to be cross-checked by theme and 

contributor. 

 Moreover, trustworthiness was established through the use of member checks. 

Repeated returns to the participants allowed me the opportunity to present the narrative 

along with the interpretations to confirm accuracy and credibility (Rudestam & Newton, 

2001). Finally, trustworthiness was achieved through data triangulation. Since data was 

solicited from multiple and different sources (Patton, 2002; Rudestam & Newton, 2001), 
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it was validated against at least one other source or another method (Lincoln & Guba, 

1985). In short, the researcher followed multiple steps to ensure trustworthiness in the 

data collection, analysis, and any findings. 

Concluding Remarks 

Detailed above is the process for participant selection, data collection, data 

analysis, and for ensuring trustworthiness in the study. While the project unfolded in a 

slightly different way than initially proposed, the data collection processes were adjusted 

accordingly. The researcher took care to plan for successive phases, since, before 

beginning, the researcher could not know “what is not known” (Lincoln & Guba, 1985, 

p. 235). However, the researcher did follow the three phases suggested by Lincoln and 

Guba (1985):  (a) “Orientation and overview” whereby an open ended, grand tour was 

planned and initiated; (b) “Focused exploration” through which the data collected in 

phase one was analyzed before more structured protocols were utilized; and (c) 

“Member checking” whereby participants had the chance to examine the narrative and 

analysis while also clarifying or adding to the data. It was my desire to understand the 

meanings novice high school assistant principals constructed from their experiences in a 

state mandated induction program. The care, time, and attention to detail provided 

significant insights into the topic. 
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Chapter Four: Data Analysis 

“You will deal with books, butts, and buses.”  That is the mantra many school 

administrators hear as they head into the arena of the school principalship. This study 

delves into the experiences of novice high school assistant principals who quickly found 

that this old cliché does not begin to describe their experiences, nor does it represent the 

requirements of the job of assistant principal. The following presentation of the data will 

show the immense learning and intensity necessary for survival of the novice assistant 

principals. 

Participant Profiles and Data Presentation 

This research depicts the experiences of 13 novice high school assistant 

principals. In particular, the research examines the ways in which those experiences 

relate to the mentoring component of principal induction. This chapter begins with a 

brief overview of the settings in which each of the novice assistant principals worked. 

The setting component includes school size, academic accountability rating, and other 

descriptive information of the schools. A brief description of the study participants is 

then presented. 

The chapter continues with a recounting of two in-depth interviews held with 

each of the participants. In addition to the interviews, each participant was shadowed at 

least once in his or her work setting. Thus, the data gathered from the shadowing is 

synthesized and analyzed along with the interview data and any other data that were 

collected. An attempt has been made to understand the participants’ perspectives and 
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understandings of the principalship, especially as related to the mentoring component of 

principal induction in Texas. 

Understanding the Context 

The participants of this study were novice high school assistant principals on six 

different high school campuses, in three different independent school districts. Campus 

one is situated in a suburban school district, yet sits near a major thoroughfare. The 

students are a diverse group, with the student body split remarkably evenly among four 

major subpopulations: White, African American, Hispanic, and Asian. Approximately 

40% of the students are reported as economically disadvantaged. On campus one, almost 

three out of four students are reported as graduates on the Recommended High School 

Plan, as defined by the State of Texas. Eighty-five percent of the teachers are White and 

well over two-thirds of the teachers have six or more years of teaching experience. 

Campus two is also located in a suburban school district; one that adjoins the 

district of campus one. Although it is in a neighboring school district, the campuses are 

only about 7 miles apart. Whereas campus one is highly diverse and economically 

challenged, campus two is about 67% White, with the other subpopulations comprising 

the remainder of the student body. Campus two has a student body of which less than 

15% is economically disadvantaged. Over 90% of the teaching staff on campus two is 

White, yet still, over one-thirds of them have fewer than five years of teaching 

experience. 

The other four campuses on which the assistant principals of this study work are 

all in a large urban district that abuts the districts of both campus one and campus two. 
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Campus three is situated nearest campuses one and two, being five and ten miles away 

from them, respectively. The student population at campus three is over 70% Hispanic, 

and almost 80% economically disadvantaged; thus significantly different from the two 

outlying schools. Again, almost 70% of the teachers are White and about 40% of them 

have taught for five years or less. 

Campus four, situated somewhat near campus three, has the highest percentage 

of students of color, with over one-third being African American and almost two-thirds 

being Hispanic; campus four has less than 3% of its student subpopulations made up of 

students who are either White or Asian. At the same time, and similar to campus three, 

almost 80% of the students on campus four are economically disadvantaged. On campus 

four, slightly over one-half of the teachers are White, most of the non-White teachers are 

African American, and over 50% of the teachers have five or fewer years of teaching 

experience. 

Contrastingly, campus five’s demographic composition is very similar to that of 

campus one. Still an urban school, it is one to which magnet students are bused from 

across the school district. Campus five has the most diverse teaching force with the 

faculty being divided nearly equally from the ranks of White, Hispanic, and African 

American teachers. Still, almost 45% of the teachers have fewer than five years of 

teaching experience. 

Finally, campus six is also a predominantly Hispanic campus, with over 50% of 

the students belonging to that subpopulation. The rest of the students are mostly White 

and African America, with the White population being the larger of the remaining 
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groups. Again, over 75% of the teachers are White and over 40% have fewer than five 

years of teaching experience. 

While the campuses might appear to be quite different from one another, five of 

the six are deemed academically acceptable by the state’s accountability system, with 

the sixth, campus four, being rated as Academically Unacceptable. Likewise, most of the 

students, on each of the campuses, will be reported as a graduate on the Recommended 

High School Program (RHSP). Further, four of the six campuses associated with this 

study also received Gold Performance Acknowledgements on the state’s accountability 

system, in one or more areas.  

The two suburban schools, along with the magnet school, met Adequate Yearly 

Progress (AYP) as defined by the federal No Child Left Behind statute. Significantly, 

three of the four urban schools missed AYP. It is significant to note that although the six 

other high schools in the urban district are not a part of this study, five of the six also 

Missed AYP. The campuses of this study are similar to other campuses across the 

region. Table 2 details specific demographic and accountability data concerning the six 

high schools that served as settings for this study. 
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Table 2 
 
Context of the Study: Campuses on which the Assistant Principals Worked 
 
 
 

Campus Urban/ 
Suburban 

Number 
of 

Students 

% 
Students 

White 

% 
Students 
Hispanic 

% Students 
African-

American 

% 
Students 

Asian 

% 
Students 
Low SES 

% 
Students 

RHSP 

# 
Teachers 

% 
Teachers 

White 

% 
Teachers 
0-5 years 

One Suburban 1900 30 30 30 10 39 75 130 85 35 
Two Suburban 2700 65 14 10 11 14 77 222 90 35 
Three Urban 1600 8 75 15 2 80 72 145 70 38 
Four Urban 1000 2 65 32 1 80 55 100 55 50 
Five Urban 1700 30 35 30 5 50 92 137 75 42 
Six Urban 2400 20 65 13 2 55 75 180 75 45 
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Table 3 
 
Additional Participant Information  
 

Participant Gender Previous Career 
Y/N 

University 
Primary/Other Campus Completed Study 

Y/N 
A M Y P 1 Y 
B F Y P 3 Y 
C M Y P 5 Y 
D F N P 2 Y 
E F N P 2 Y 
F M Y P 2 Y 
G M Y P 2 Y 
H M Y P 6 Y 
I F Y P 3 Y 
J F N P 3 Y 
K M N O 3 Y 
L M N P 4 Y 
M F Y P 2 Y 
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While the campuses of the assistant principals of the study are a diverse group, 

the participants in the study share more similarities than they do differences. Again, each 

of them has chosen and been selected as an assistant principal in a high school setting. 

Of the participants, seven are male and the remaining six are female. At the same time, 

11 of the 13 are of Anglo descent and the other two are African American. Significantly, 

eight of the participants held professional careers before entering the field of education, 

with the other six graduating from college with a specific intent to teach.   

Again, 12 of the 13 participants are graduates of the same Principal Preparation 

program at a major Research 1 University. The 13th participant works along side two of 

the others on the same campus and, while he considered applying to the above 

mentioned program, instead decided to enroll in nearby university. Since he works 

closely with the other two participants, the data gathered from him was analyzed along 

with the rest of the data. This participant had worked as a teacher on the campus, knew 

the staff well, and had a long-standing relationship with them. The participants were 

selected because of their geographical proximity to the researcher, along with the fact 

that each is assigned to a large comprehensive high school, and not because of any 

particular demographic characteristics. Table 3 includes specific information on each of 

the thirteen participants of this study. 

Further, as a novice assistant principal on each campus, each participant was 

required to have a mentor assigned by the district. In most cases, the assigned mentor 

was their building principal. As a student in a university preparation program, each had a 

university-assigned mentor or liaison.  As an affiliate of a campus team and member of a 
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school district, as well as a part of a university program, most participants reported to 

have various people they could call on for help and support. The number of individuals 

available to assist was never brought into question; however, the utility of the processes 

certainly raised some concern.  

Overview of Experiences 

Overall, this study involves participants with a wide range of experiences, both 

within, and outside of the field of education. Each participant in this study had a 

minimum of four years of teaching experience before entering the principalship 

program, as required by program guidelines. Most of the 13 participants began 

individual professional careers in fields outside of education before entering the field of 

teaching, and eventually, school administration.  

During the first interview, each participant was asked why they had entered a 

principal preparation program or why they were interested in becoming a school 

principal. Importantly, each intentionally sought to move into an administrative position, 

or was strongly encouraged to do so by a principal on the campus where he or she 

taught. For instance, one participant reported that various people had talked to him about 

administration and he had thought about it. Then, one person in particular, his current 

principal, was very persuasive and he trusted her insight. Other participants reflected: 

My principal and an assistant principal told me “this is not the place for you.” I 
can see you moving up and doing different things than you are doing right now. 
My colleagues in the science department said the same thing. 
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Others responded: 
 

I was inspired by my principal. She was in the profession over 30 years and she 
was just, I liked the way she ran a school. That inspired me. 
 
After being named [School District] Teacher-of-the-Year, my principal said it 
was time for me to move on. She thought moving into administration would be 
more engaging for me. 

 
At times, the participants might have been inspired by other administrators, but were 

also intrinsically motivated to enter the school principalship. Some of them remembered: 

When I first started teaching, I felt nearly immediately that this wasn’t the end; 
that I didn’t want to stop with teaching. 
 
And then I came to a point where I needed another challenge and a new 
direction. 
 
When I first started teaching, I felt nearly immediately that this wasn’t the end, 
that I didn’t want to stop with teaching. 
 
From a personal standpoint, I got bored in the classroom. I had been told I was a 
Master Teacher. I was presenting for the State Bar of Texas…So I was a little 
bored. I was also frustrated from what I saw in schools. And I thought – it’s a 
matter of changing things for kids. 
 
My plan initially was to teach for about 5 years and then go into administration. 
But I got into the classroom and loved it so much. 
 

In short, each felt ready to move from the classroom and into a campus principalship or 

assistant principalship position. Each reported to be anxious and excited to enter a new 

career phase and faced the challenge with an eagerness and readiness for the task ahead. 

Thus, each participant was then asked to recall the first year of being a high school 

assistant principal and describe the experience. The responses of the novice assistant 

principals seemed less than positive: 
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I found the year lonely and disorienting and I relied heavily on my Peace Corps 
experience. I worked to adapt to the new culture, avoided being reactive; 
believed in holding the course. Received intense criticism. Needed another 
perspective, someone to listen to, someone not involved. 
 
It was a very, very stressful year. I started off good but very hard. In November I 
thought I was going, I thought I really wanted to quit. It was hard because it was 
a dysfunctional administrative team. We didn’t work collectively…I remember 
going in to my principal’s office and I slammed my hands on his desk and I’m 
like, I’m a first year administrator, first time in high school and I’m wigging out. 
 
The learning curve is as steep as any job I’ve ever had. I think one of the biggest 
– at least one of my initial learning experiences that still strikes me often is how 
much of the picture you don’t get as a teacher. I would not have believed it but 
the vastness and just what that meant on a day-to-day basis was shocking. I really 
feel like it is us (the principal and assistant principals) against them (the teachers) 
for a good bit of it now. 
 
The first 4-6 weeks were hell. It was just very, very difficult. It was just really 
challenging. I don’t know if it was just the learning curve was so steep or what it 
was. 
 
My first year, my learning curve was really, really steep. I was feeling 
completely overwhelmed. Because I was spending my days this way – just trying 
to throw things together – I was just so stressed out. 

 
While still referencing intensity and uncertainty, the novice assistant principals situated 

on the Leadership Development Campus did not express the same level of tension and 

frustration: 

The first year, it was very, very intense. I will say that much. 
 
There are always surprises. That’s part of the job. 
 
There is so much to learn in this position. I always have questions about how to 
better perform, how to better program, how to better communicate with the 
teachers. 
 
Uh, at first, I was just kind of feeling my way through. 
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And, when returning for the second round of interviews, four to six months later, and 

attempting to conduct member-checks on the participants, they were again asked to 

reflect on their first-year experiences. The responses were just as astounding and, many 

times, much more detailed:  

 
It was disorienting – Um, I think one of the things that was disorienting is the 
fact that you – we were being given all this information in the program, charged 
with coming out and being the stalwarts and champions of social justice and that 
was sort of a, sort of for many of us – I can only speak for myself – but I 
remember talking to [two other cohort members] – it was sort of like letting a 
bull loose in a china shop and so that was very disorienting um, and of course 
going to a place where I knew very few people and I know the district and I think 
isolation is almost to be expected to a degree and it was, it was very isolating. 
Yeah. I think that despite all of the talk, all of the studies, all of the 
understanding, I still think it was pretty much a sink or swim kind of mentality. 
Throw them in and see if it works. And I felt like – the image that I have in mind 
is the difference being throwing them in and watching them sink or swim and 
standing on the side and not understand what’s going on. Throwing them in and 
watching them sink or swim, standing on the side and analyzing and 
understanding very much what’s going on. The person is still being thrown in, 
the difference is if people are scratching their heads on the side of the pool or 
people are sitting back and taking notes and having nice conversations about it. 
It’s still the same experience. 
 
I felt very frustrated not even knowing the questions to ask. You know – I didn’t 
know what I didn’t know. That was very, very frustrating. The negative of that 
was I felt like there was another administrator on campus who was constantly 
trying to undermine me. Well, just for example, if I asked him a question – like 
could I have the keys to the vault, the vault where we kept our extra supplies and 
everything – he wouldn’t respond to me, whether it was by phone or e-mail and 
finally he gave the keys to [another administrator]. 
 
It was one of those situations where I felt I was  - you talk about going through a 
Louisiana Bayou – just walking through and you just missed the quicksand, but 
you knew you were walking through some serious areas – I survived – I’m not 
sure if that was all your experiences and your abilities or just good old fashioned, 
sheer luck that you made it through because one of the things that I found about 
this – it comes to the politics of being an AP – it’s a lot more crucial – I think if 
you were trying to explain that in the class, you would scare more people than 
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you would help. It’s one of these things – like my mother would say – it’s one of 
these lessons you need to learn the hard way. It’s one of the things you know is 
there even as a teacher – the thing is, once you get out of teacher mode and 
you’re in the administrative mode, it’s a completely different thing and one of 
the things about that first novice year is that  - it’s like The Matrix - you’re not a 
teacher any more – you’re an administrator – you are it – when somebody comes 
to you for an answer, you’d better have an answer or you’d better have a way of 
answering that question in a way that you feel comfortable with that answer. In 
your first year, there is nothing wrong with saying “I don’t know” but the way 
you say it makes a difference… walking into a job as an AP, we had absolutely 
no idea what was going on. They just said, “Here it is.” This is what you have to 
do can you do it. And, of course you say “I can do this.” 
 
I had a position called Dean of Discipline (laughing) – most of my days were 
spent putting out fires and student management.  Student management consumed 
ninety percent of the day or so – I felt like I was getting initiated. It only gives 
you one perspective of a campus. You’re not in the classrooms as much and you 
don’t really get a chance to appreciate the majority of the students who are 
contributing to the campus – you just get the negative stuff. Sort of a warped 
view of the campus.  
 
My first year, my learning curve was really, really steep. I remember in October 
of that year, [the university liaison] had come to talk to me for one of those 
check-ins - and at that point I was feeling completely overwhelmed and told her 
– God, I think maybe I should go back to teaching, or try out an elementary or 
middle school administrative position – I had no idea that it was going to be like 
this. Because I was spending my days this way – just trying to throw things 
together – I was just so stressed out – but, I was spending my days in engaging 
arguments between adolescent girls. 
 
 

Contrastingly, campuses two and four had been deemed Leadership Development 

Schools by their respective school districts and the cooperating university (See Garcia et 

al., 2006). As such, each assistant principal received additional support from both the 

school district as well as the university, and each high school employed more than one 

novice assistant principal along with the more experienced administrators who were not 

affiliated with the university. These novice assistant principals still described their first-
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year experiences as intense, challenging, and overwhelming; however, by the time of the 

second round of interviews, when member checking on the initial responses, a very 

different set of comments emerged.  

It definitely was not lonely. Being at [campus two] with three other interns  
and a total team of ten administrators, I never felt lonely. 
 
It wasn’t particularly lonely for me but I was very lucky in my first-year, there 
were two other assistant principals who were still in school and in their first year, 
there was a new assistant principal brought up from the valley who had worked 
with the principal before, but it was her first year here and first year in high 
school – she had always been a middle school AP and another AP who – it was 
only her second year here as an AP. We all felt on the same page. You know, but 
because we didn’t always want to go to the principal and say we don’t know how 
to do this – we knew we had five or six other people that we could go ask. We 
could figure it out together and there was a good chance that one in the group 
knew what to do. So, really I didn’t feel lonely. Overwhelmed – absolutely. But, 
I think that coming onto a campus where there were a lot of us that were new, 
was an incredible benefit. This year we only have one new person and she – I 
think she is struggling a lot more than we did last year. 
 
Our situation here at [campus four] was a little unique because we had three 
brand new, first-year APs, so I don’t know if lonely ever really applied. I never 
felt like there wasn’t somebody I couldn’t go bounce ideas off of and various 
things like that. Me and [two other new assistant principals], all year long, were 
trying to figure out things and do things better and stuff like that so lonely? No – 
Intense – yea. There’s times that you walk in the door at 8:00 or 8:15 and then 
it’s 5:15 before you even consider doing what you planned to do today. Um, I 
would say that the hardest thing about last year was the time stuff – figuring out, 
there’s no training. So, you not only have to figure out how to do stuff but you 
have to do it and everything has a deadline. So, you’re constantly behind – 
constantly behind. As a teacher, it was terrible, but as an AP, it’s worse. 
 
Um, it was definitely intense – it’s still intense, but that’s one of the things I like, 
one of the things I felt like was missing from teaching, I like the constant putting 
out of fires, so I would agree that it’s intense, but I would disagree that it’s one of 
the negative aspects. It’s one of the reasons I like it. Um, but disorienting – it still 
is a little bit. I don’t think as a teacher there was any way for me to know the 
complexity of what happened at the school – from building maintenance, TEs 
(teacher editions of textbooks), those kinds of structural kinds of things – to the 
crazy stuff that adults do, to the crazy stuff that students do, that they never 
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seemed to do in my class, um – just that was very disorienting. You felt that you 
had to know everything from the first day. So I would agree with that very, very 
much – well, I still struggle with that some days. 
 
I felt a little – not really as if I were going around blind – but definitely not 
having a clear vision – seeing through a distorted lens because of all those things 
that I really didn’t know – I didn’t know enough to ask. I would have felt funny 
about seeking help because I didn’t want them looking at – but as the year went 
on and people started asking me for my opinion and advice, it made me feel 
better about speaking out. That was a big part of the change from the beginning 
of the year to the end of the year. I started to feel like my input was valued.  
 
 

One of the novice assistant principals was not only in a Leadership Development 

School, but had also served as a teacher on the campus, prior to becoming an assistant 

principal. When asked about his first-year experiences, he responded: 

Steep learning curve - any time you take a position in a school and you take a 
step up, you’re always going to have a steep learning curve. The fact that we are 
going to [the university] at the same time and taking classes on top of everything 
else that we’re doing puts a lot of pressure on you. I was in a unique position that 
I was already familiar with the school and a lot of the people. So, where I had a 
problem was with making a step into the assistant principal job and dealing with 
personalities that saw me as a teacher and changing that view as an assistant 
principal. So, I had different experiences. I wasn’t so lonely because I was 
familiar with the landscape.    

 
While each participant reflected on the steep learning curve and intensity of the 

experiences as a novice high school assistant principal, most shared similar support 

when facing the challenges of the job. Significantly, each participant reported on the 

immense support from colleagues whether working on a Leadership Development 

Campus or traditional comprehensive high school campus; first and foremost, the novice 

assistant principals were able to rely on colleagues for help and guidance in the work. 

They responded: 
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 I worked closely with another new assistant principal on the campus. 
 

And, then I would also talk to the APs who were here at the time. Day-to-day 
workouts, discipline situations, dealing with teachers, how to do write-ups, … 
So, in that first year, that was the great thing about the other APs – I would talk 
to them about it and say hey look – this is the situation I have right now and I’m 
not saying – and every AP should understand – I’m not saying, “don’t go to your 
principal,” but the thing is that you’re APs – and it’s not that your principal 
doesn’t know what is going on, but the APs are the ones that deal with your 
duties and it’s a lot easier to go to them because they understand – their 
personalities - every AP that I’ve dealt with at [this school] – you can go to them, 
you can ask them questions and they’re cool – you can ask them the crucial 
questions – hey, what would you do in this situation? And that first year – the 
two that were here – I really relied on them because first of all, they worked with 
(the principal) before so they knew what he wanted so I would go to them and 
say – here’s my situation, how do you think I should deal with this? They’ll go – 
here’s what he’s looking for, what he’s asking for… 
 
I went to three veteran APs who were with me last year. I didn’t go to [the 
principal] because you have to save his time. 
 
I was constantly turning to my colleagues and the cool thing about the 
Leadership Development Model is that you have two levels of colleagues – the 
experienced APs that are on your team help by their knowledge base, their vast 
experiences with both adults and kids, but you know of course, there is some 
disconnect because you’re a novice and they’re not. And right, wrong, or 
indifferent, there is some feeling of inadequacy for the novice. 
 
I would go back to class or call somebody in my cohort and I get really good 
feedback. Generally the people I go to are the other assistant principals. 
 
I would try to research it first, before I asked a person, I would look in one of 
those binders that was passed out by the district, check the district website, or I 
would talk to somebody – actually, I would talk to [another assistant principal]. 
She was a year ahead of me. Even though we didn’t know each other before we 
started working together here, immediately, our style with kids is very, very 
similar and she was somebody that an immediate trust was built with. So, I 
would ask her. 

 
In each instance, when prompted to discuss from whom the novice assistance principals 

sought help, those in the university cohort program always responded that they turned to 
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their cohort members for help. They indicated the ability and readiness of other 

members of the cohort to assist: 

Yes, of course, and another thing – there was [two cohort members]– we were all 
in a group – we had all been placed in a project group together for one of our 
classes in the fall of last year and it just became something else. We got together 
often, and class was talked about very little. I think [they] were very, very…we 
spent a lot of time talking and processing. 
 
I talked to some colleagues in the cohort. 
 
…two of my cohort members were with me daily, and [another assistant 
principal], and I really developed a good, strong working relationship. And we 
relied on each other a lot. And I could say the same thing about some of the other 
members of my cohort – I don’t necessarily love them all like brothers and 
sisters, but I respect every one of them and I take every opportunity to learn from 
them what I can. 
 
Well, like I said, day-to-day, sharing an office with [the other assistant principal] 
– we’d start off our morning – how was it going to go – what was the plan – at 
the end of the day – how did it go? We would play off each other on different 
thoughts and different decisions and also – we had a chance to meet with the 
previous cohort – [another cohort member] being with us, we could touch base 
with him and (another) on what was coming up in the program. So, yes, we 
constantly were talking not only with or own cohort but upper level, from 
different cohorts from us. Being in the cohort is probably the best thing that [the 
university] does – we all got close during the first summer so there are certain of 
us that we go to and have – we’re going to have lifelong friendships. 
 
I think what helped was working with the cohort - because I was still in class, so 
that would give me a venue to put out these issues I faced and let my cohort 
members sort of grapple with it as well. 
 
…so I definitely touched base with [two other cohort members] pretty often. 
 
[Another assistant principal – a cohort member] and I work really well together 
and I think it’s because (inaudible) but it’s also because of mutual respect from 
the cohort and working together on campus. 
 
Especially – a lot of the help I got was from people in previous cohorts. That 
were there on campus with me or that I knew outside of [the school]. 
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Significantly, the participant who had not belonged to a university cohort group 

lamented that fact while reflecting upon this interview question:  

No, I didn’t have a cohort. It’s not a cohort per se. We had everyone that was on 
our same plan. During our internship we actually had a group of about ten that 
were paired with a university staff. But, it was not a cohort in the sense of [the 
other university] where you start in the beginning and get to the end. It wasn’t 
anything like that. That was unfortunate because I really like that part of the 
university’s program, but I missed it. 
 
Further, each participant catalogued additional support that arose from a positive 

relationship with the university liaison. The respondents reflected: 

You know, from the university, I did call [the university liaison] and I started 
meeting with [him] regularly… I must say I had some very important 
conversations with [another university contact] last year, too.  [She] was very – I 
didn’t talk to her often, only about twice, but the conversations that we had were 
what I needed to hear – they were what I needed to hear, yeah. And they helped 
greatly. 
 
On the one hand, Dr. [name withheld] is absolutely great – asking, “What can I 
do”? “Can I get you this”? “Can I get you that”? “Here’s a person we’ve hired – 
she’s willing to come help you out.” 
 
I did. [One] in particular was – I think [another] was unofficially our contact 
person – but [this one] was always our de facto – is that the right word? – contact 
person. Her personality – it was obvious that she cared about us and it was 
important to her to help us and share her experience with us, just a great person 
to know and to be around.  I remember one specific instance when [the other AP] 
and I were talking about frustrations with one of our coworkers and we sought 
[the de facto contact] out for that specifically and she was very supportive and 
very helpful. 
 
I would contact – I relied a lot on [the university liaison]. I would call him a lot. I 
would pick up the phone any given day and hey – this is what I’m thinking, what 
are you thinking? What do you recommend? I relied heavily on him.   
 
[The university liaison] was there. Actually he was there last year too. [Another 
cohort member] and I met with him a couple of times for dinner and he was very 
accessible and again this year so I am looking very forward to working with him 
as a mentor. 
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Most participants offered high regards and intense respect for the campus 

principals and, most felt a high level of support from the principals; however, most 

assistant principals did not go to the principals for the same kinds of issues, answers, or 

support as they did other people. When asked if the novice assistant principals went to 

their campus principals for help, they replied: 

Um, yes and no. If there was something that I went to him with – not my first 
year – my second year I was a little more – the one thing I wanted to prove to 
[him] was that I can do this job. The personality that I get from him is that he has 
an expectation that if you say you can do it, do it. If you can’t do it, just tell me. 
And then you go from there. But, one of the things I wanted to do in my first 
year, is to show that I’m on point. You took a big gamble bringing me in – there 
were people behind me saying now…he took a gamble, he didn’t know me. He 
was only going by other people’s recommendations and us sitting down and 
talking. 
 
Well, I think it was more – that’s more clear in my mind because I would go to 
my peers, the other interns or APs for discipline, student level related discipline 
stuff. And then I remember going to [the principal] for adult-related stuff. Being 
that among our team were employees on campus, parents, things of that nature, 
district level things, um – dialogue and questions about that sort of thing. You 
know, it just kind of came to me that was pretty much the way that I would do it. 
I don’t know that I ever planned that out or thought out, but guess that’s just sort 
of a logical relationship for me. 
 
I basically went to the assistant principals on day-to-day issues and went to the 
principal on global issues, over all questions about where the program was going 
and where my personal career was going and asked for advice more from a 
holistic point of view from the principal. All day-to-day activities went to the 
assistant principals. 
 
If I went to the principal, it was more or less that I wanted to make him aware of 
a situation but I pretty much had a solution in mind when I went to him, but I 
didn’t want him to get blind-sided on a potential hot topic. But as far as going to 
the principal and asking him for advice, no I didn’t do that. Their plate is very 
full. 
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You know, I generally, and I still go to [the principal] for certain things – and 
generally those are either because one, I think things are maybe about to get a 
little out of hand and he needs to be in the loop and I think I’ve got a situation 
under control but a parent could call or a teacher could go to him and I know he 
doesn’t want to be – he doesn’t want anything brought up to him that he’s never 
heard of. So, I would always keep him in the loop if I thought the situation would 
get to him or his desk. That’s probably still the number one thing I go to him for 
hey – I just want to touch base – I just want you to know this is going on – this is 
how I took care of it – in case it crosses your desk. Um, that’s probably the main 
thing I go to him for – I don’t really go to him and say I’ve got this quandary – I 
don’t know what to do. The other thing I’ll go to him for is if I touch base with 
my colleagues and we think it’s of a pretty serious nature and we think whatever 
needs to happen should come form him and not from us – then, I’ll go to him, but 
I generally don’t go right away. 
 
Usually, if there are sticky personnel or parent issues. Or, that I think I know 
how to do it the right way and I just want to run it by him to get – not only 
permission, but to get a validation and that that’s the right way to do it. 
 
Rarely did I ever go seek [the principal’s] help because he had so much on his 
plate and I felt like my concerns were pettier and more insignificant. 

 
 

When the participants were asked who influenced their development most in the 

first year, the responses ranged across the spectrum of all those listed above. The novice 

assistant principals answered that question with anything ranging from another assistant 

principal, to the university liaison, to the principal. Interestingly, while participants 

indicated the principal is the one least likely turned to for advice and help, the principal 

is the one who had the most impact on a novice’s development. Five responded that the 

other assistant principals had the most impact, four indicated it was the university 

liaison, and six reported that the principal most influenced their development in the first 

year. Of note, the sum is greater than the number of participants since all answers were 
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accepted when offered rather than limiting the number of responses. Some participants 

did provide more than one response. 

When asked to elaborate upon the experiences of the first year, and perhaps what 

was most surprising or unanticipated, each participant gleaned an experience that was of 

a micropolitical nature. Some of the responses that can be categorized as micrpolitical 

include: 

Well, I always go back – a professionally life-changing experience was brought 
about by the power of data. Data is [sic] very powerful – not only can it point out 
blind spots, it can also reinforce what you already think – and that’s what 
happened. Vetting this data pretty much confirmed what people already thought 
– is that there’s something wrong with the kids – see we told you those kids 
weren’t here, we had a problem and it – data is [sic] neutral information and it is 
going to take – it is going to take whatever color is in the room. And, the 
experience, in retrospect I should have realized that, I know that, but to 
experience it and find out that you know – simply putting data out there is not 
going to do it. 
 
I clearly was not prepared for the politics in terms of district and downtown. It 
seems that it’s more cutthroat in high school and I really wasn’t prepared for how 
you have to play – it’s like playing a game. And you have to know how to do it. 
One specific example is this past year – we had five teachers out on medical 
leave and two of them, three of them were out early on in the first semester. 
Because they’re out on medical leave and haven’t resigned, we couldn’t hire 
highly qualified teachers so that to me was the first thing. But, I think the district 
should have somehow supported us in getting highly qualified teachers in there. 
 
This is going to sound so bad, but it’s true. The one thing that I was very 
disappointed in that I found the first year was how sometimes teachers can be 
just as bad as the kids. 
 
I don’t know other than making one aware of the politics, how much more you 
can really prepare anyone, so I wouldn’t really say I was under-prepared for it. 
Because cognitively I knew it was coming. Actually dealing with it is oftentimes 
more frustrating. I’m finding it out this year, too and I starting dealing with it last 
year and that it’s generally managing the adults that makes such a political kind 
of bed of nails, so to speak. 
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This job is political (both laughing). Yes, it’s very political. I was prepared a lot 
from watching the old [school name] team – and [the principal] in particular and 
what he said and was modeling and how he responds to different things and 
being very close just – about a lot of things –takes it very politically minded. 
Was I prepared? Was anyone really prepared? You really aren’t until you get into 
it. 
 
It’s a political environment in terms of haves and have nots, you know. Without 
getting into a specific scenario – you might think that this is going this way and 
then the principal may decide something with another person behind your back 
and then you’re kind of left out of the loop. That happens a lot in terms of you 
think something is going to be resolved this way and then at the end it’s totally 
different. And I mean I understand the principal is the leader on the campus and 
has the final say but… 
 
I was not prepared for the politics. I felt – again, unlike some of my colleagues, I 
was very prepared to play the political game with downtown and I feel like I’m 
getting much better at that. The politics that I was completely unprepared for was 
the in-fighting amongst the staff. And the set up of the administration versus the 
teachers and the teachers versus the students; because on the campus I came 
from, I was not in a group of teachers that ever played those games, ever talked 
like that – we never had issues with students that we didn’t deal with or work 
out. We didn’t have kids that we didn’t like. That just wasn’t the nature of my 
experience teaching and so to come here and to really have a campus that has 
pockets of teachers with very, very different philosophies about teaching and 
very different philosophies about kids – why they’re teachers – um, and that 
doesn’t matter who the principal is – it’s us against them – that I was completely 
unprepared for. I really felt like I could come in and yeah – we aren’t like equals 
so to speak – because we have different positions – but we’re all a team with 
different roles and I feel a little more like that with the new teachers this year, but 
when I walked on the campus last year it certainly wasn’t like that. I also was not 
prepared for how students would view me differently just because I had a 
different title. Um, and in some respects, more respectful and in other respects I 
was immediately the enemy. They’d never met me. They knew nothing about 
me. But, I’m the enemy. And, in other respects, kids I’d known – I had taught – 
as middle school students – totally different relationship. 
 
I guess if I look at the micropolitics of it all, things on campus, sure. Politics. 
There was more – like the district would do this or whatever, I’ve been really 
protected – [the principal] has a kind of hands-off perspective – we’re doing and 
we’re doing – we’re being successful – leave us alone. So I think we are affected 
maybe a little bit less than others in our district, than other campuses. Our 
campus has less parental involvement so we’re less affected from the parent 
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angle – it’s less significant than say if I’d been at [another high school in the 
district]. But the micropolitics are there and what do you do with them or they 
complain and all of the sudden you make somebody mad and try to keep those 
relationships – that aspect wasn’t really a surprise, but it was just work.   

 
I really didn’t think it was going to happen as fast as it did as far as them just 
kind of leaving you behind – the teachers – I anticipated some of those 
relationships I had with teachers no longer being the same, you know. But, 
totally different – some animosities – things like that. Um, the one thing that I 
didn’t realize in Texas, because I wasn’t a member prior, was the union influence 
as far as the administration goes –we have and I assume each campus has 
representatives from [a teacher’s organization] or whatever union they choose – 
which most of it Austin – but, we, (the principal and assistant principals) wanted 
to build a positive relationship with them so he allowed them to do a climate 
survey of all the teachers and some of it was geared towards administration – 
what do you think the main problems are and blah, blah, blah? So they released 
that to us and we read through it and it was still anonymous with the teachers and 
some of it – you know, [this AP] is a wuss and things like that that were going on 
(laughing), admini-spies, all kinds of stuff came out – we were all terrible, 
terrible. Terrible people. Well then they were supposed to clean up all their 
names, all the admin names, anybody – us, librarians, secretaries, classified staff, 
various things like that were mentioned by teachers in the survey and submit that 
to staff. Well they didn’t. They released the whole thing. The whole thing. It’s 
still up in the air if that was an oversight on their part or just incompetence. Their 
claim was that the file was the same name and they clicked on the wrong file 
when they sent it out, yada, yada. And either way, that’s incompetence. I mean to 
do that to a new staff, especially as new as we were as an admin staff was 
difficult. The politics of that was difficult afterwards because we didn’t know 
who sent it, but we knew how they felt. And it wasn’t collectively and it wasn’t 
the whole staff but we could pretty much put names with statements and that 
kind of thing – and anybody else could either, any teacher out there who read it 
knew – oh, okay… Exactly, so the politics afterward, the fallout from that was 
pretty intense, no way to anticipate – you know – not sure what to feel – you 
know you think you’re doing a good job and you’re working hard and you’re 
doing all the things you’re supposed to be doing and then you find out that so 
many people have problems with the way you do things and don’t say anything 
to your face, they do it behind closed doors. 

 
To be able to do anything without feeling that everything that you’re doing is 
completely under a microscope – which it turned out to be. So, for us what made 
things really difficult was that public perception and then what happened as a 
result of that. The culture of the building – sure there is still a huge parts of the 
culture at [the school]. [The school] is a nightmare in many, many respects in 
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terms of its culture – school culture. Okay? But, that’s not what – I mean we 
were really – really believed that we were changing that and thought that we 
could change it. It would be very, very easy. And I guess from that perspective 
that the way that the general public adds influence on a building stymied our 
efforts. I think that that piece right there – I think all of us probably wondered if 
the [neighborhood coalition] didn’t exist we would be able to do so much more – 
we wanted to do so much more with the school.  
 
 
Of particular note is the last theme generated from the interviews. Despite the 

challenges presented in the first year of the assistant principalship, in the face of the 

time, learning, and commitment involved by the fledgling assistant principals, and 

regardless of a feeling of unpreparedness and inadequacy, each purported to gain a sense 

of self and worthiness and begin to positively anticipate the next year. They reported: 

November. That was my breaking point. [The university liaison] helped me get 
through it because he was the one that encouraged me to go to [the principal]. I 
want to credit [the university liaison] because I didn’t know if I was being 
unreasonable – I said I started off not knowing what I didn’t know – I didn’t 
know if this was normal and I just have this incredible learning curve or do I 
really have too much on my plate? 
 
Yes, I remember that feeing  I don’t know that I’ve felt like, even to know that 
I’ve made it, so to speak, but I got to a point where I felt confident in pursuing a 
job. Like, I can sell myself because I know I have enough under my belt in my 
real experience and my knowledge of what I don’t know being strong that I can 
see myself honestly and that was probably around March or so in the second 
semester – really having that under my belt. 
 
Did I make it? Did we ever make it? Are we here yet? (laughing) We’re still 
evolving every day. Every day you see new things. I’m reminded of things that 
[one of the veteran assistant principals] said to us about the year that – during our 
first year – that we were seeing things that we had never seen. 
 
You know it never felt so overwhelming that I wanted to end it, I mean 
obviously there were some rough days on the job, but I felt like this was meant 
for me to do. In fact, before I left [the first school], I was planning to do sort of 
job like I’m doing at [the new school]. So, I was definitely looking forward to 
going back. 
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Yeah. I really don’t remember a time when I thought “Oh, I made it.” I know 
there were times I told myself it’ll be better next year – you know, your second 
year teaching was better than the first. I look back on my first year teaching and 
think that was pathetic. I feel very similarly to my first year of being an assistant 
principal. So, I don’t know if I ever felt like I made it but I know I was really 
looking forward to – first of all, understanding the basics. Just not being brand 
new about everything – I know I really, really looked forward to. And again – 
that’s made it a lot easier. I know so many of the kids now. I know so many of 
the teachers now that I don’t make some of the dumb mistakes of interacting 
with a student or a teacher in a way that doesn’t fit their personality – I know 
who I can joke with and who I can’t joke with because it’s not going to come 
across well. I looked forward to that and that has definitely been easier this year. 
 
So at the end of last year, relieved that it was over – excitement – and I say relief 
because [another assistant principal and cohort member] and I both said from the 
very start that we’re ready for it to be May so that we can start all over again 
with what we already know. So, we were excited because there’s a lot of changes 
and a lot of positive changes that were coming up. We knew it would be a lot of 
hard work, but just looking forward to feeling a little more, like happy to be on 
the job. 
 
I knew we had done something positive as far as the climate of the campus – I 
was all about this year – I mean I remember being all about it, things we wanted 
to change, all the plans we had, all the…come back feeling more comfortable 
with what we had learned – not having to worry about – figuring out the stuff we 
talked about earlier that you truly have to do and what’s just bureaucratic BS that 
you don’t – it’s just red tape. But, yeah – as I look back it was a positive year and 
this year started out to be really positive based on our numbers, based on various 
things like that – I know that’s probably not at every campus, but for our 
population and for where we were two years ago, I feel really good about where 
we’re going and where we can go. We’re starting the SLCs next year and how 
that’s all going to work, and we started the advisory and it’s just a great time to 
be in education. 
 
Well, I realized – once I figured out what I didn’t know last year, I stared beating 
myself up mentally about it and thought how stupid of me not to realize x, y, and 
z. And then I finally realized I was being counterproductive. Okay, last year is 
done, put it over here. Okay, learn from it and now let’s move on and go to the 
next year. It’s kind of like every year when you change your calendar. I knew 
what needed to be in place before school began so I was able to get those started. 
I also knew what couldn’t be started before school but needed to be started pretty 
immediately and that I needed to jump on it and realized it was going to be very 
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heavily loaded at the front end. And not to feel overwhelmed by that, that it 
would balance out and lighten up. That it was going to be a crunch time and the 
beginning and you just accept it. I think it’s easier to handle crunch times if you 
accept them. Um, I also tried to remedy some of the things as far as – I think 
that’s a lot of what’s driving me to be so strong this year. Okay, I screwed a few 
things up this year, I’m going to prove to you I learned from it and I know what 
I’m doing. 

 
Each novice assistant principal spent at least some time during the year 

questioning the value of the position, the futility of the work, and the personal tenacity 

required to remain in that particular occupation within the field of education. As the 

researcher, I expected the focus of the project to be on the mentoring experiences of the 

novice assistant principals. Instead, the focus of the answers to all of the interview 

questions revolved around the intense learning required to survive and manage in the job 

of high school assistant principal. Further, I expected the participants to respond that 

when help was needed and sought, it had come from a formally assigned mentor. This 

was my expectation since they had each been assigned more than one formal mentor. 

Instead, all participants first turned to colleagues, other assistant principals for help. 

With the help and support of others, or by organizing a personal Board of Directors, 

each developed the resiliency to face the job with a new attitude and begin planning for 

the upcoming school year.  
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Chapter Five: Discussion and Recommendations 

Introduction 

The research conducted in this project was done in an effort to lay the 

groundwork for a careful inspection of the Texas Administrative Code statute (TAC, 

Title 19 Part 7 Chapter 241.20), which requires an induction program for all new 

campus administrators, including a mentoring component during the induction year. 

Through the framework of the current literature in adult learning theory and mentoring, 

this study focused only on the mentoring aspect of the induction program as it exists for 

novice high school assistant principals. The study examined participants’ perceptions of 

the effectiveness of these mentoring experiences in relation to their professional 

development and the various components that are part of these experiences.  

Background of the Study 

 I was a novice assistant principal who entered the landscape of public school 

administration only one year before the passage of the Texas Administrative Code 

statute mandating an induction period, including a mentoring component. My initial 

response to the newly adopted and announced legislation was “well, good. It’s time that 

someone realized that more assistance, training, and support are needed and many of us 

are just left out of the loop.” In short, I felt I was intelligent, bright, and well-prepared 

for my new job as a high school assistant principal. I had taught for 15 years, all of 

which were on high school campuses, and three of which were on the campus where I 

was hired to be an assistant principal. In addition, I had completed a transitional 
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internship year on that campus and in the same office complex as my new job. Thus, I 

felt very knowledgeable and familiar with the surroundings, knew the staff, and thought 

that I knew exactly what was expected of me. Then, when I struggled through my first 

year, I could only empathize with the challenges faced by those who delved into 

unfamiliar surroundings and were among strangers. I wondered if the problem was me, 

all women, all new administrators, or whom? I had not been warned of how difficult the 

new job would be. Throughout the first year, I constantly reflected on the missing piece, 

the link to meld theory into practice, the way to eliminate or at least ease the gap 

between my experiences and what I wish I had known or learned more quickly.  

 Soon thereafter, the state legislature passed a statute that would become part of 

the Texas Administrative Code (TAC, Title 19 Part 7 Chapter 241.20), requiring an 

induction period for first-year campus principals. The passage of the statute confirmed 

my sense that something had been missing. Policy makers across the state noticed the 

need for learning beyond the university classroom. However, nothing immediately 

changed for me since I was not assigned a mentor and did not benefit from the mandate. 

I would just have to struggle along and learn on my own.  

 While I did not have a formal mentor, two things happened to pique my interest 

in the mentoring process: First, my colleague and office-mate decided to leave 

administration and another assistant principal, a man with a broad range of teaching and 

administrative experiences, was hired to fill the void. In a subtle and almost covert way, 

he began to teach me how to be a better and much more effective school administrator. 

Second, I observed a new campus principal, Bill, help a younger, less experienced 
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principal. Bill had advised a younger man, John, to enter the principalship and Bill had 

hired John for his first assistant principal’s job. John quickly moved into a principalship 

in a neighboring school district and was now looking to follow Bill into the larger 

district. The two of them talked almost daily. Bill advised, mentored, guided, and 

promoted John into several job vacancies. In that case, the assistance was part of the 

“old boys’ network” and not dictated by any law or regulation. In talking to John, he 

never experienced any uncertainty or stress related to his job. When he was in doubt or 

had a question, he knew exactly where to turn for help and knew that years of experience 

and expertise would be shared.  

In the next section of the report, I will take each research question, one by one, 

and discuss the findings from this research project. Based on both the literature and 

professional experiences, I will provide recommendations on the current needs as well as 

areas of future study. 

Discussion on Research Question One 

 How do the novice assistant principals of this study describe the mentoring 

process? I found that the mentoring process for the participants in this project took on 

both formal and informal dimensions. The formal process consisted of two components: 

an assigned university mentor and a mentor appointed by the school district. Each 

participant in this study was assigned a liaison from the university preparation program 

that was to serve as a type of mentor for each novice assistant principal. In addition, 

each participant was appointed a mentor from the campus or school district, and 

sometimes both, in which the participant was employed as an assistant principal.  
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Formal mentoring process. The first-year assistant principals of this study 

reported mostly positive comments about the university assigned mentor. Most 

participants spoke of getting help or advice from the university liaison. Often, the 

university liaison scheduled a time to meet with the novice during the school day. The 

two would take time to discuss issues, concerns, assigned tasks, and future career moves. 

The novices reported that these meetings were helpful, but not always convenient. It was 

not easy for the novice assistant principal to include an extra meeting into an already 

hectic day. Upon request of the novice, the university liaison would meet with the 

novice after the school day ended so as to avoid time conflicts and constraints during the 

school day.  Many times, the novice sought assistance from a university liaison and each 

university liaison was identified as being helpful to study participants. More than one 

novice reported that the help did not always come from the assigned university liaison, 

but instead came from a university liaison with which that individual had established a 

rapport and level of trust and confidence. Interestingly, of the cadre of university 

liaisons, it was not one in particular that was identified as being most or least helpful or 

accessible. In fact, no pattern arose signifying that communication lines were stronger or 

weaker with any one person; instead, help was sought from the university liaison with 

which the participant had established the most effective relationship. To summarize, 

according to the participants interviewed, the relationship was key to the mentoring 

process, not the identity of the mentor.  

A subgroup of the participants were hired or placed in a Leadership 

Development School. They were each also assigned a university liaison and shared 
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experiences similar to those described above. In addition, when answering research 

question one, each novice assistant principal at a Leadership Development School talked 

about a net of support and an intense level of communication at the Leadership 

Development Campus. For instance, the leadership team on these campuses met two to 

three times per week. Each meeting had a different focus such as a book study or lesson 

in data analysis. The novices were exposed to training, professional development, and 

growth opportunities in a safe learning environment. The novice assistant principals at 

the Leadership Development Schools also relayed that the principals on these campuses 

always referred to them as “principals” rather than assistant principals or principal 

interns. As a result, the novices were given credibility, a level of respect and, in general, 

the playing field was leveled with the principal and a semblance of hierarchy was 

eliminated. These novice assistant principals at the Leadership Development School 

expressed experiences quite different in form and substance from those discussed below. 

For the novice assistant principals not at a designated Leadership Development 

School, the next formal contact was a district assigned mentor who could be a campus 

principal, other assigned campus mentor, or district-assigned mentor. The novice 

assistant principals reported mixed positive and negative comments about the district-

assigned mentor. For most of the novice assistant principals, the campus principal was 

the assigned mentor; however, most responded that they approached the campus 

principal for needed help or guidance on a limited basis. When probed as to why that 

option was used only occasionally, each responded with a similar answer. The answer to 

that question fell into one of two categories. On one hand, respondents stated that the 
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principal was busy and had more important things to do and to worry about; thus, the 

general feeling was not to bother the principal with trivial or day-to-day matters. On the 

other hand, assistant principals have a desire to look capable; and therefore, did not want 

the principal to question the decision to hire this novice assistant principal. The assistant 

principals wanted to please the principal and shared a fear of looking incompetent. 

Interestingly, each assistant principal felt more comfortable in going to the principal 

once they had established their credibility and become more confident in the job.  

Even the novice assistant principals who felt less confident in their jobs agreed 

that the process was more effective when the campus principal was involved. Every 

novice assistant principal relied upon guidance from the principal for matters of great 

importance. More specifically, when the topic or question at hand dealt with personnel 

matters or other situations involving teachers or staff, the assistant principal understood 

the need to consult with the principal in order to get help or confirm a decisive plan of 

action. Further, when the situation or question seemed that it was one of a politically 

delicate nature or one that could develop into a politically intense situation, the assistant 

principal never hesitated to turn to the principal immediately.  

The assistant principal in the district with the most structured mentoring program 

expressed frustration and disregard for the district-sponsored mentoring program. In this 

case, the district did not assign the campus principal as the mentor. Instead, an 

experienced colleague, a veteran assistant principal from another campus, was assigned 

as a mentor and the district also contracted with the regional service center to provide a 

mentor and structured mentoring experiences. This novice assistant principal reported 
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that the older, experienced mentor was “more of a burden than a help,” as the assigned 

mentor talked about what he wanted and needed while the mentees listened to him talk. 

The novice reflected that this listening session or “telling of war stories” was an onus on 

his time and energy, rather than the supportive environment that he confirmed was 

intended by the sessions. This same novice, though, appreciated the help from the 

regional service center and responded that the outside agency was more responsive to his 

needs. In his case, he felt better able to open up and share his frustrations, concerns, and 

questions with someone from outside the district.   

Informal mentoring. The formally assigned mentors did serve a purpose for the 

novice assistant principals, but it was the informal mentoring that reportedly was most 

beneficial to each of them. Whether on a Leadership Development campus or a 

traditional campus, all participants reported on the propensity to call members of the 

university cohort when a question or problem arose, or they would turn for help from 

colleagues – other assistant principals. For day-to-day matters, each novice assistant 

principal relied on colleagues and peers for help, guidance, and support. According to 

the novice assistant principals, the formal, mandated mentoring may be in place, but the 

informal and unstructured, almost haphazard mentoring is what most often occurs and, 

in fact, seems the most accessible and beneficial for the novices. One might have 

expected to see the preponderance of mentoring from the formal, structured mentoring 

processes. To the contrary, the responses to question one show that the novice assistant 

principals saw the informal mentoring processes as their primary source of mentoring. 
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Each participant responded that at the first indication of a need for help, guidance, and 

problem-solving, they turned to a colleague, not a formally assigned mentor.  

This multi-level approach of formal and informal mentoring caused a duplication 

of some processes. At times, the novice would contact a formal mentor and request 

information or a meeting to discuss relevant topics. By the time a formal meeting was 

held, in most cases, the mentee had already found the answer or solution from a 

colleague. While such duplication existed for some processes, gaps still existed in the 

learning cycles of the novice assistant principals. They each reported that new situations 

arose daily and it took time to build a repertoire of responses to the new situations. In 

summary, each novice assistant principal in this study participated in mentoring 

experiences of both a formal and informal nature. Although the mentoring support was 

in place and mentoring experiences occurred, each novice recalled a level of frustration 

and extreme need for even more help and support, particularly early in the school year. 

This need is further discussed in research question two.  

Discussion on Research Question Two 

How do the novice assistant principals describe the utility of the mentoring 

processes and procedures they have experienced? When analyzing and synthesizing the 

participants’ responses to research question two, four criteria were determined to 

establish usefulness in the mentoring process. The novice assistant principals evaluated 

the usefulness of the mentoring process according to these four factors: 

1. Was a mentor clearly identified? 

2. Was the designated mentor immediately available upon request? 
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3. Was the guidance provided practical and helpful for addressing the 

immediate problem? 

4. Was the mentoring session worth the time and energy expended? 

Using the criteria considered by the novice assistant principals, the reviews are mixed as 

to the utility of the mentoring processes and procedures. As discussed above, when the 

mentoring experiences were formalized and structured, they often proved to be more of 

a burden on time and energy, instead of helpful, to the novice. On the other hand, the 

informal, almost haphazard, experiences proved to be beneficial for the novices.  

Most of the participants expressed frustration by the formal mentoring process. 

Each expressed a need for help and support and appreciated when the help and support 

were available. The responses were clear that when assistance is provided, it needs to be 

in the form of just-in-time learning. The help is needed at the moment it is a critical 

component of the job. When the help is offered at other times, it is reported to be a 

burden on time and energy. It was difficult, almost seemingly impossible, for the 

novices to anticipate future help needed and questions to be asked and answered. Almost 

all participants expressed a frustration that they did not know which questions to ask. 

This study shows that in most cases, the assigned mentors also did an inadequate job of 

anticipating and detailing the future knowledge needed by the novices.   

Perhaps one participant may have chosen the best analogy when comparing the 

first year on the job as an assistant principal to walking through the Louisiana Bayou and 

suddenly hitting quicksand. The novice is trudging along, walking carefully with a bit of 

trepidation, but growing in confidence, when suddenly a pit of quicksand is encountered 
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and uncertainty is imminent. The question is whether the assigned mentor is near enough 

to offer a rope to help the novice, or if the novice will remain alone and drown under the 

circumstances.  

The structured, twice or thrice weekly sessions held in the Leadership 

Development School did seem to most clearly meet the criterion for utility. That is, the 

principal in the Leadership Development School held regularly scheduled sessions that 

were structured in form and substance. None of the novices on the Leadership 

Development Campus reported these as a drain on energy or a burden on time. It is 

significant to note that these sessions involved pre-determined topics and subject matter 

so that all of the leadership team was part of a learning community and was involved in 

a cycle of continuous learning. These sessions were not held in response to the day-to-

day activities of traditional school management such as administering discipline or 

scheduling students.  All participants assigned to a Leadership Development School 

acknowledged the benefits of the learning community approach to mentoring. 

The respondents indicated that the scheduled sessions at the Leadership 

Development School were perceived as helpful rather than a burden for several reasons. 

First, the sessions were scheduled for early in the morning. They were held before 

morning duties and responsibilities began, and at a time of day when all participants 

were energized and rested. Second, the topics reportedly had great relevance and 

timeliness to the actual job. It seems that the principal of the Leadership Development 

School actually anticipated present and future learning needs of the novices and planned 

topics accordingly.  
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Finally, the novices at the Leadership Development School expressed a sense of 

professionalism realized through the learning sessions. The novices learned along side of 

the principal and veteran assistant principals, with no differentiation recognized for the 

novices. Also, the agenda items were specific and practical, such as topics on data 

analysis, assessment issues, budgeting, and student scheduling. At other times, a book or 

article discussion was held, adding to the knowledge base of the novice. Each topic was 

presented through a theoretical framework and then the team worked together to meld 

theory into practice. Further, the early morning sessions helped the novice assistant 

principals anticipate upcoming events, topics, and issues and plan for their occurrence. 

These planned, structured sessions align closely with the recommendations for 

Professional Learning Communities, as detailed by Dufour and Eaker (1998). The major 

aspects of a Professional Learning Community include:  

1) shared mission, vision, values;     

2) collective inquiry; 

3) collaborative teams; 

4) action orientation and experimentation; 

5) continuous Improvement; and 

6) results orientation. 

In summary, the participants on the Leadership Development School campus 

reported that the topics covered in the sessions were useful and the meetings were worth 

the time and energy. Similarly, the novice assistant principals on campuses other than 

the Leadership Development School reported that the mentoring experiences were 
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beneficial and useful when they were administered in a timely fashion, were relevant, 

and were held at the most convenient time available. 

Discussion on Research Question Three  

When assistant principals identify mentoring relationships as significant in their 

personal and professional development, how do they characterize the relationship (i.e., 

what activities occurred with the mentor, and which of the activities were the most 

helpful to the individual)? More specifically: 

a) How do new assistant principals portray their transformation as a result of 

working with a mentor? That is, in what ways did the assistant principals 

alter their attitudes, skills, knowledge, decision-making, or behavior as a 

consequence of the mentor relationship?  

b) How did the mentoring relationship help the new assistant principal 

develop into a self-directed adult learner? 

c) How did the mentoring relationship assist in promoting risk-taking 

behavior and innovative practice? 

The respondents had a difficult time answering question three and its subparts. 

All respondents acknowledged they had gained skills, knowledge, and new behaviors in 

the first year as a high school assistant principal; although, none credited a mentor or 

mentoring relationship as responsible for their personal and professional development.  

The most frequent mentoring activity was meeting and talking to discuss issues. The 

novice assistant principals were busy, overwhelmed, and did not know what questions to 

ask; and, mentoring was a necessary component of the induction year. They were further 
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overwhelmed by the steep learning curve of the job, the number of responsibilities, and 

the time required to manage the duties of the job. Having to take time to meet was more 

of a burden than a benefit.  

The responses given to me, as well as my observations, indicate that the novices 

did not fully understand the purpose of, nor appreciate the intent of, the one-on-one time 

with the mentor; yet, each novice identified the mentoring relationship as a significant 

management tool in handling the job. In the first year on the job, the novice assistant 

principals were more concerned with managing day-to-day tasks and not as concerned 

with embarking on a deeper transformation. Along with the responses of the 

participants, the researcher observed that little attention was dedicated to the bigger 

picture and broader transformation to a higher skilled professional. The novice assistant 

principals were not self-aware of the need to look beyond the immediacy of the 

managerial tasks. 

Because of the steep learning curve involved in the job, especially at the outset of 

the school year, each novice relied heavily not on just one mentor, but on several 

mentors to help, guide, teach, console, and inform them on varying topics and situations. 

When asked who they turned to for help and guidance, each participant reported to have 

turned to many others for help. Consistently, the novices turned to other novice assistant 

principals, the more veteran assistant principals on campus, and members of the cohort 

group. The assistant principals serve as an informal support network for one another. 

There were accessible, knowledgeable, compassionate, supportive, and helpful. In 
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addition, the other assistant principals offered a safe environment for questioning, were 

non-judgmental, and were always willing to lend a hand. 

Most of the novice assistant principals also turned to the university liaisons for 

help and support. The novices spoke of important conversations held with the liaisons 

and how they relied on the liaisons for assistance. It was mentioned that the liaisons 

obviously cared and were always willing to share their experiences and insights. The 

novices spoke of relying heavily on the liaison as a source of professional information. 

The novice assistant principals did go to the campus principals for those matters 

involving personnel situations and potentially politically explosive matters. The novices 

realized how busy the principals are and tried not to bother them with trivial or 

inconsequential questions. 

 Significantly, while none of the participants credited a mentor with having 

prompted a personal or professional transformation, each of the novice assistant 

principals reported that a feeling of confidence and positive anticipation toward the next 

year occurred in the spring semester of their first year on the job. Not one participant 

was able to articulate the cause of the new sense of self and worthiness. Yet, with such a 

sense, each began making plans for doing things differently during the second year on 

the job. Only one of the participants aggressively sought a different position for the 

second year and it was still in school administration, simply on a different campus and in 

a different district. At the same time, participants who early in the research cycle 

expressed a feeling of extreme distress and unease, later stated that it had not actually 
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been so bad and perhaps the earlier feelings were being exaggerated or over stated. 

Hence, a transformation did occur during the first year on the job. 

Part b of question three delved into how the mentoring relationship helped the 

new assistant principal develop into a self-directed adult learner. The respondents were 

unaware of the impact of the mentoring relationships on development into an adult 

learner. Each novice assistant principal reported a steep learning curve and willingness 

to rely heavily on others for help. Sometimes the reliance was on a university liaison, 

sometimes it was on a principal, and most often it was on a peer – another assistant 

principal from the campus or university cohort. The novices quickly realized the strength 

in looking to others as expert purveyors of knowledge and experience.  

These observations are consistent with the tenets of adult learning. Adult learners 

are intrinsically motivated (Knowles, 1984) and will invest considerable time and energy 

when they see the need to learn something. Each interviewee accepted the need to seek 

assistance and willingly spent the time and energy to do so when they felt that the 

assistance was beneficial to their particular situation. Similarly, adult learners are self-

directed. Each study participant accepted responsibility for their own actions and 

decisions, and sought the appropriate support network to achieve such. Likewise, at least 

one participant expressed resentment and resistance to the mandated mentoring sessions 

that were a burden on his time, yet he did seek assistance from peers and willingly 

dedicated the time necessary to receive the help.  

Moreover, the experience of the novices situated on the Leadership Development 

Campus aligned more with the experience aspect of adult learning, whereby adults rely 
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on experience as a source of adult identity and a scaffold for learning. The several 

scheduled meetings held each week were never reported as a burden on time and energy 

for each novice. Rather, each novice assistant principal seemed to relish in the 

opportunity. This cycle of continuous, on-the-job training, did act as a scaffold for their 

learning experiences and seemed to help each develop in confidence and ability. While 

all participants expressed a steep learning curve and need to learn throughout the initial 

year on the job, only those in the Leadership Development School reported this in a 

positive manner and a positive, natural tone. All other expressed grief and uneasiness 

over the learning process. 

Knowles (1984) and Merriam and Cafarella (1999) suggest that adults learn 

whatever is necessary to perform evolving social roles. In the instances seen in this 

project, each novice assistant principal expressed a personal reason for entering the 

master’s degree and principal certification process. Whatever the stimulating factor and 

desired objective, each individual was willing to tolerate the steep learning curve, 

uncertainty, and sometimes distress in order to enter this new field within the education 

community.  

Finally, the help sought by the novice principals was in response to dealing with 

problems. As each novice assistant principal encountered a problem or situation to 

which a solution or best course of action was unknown, each approached a trusted 

advisor to find help in resolving the situation. The findings of the study to this particular 

research question, question 3b, fall in line with the characteristics of adult learning and 

adult learners.   
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Part c of question three probed how the mentoring relationship assisted in promoting 

risk-taking behavior and innovative practice. The responses and observations 

encountered in this study show that risk-taking behavior and innovative practice were 

challenged by both the micropolitical nature of the job and the bureaucracy of the school 

systems. The first challenge encountered by mentors and mentees is the micropolitical 

nature of the school setting and school districts. The novice assistant principals were 

often surprised by reactions and responses of those around them. Many expressed 

disappointment in attitudes and actions of teachers and other administrators, both on the 

campus and at the central office. Some were surprised that data seen through different 

lenses would prompt varying responses and suggested actions. Several study participants 

spoke of the desire to implement changes to the status quo and bring about new levels of 

social justice to their campuses. They expressed surprise by the walls erected by teachers 

in order to prevent change.  

Other participants spoke of the difficulty in earning the trust of the teachers and 

were surprised by an “us v. them” attitude of many of the teachers on the campuses. On 

one campus, the teachers’ organization surveyed the staff. On many of the survey 

responses, the administrators, including the novice assistant principals, were named by 

name, ridiculed, criticized, and belittled. The survey results were then electronically 

broadcast to the entire faculty and staff. The participants then knew that attempts to 

implement change would be thwarted by the staff. 

Many of the participants were also frustrated and challenged by the layers of 

bureaucracy in the school setting and school districts. Several mentioned the 
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impossibility of securing the resources necessary to bring new programs. Others spoke 

of the inability to get questions answered by supervisors at the central office, and some 

novice assistant principals reported on some systems that remained in place simply 

because they were part of the traditional means of existence. The mentors were very 

astute at maneuvering the micropolitical settings and bureaucracy and were more than 

willing to share their expertise and guide the novices through this potential minefield. In 

short, during the induction year, the novice assistant principals encountered too many 

barriers to engage in a great deal of effective risk-taking. Again, each one reported a 

feeling of confidence and anticipation when heading into the second year on the job.  

To summarize the findings to question three, the activities conducted by the 

mentor with whom the novice had established the best rapport proved to be most 

beneficial for that novice. Yet, not one novice assistant principal credited the mentoring 

relationships with promoting them into risk-taking behaviors. In addition, the responses 

were consistent among all participants and were not differentiable by gender or race. 

When each participant reflected upon the initial year in the job, the most 

common response was that they did not feel as if the university coursework fully 

prepared them for the job; yet, none suggested additional coursework or training from 

the university. Instead, each relayed the opinion that they could not really learn until 

they were on the job and facing each unique situation in real time.  

Furthermore, while not one of the participants credited an assigned mentor with 

growth and learning, their responses indicate that mentoring relationships were, indeed, 

significant in their development. Each novice assistant principal of this study developed 



 
  

123 

several relationships that can be characterized as mentoring relationships. Since 

mentorship is a type of “adult apprenticeship” (Cawyer et al., 2002) that serves to 

indoctrinate the mentee into the culture, philosophy, mores, standards, and norms of a 

new career situation, the novices continually looked to colleagues and other formal and 

informal relationships for the necessary on-the-job training. While the novices did not 

develop one formal, traditional mentoring relationship, they did each develop several 

more informal, yet robust, mentoring relationships. The novices surrounded themselves 

with layers of mentors, of both a formal and informal nature. 

To summarize the responses of this study, mentoring is no panacea for curing the 

difficulties faced by novice school administrators, but the network and layers of mentors 

does provide a safety net for the novice assistant principals. The novice assistant 

principals experienced some feelings of inadequacy, yet had a support system to rely on 

when these feelings arose. Neither does mentoring entirely smooth the way for the 

inductee. Again, barriers to time and energy will always exist in a professional 

environment; thus, both the mentor and mentee should be cognizant of this fact and take 

it into consideration when scheduling time. Both must find a block of uninterrupted time 

that does not become more of a burden than a help. 

This study also raised questions about the area of the literature that suggests that 

mentoring promotes the mentees within a succession cycle in the school system (ASCD, 

1999; Daresh, 2001; 2004; Murray, 2001). On one hand, it is shown through the 

literature that a newcomer to the profession with a sponsor or mentor has an opportunity 

to grow and develop in ways that better prepare him or her to take on projects and 
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eventually take the helm at his or her own campus. On the other hand, it is rarely the 

case that an out-going principal plays a role in the selection process for a successor; thus 

in the school business, a mentor has little to do with promoting a mentee in a particular 

job. 

The mentoring cycle does help preserve institutional memory in an environment. 

The procedures and processes established under one leader are more likely to remain 

intact under a change in leadership. While that may sometimes result in a negative 

impact, it is always important for an institution to remember where it has been so that it 

may discard the least effective practices while building on the positive and move 

forward. 

The most positive outcome of assigning mentors for each novice principal is that 

each newcomer to the profession has someone to go to for help and assistance. This is 

critical for at least two reasons. First, each novice has the name and contact information 

for at least one experienced individual in the same field. In this way, no one is an island, 

standing alone in the vast world of school administration. Instead, there is someone to 

contact when the need arises. Second, and perhaps more important, having an assigned 

mentor overtly establishes permission for the novice to ask for help. It tells the novice 

that he or she is not expected to know all the answers upon exiting a principal 

preparation program. Rather, it is not only acceptable, but also expected, that the novice 

will call on an established expert or panel of experts for help.  
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Recommendations 

 As seen through the literature as well as this study, mentoring is most often 

framed through the perspective of the mentor (Archer, 2006; Bloom et al., 2005; Bloom 

& Krovetz, 2009; Reiss, 2007; Young, Sheets, & Knight, 2005). The mentor is given the 

timelines, suggested activities, the readiness scale, and told of the benefits. Therefore, 

the first recommendation stemming from this study is for the novice, the new assistant 

principal, to be proactive in the mentoring arena. It is fine to have an appointed mentor, 

but the novice should not rely solely on this person. Rather, the novice should seek out 

the assistance of many in the field and create several layers of mentors, or what the 

literature called a Personal Board of Directors (Clifton & Nelson, 1992; Gardiner et al., 

2002; Villani, 1999; Wenninger & Conroy, 2001; Zachary, 2000). Further, each novice 

should be advised, overtly, to seek out such advice and to assemble a Personal Board of 

Directors. They may then compare styles and advice of the more experienced principals 

and eventually work to find their own voice and their own style. The members of the 

Personal Board of Directors would likely share some characteristics, traits, and 

dispositions but also have very different ways of handling situations and providing 

guidance and advice. At the same time, the mentoring process would not become a 

burden on the time of one mentor as the novice would seek assistance from several 

sources. This approach would also allow the novice the opportunity to seek assistance 

when it is needed instead of having to wait to contact one particular mentor.   

 Moreover, the novice should take a proactive stand by taking responsibility for 

the process and clearly articulating a desire to learn. Whether it is with a designated 



 
  

126 

mentor or informal guide, the novice should make it clear that he or she has embarked 

on a new career and plans to continue the learning process. The mentee should ask for 

feedback and respond to that with an attitude of gratefulness and appreciation. When 

establishing mentoring relationships, the mentee should frame questions of the mentor to 

assess his or her ability to develop other leaders and his or her willingness to do so. 

 The second recommendation lies in the semantics of the actual term and 

connotations associated with mentoring. Mentors have long been associated with 

stereotypes of an older, wiser, sage-like advisor who can guide, protect, and promote the 

mentee. In fact, a mentor may be of any age, gender, or level of experience.  It was 

found in this study that the novice assistant principals most often turned to the peers and 

cohort group for help and support. The most trusted and sought after help came from 

peers. Therefore, a mentor may be anyone who is trusted, reliable, and willing to help; 

hence, the recommendation is to refer to the person as a coach and the process as 

coaching (see Hardingham, Brearly, Moorhouse, & Venter, 2004; Ellis, 2007; Fitzgerald 

& Berger, 2002; Flaherty, 2005; Nelson-Jones, 2007). When searching for a coach, it is 

the norm to search for skills and, in particular, skills in helping and teaching. After all, 

even the most highly acclaimed sports figures maintain one or more coaches throughout 

their professional careers. Similarly, coaches are often peers on the same team; so a 

novice would openly seek the advice of a peer and colleague.  

 Third, regardless of who takes the lead role in the mentoring process, time, care, 

and careful consideration should be given to building a relationship with one another 

first, before embarking on specific tasks or mentoring activities. While Danzig et al. 
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(2003) call for an eight-month relationship-building period before embarking on a 

mentoring relationship, a specific length of time for a relationship building period is not 

necessary. However, more emphasis should be given to the need to build a relationship 

between a mentor and mentee. The urgency felt by the novice assistant principals creates 

a barrier to the extended relationship-building period. Yet, it is important to build a 

trusting and respectful relationship with one another; otherwise, it is difficult to seek 

each other and rely on each other’s help and guidance. Learning and change are difficult 

under the best of circumstances so one must take care to build a foundation for 

immediate and long-term success. All parties will benefit from an enduring relationship 

and the best way to achieve that is by building a trustworthy and authentic relationship. 

The fourth recommendation is to encourage the novice assistant principals to not 

only build a relationship with the mentor before embarking on a mentoring relationship, 

but also to build a relationship with the campus personnel before embarking on risk-

taking and innovative activities. A wealth of information exists on school improvement 

and school change and much of that literature discusses, in detail, the phases of change 

as well as readiness for change. The novice assistant principals of this study entered their 

new settings with a great deal of confidence and energy and often attempted to 

implement changes before the staff was ready; thus, the staff offered resistance and 

created barriers to the efforts. It is therefore suggested that the novice assistant principals 

be prepared to engage the school staff in awareness and readiness activities before 

implementing new and innovative practices.  
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 Moreover, the fifth recommendation is for both the mentor and mentee. While 

the mentoring relationship may be time consuming and energy draining, all evidence 

indicates that it is worth the effort and that all involved parties reap benefits from the 

mentoring process. The recommendation is to focus on the big picture and long-term 

goals, rather than on the time constraints of the present. The few minutes spent in a 

mentoring relationship in a day or week are not seen through the lens of the present but 

contrastingly are seen through the perspective of an entire career and the future.  

Finally, the sixth recommendation is aimed at school districts. Since the 

induction process and mentoring experience are required for all first-year principals and 

assistant principals, school districts should invest the resources needed to implement a 

mentoring system with fidelity. A district-level administrator should be in charge of a 

program and a specific mentoring model should be selected. Any of the models 

discussed in the literature review would be appropriate (see Danzig, 2003; Gold & Roth. 

1999; Udelhofen & Larson, 2003, Mertz, 1990; Murray, 2001; O’Mahoney, 2004). An 

investment in human capital could boost the confidence, learning, and staying power of 

the novice assistant principals. The school districts would benefit from the growth 

experienced by the novices and would see an increase in campus effectiveness.  

 In summary, this study indicated that six recommendations are warranted. They 

are to frame the mentoring relationship from the perspective of the novice, have the 

novice take a more proactive approach to the mentoring relationship by building layers 

of mentors, to rephrase the term from mentoring to coaching, to put forth the time and 

effort to construct a relationship before embarking on other activities, to be patient and 
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tenacious while allowing the mentoring relationship to develop and evolve, and to fully 

develop a mentoring model with fidelity. The mentor and mentee will reap benefits from 

this approach. 

Topics for Further Study 

 The available research and literature on the topic of mentoring is relatively new – 

published within the last 40 or so years. Most studies and handbooks relate to the 

induction and mentoring of teachers (Brounstein, 2000; Daloz, 1996; DuBrin, 2005; 

Portner, 2001; Zachary, 2000). Although the topic of mentoring principals, primarily 

assistant principals, is an emerging field of study, more research is still needed. While 

some similarities seem to exist between the mentoring of novice teachers and the 

mentoring of novice assistant principals, the similarities are not generalizable and thus a 

prime topic for further research. An example of this is seen in Figure 3, a graph of the 

perceptions of first year teachers (Lipton & Wellman, 2002). This graph illustrates the 

phases of the perceptions of feelings of first year teachers. Upon initial observation, the 

teachers’ perceptions appear similar, if not identical, to the phases in perception of 

novice assistant principals. This study revealed that the novice assistant principals 

reflected on how excited they were to start their new jobs and how the excitement 

evolved into intensity and steep learning in the first few weeks of the school year. They 

further spoke of the help that was needed on a daily basis and how they turned to their 

colleagues for help. More than one felt, in the first few months, perhaps a mistake had 

been made and they might have to leave the job. By the end of the first year, the same 

novice assistant principals reported that perhaps the overwhelmed feelings and intensity 
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had been overstated. In fact, they were looking forward to a new school year and the 

opportunity to do things again and more effectively. Again, the work of Lipton and 

Wellman (2002) is not generalizeable and further research is needed to confirm or deny 

the applicability of this graph to novice assistant principals. This study uncovered a 

seemingly comparable emergence of perceptions, but actual research is required to 

verify such a comparison. 

 

Figure 3.  Phases of First Year Teaching 

 Another recommended topic for further study is the reframing of the mentoring 

relationship. Again, available handbooks (Archer, 2006; Bloom et al., 2005; Bloom & 

Krovetz, 2009; Reiss, 2007; Young et al., 2005) offer most direction for the mentor and I 

believe that power and constitution lie in self-determination and self-reliance of the 
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novice assistant principal. Therefore, research is needed in the function, form, and 

process required to re-frame mentoring from the novice’s viewpoint. 

Next, the emerging literature on the mentoring of assistant principals is new and 

unproven, with most of it being published within the last five years. In the field, 

practitioners report seeing no change in practice in addition to what is reported here. In 

fact, the induction of novice assistant principals almost seems to be an afterthought. It is 

recommended that more research be conducted as a whole and, in particular, more 

research be conducted in an effort to bridge the theory and practice in the mentoring of 

novice assistant principals. For instance, Ellis (2007) suggests that mentoring and 

coaching occur on a continuum (See Figure 4).  

 

Figure 4. The Coaching Continuum 
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The continuum shown here could directly relate to the layers of mentoring suggested by 

this study. This intuitively seems accurate, yet no data exist to support the claim. 

Likewise, the coaching continuum is framed from the coach’s perspective and the novice 

principal is the one needing the help. This is only one example of the emerging literature 

with little or no data to support the assertions. 

 The next suggested area for further study is that of professional learning 

communities. Quite extensive work has been reported by DuFour and Eaker (2002), as 

well as the Southwest Developmental Education Laboratory (SEDL) in the area of 

Professional Learning Communities in schools. Most of the reported work deals with 

involving teachers in the learning community process. While this is important and 

reputable work, the results seen on the Leadership Development Campus warrant further 

study of professional learning teams for principals and the team of principals on a 

campus.  

 Finally, the last suggested areas for further study comes directly from the 

findings of this study. That is, the purpose of this study was to investigate the mentoring 

experiences of novice high school assistant principals. In conducting the interviews, 

every one of the participants discussed much more than the mentoring component of 

their induction year in the profession. Overall, the intensity of the experience and steep 

learning were on the forefront of their thoughts. While the purpose of mentoring is to 

facilitate learning, more learning was needed than could be provided by the structured 

mentoring experiences. I suggest, then, that the learning required by the novice assistant 

principals be the focus of another research project. Further, I suggest that a study be 
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conducted that is more that one year in length so as to assess any changes that occur over 

time, in skills, attitude, and disposition. The induction period is bound by one year of 

time on paper only. In reality, it continues until the learning cycle is complete. Similarly, 

I recommend that a study be conducted of assistant principals in a different phase of 

their career. Perhaps three to five years experience would be an appropriate point. In this 

way, new skills, attitudes, and learning needs could be assessed. Despite the additional 

time needed for the later assessment, if the education community is going to invest in its 

own future, it must invest in the future of its leadership.   

Concluding Remarks  

 The school principalship is a difficult job and preparation for the job is intense, 

challenging, and time-consuming. Aspirants to the job should expect such. In order to 

help candidates readying for the principalship and assistant principalship fully 

understand and appreciate the intensity of the job, the training and preparation aspects 

should be authentic, intense, and, as much as possible, mirror the actual job. Based on 

the steep learning curve and need for support reported by the participants in this study, 

the first year on the job should be part of the certification requirement, a mandatory 

component of the preparation program, and in addition to the current standard.  

 Specifically, under current practice, principal preparation programs require an 

internship as part of the certification program. In many instances, individuals qualify for 

temporary certification and accept an actual job in the principalship before even 

completing classroom requirements for complete certification. Whether or not that 

occurs, upon completion of all requirements, the adult learner is deemed ready to take 
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the helm in the arena of school administration. While Texas does require principals to 

pass a certification test, the exam is theoretical in nature and does not reflect the actual 

practice or experience of the certification candidate. In addition, under the current 

system, most principal internships have cursory and superficial requirements that may 

include observation hours, special projects, and possibly a paper or other major project. 

It is my belief that all principal aspirants fully complete the certification program, 

including traditional internship before having the opportunity to enter the profession. 

The certificate should only be a one-year probationary certificate. Moreover, the first 

year in an actual principalship position should be an extension of the classroom 

experience, closely monitored and under the tutelage of an experienced mentor. After 

successful completion of the first year, the novice would qualify for a full, lifetime 

certificate. Only at that time would the university receive full credit for the adult 

student’s completion of the program. This practice should speed the demise of university 

diploma mills with low expectations and low preparation levels, which produce large 

numbers of certified individuals who may or may not be ready for the realities of the job. 

 Novices, as well as their mentors should understand the intricacies and 

circumstances surrounding the first year on the job and fully consider it on-the-job 

training. Novices should anticipate the upcoming challenges and understand the need to 

meet the tasks head on. Increased rigor and expectations during the certification process 

should be an indication of the importance of the job and the importance of complete 

commitment to the process. 
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Appendix A 

Texas Administrative Code Next Rule>> 

TITLE 19 EDUCATION 
PART 7 STATE BOARD FOR EDUCATOR CERTIFICATION 

CHAPTER 241 PRINCIPAL CERTIFICATE 
RULE §241.20 Requirements for the First-Time Principal in Texas 

 

(a) Principals or assistant principals employed for the first time as campus administrators (including the 
first time in the state) shall participate in, at least, a one-year induction period.  
(b) The induction period should incorporate the assessment and professional growth requirements 
contained in §241.30 (b) of this title (relating to Requirements to Renew the Standard Principal 
Certificate).  
(c) The induction period should be a structured, systemic process for assisting the new principal or 
assistant principal in further developing skill in guiding the everyday operation of a school, adjusting to 
the particular culture of a school district, and developing a personal awareness of self in the campus 
administrator role. Mentoring support must be an integral component of the induction period.  

 

Source Note: The provisions of this §241.20 adopted to be effective March 14, 1999, 24 TexReg 1616; 
amended to be effective September 2, 1999, 24 TexReg 6751; amended to be effective June 10, 2001, 26 
TexReg 3929 
 
 

Texas Administrative Code Next Rule>> 

TITLE 19 EDUCATION 
PART 7 STATE BOARD FOR EDUCATOR CERTIFICATION 

CHAPTER 241 PRINCIPAL CERTIFICATE 
RULE §241.25 Requirements for the Issuance of the Standard Principal 

Certificate 
 

To be eligible to receive the Standard Principal Certificate, the individual must:  

  (1) successfully complete the assessments required under Chapter 230, Subchapter A of this title (relating 
to Educator Assessment);  
  (2) hold a master's degree from an accredited institution of higher education; and  
  (3) have two years of creditable teaching experience as a classroom teacher, as defined by Chapter 230, 
Subchapter Y of this title (relating to Definitions).  
  (4) successfully complete a principal preparation program that meets the requirements of §241.10 of this 
title (relating to the Preparation Requirements) and §241.15 of this title (relating to the Standards for the 
Principal Certificate) of this subchapter.  

 

Source Note: The provisions of this §241.25 adopted to be effective March 14, 1999, 24 TexReg 1616; 
amended to be effective June 10, 2001, 26 TexReg 3929; amended to be effective June 21, 2005, 30 
TexReg 3581 
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Texas Administrative Code Next Rule>> 

TITLE 19 EDUCATION 
PART 7 STATE BOARD FOR EDUCATOR CERTIFICATION 

CHAPTER 241 PRINCIPAL CERTIFICATE 
RULE §241.30 Requirements to Renew the Standard Principal Certificate 

 

(a) Each individual who holds the Standard Principal or Mid-Management Certificate, issued on or after 
September 1, 1999, is subject to Chapter 232, Subchapter R of this title (relating to Certificate Renewal 
and Continuing Professional Education Requirements), except that 200 hours of continuing professional 
education must be completed every five years.  
(b) Individuals holding the Standard Principal Certificate or Standard Mid-Management and who are 
employed as a principal or assistant principal must select an assessment from the list approved under 
§241.35 of this title and should participate in the assessment the first year of employment as a principal or 
assistant principal. Follow-up assessments should be completed in the first year of each five-year period of 
employment. The individual is solely responsible for selecting the assessment used to satisfy the 
requirements of this subsection.  
(c) Based on the results of the assessment required under subsection (b) of this section, each individual 
shall develop a professional growth plan which is directly related to the standards identified in §241.15 of 
this title (relating to Standards for the Principal Certificate), and must allow for the prioritization of 
professional growth needs.  
(d) Consistent with TEC §21.054(b), the results of the individual assessment and the professional growth 
plan shall be used exclusively for professional growth purposes, and may only be released with the 
approval of the individual assessed.  
(e) An individual who holds a valid Texas professional administrator certificate issued prior to September 
1, 1999, and who is employed as a principal or assistant principal or fulfills the functions of a principal or 
assistant principal:  
  (1) must complete an assessment approved under §241.35 of this title (relating to Assessment Process 
Definition and Approval of Individual Assessments) and develop a professional growth plan as described 
in subsection (c) no later than August 31, 2004 and once in each subsequent five year period of 
employment as a principal or assistant principal; and  
  (2) may voluntarily comply with the requirements of subsection (a) under procedures adopted by the 
executive director under Subchapter R, §232.810 of this title (relating to Voluntary Renewal of Current 
Texas Educators). The executive director shall report to the employing school district those individuals 
who choose to renew under this subsection.  
(f) An individual who holds a valid Texas professional administrator certificate issued prior to September 
1, 1999, and who is not employed as an assistant principal or principal may voluntarily comply with the 
requirements of this section under procedures adopted by the executive director under Subchapter R, 
§232.810 of this title.  

 

Source Note: The provisions of this §241.30 adopted to be effective March 14, 1999, 24 TexReg 1616; 
amended to be effective September 2, 1999, 24 TexReg 6751; amended to be effective June 10, 2001, 26 
TexReg 3929; amended to be effective June 21, 2005, 30 TexReg 3581 
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Texas Administrative Code Next Rule>> 

TITLE 19 EDUCATION 
PART 7 STATE BOARD FOR EDUCATOR CERTIFICATION 

CHAPTER 241 PRINCIPAL CERTIFICATE 
RULE §241.35 Assessment Process Definition and Approval of Individual 

Assessments 
 

(a) The individual assessment process determines primarily through a series of job-like activities the 
presence of knowledge and skills directly related to the standards identified in §241.15 of this title 
(relating to Standards for the Principal Certificate). The assessment process will include a structured self-
assessment and may also include other job-related activities as appropriate. Job-related activities must also 
determine the presence of skills related to the standards identified in §241.15 of this title. The assessment 
must be conducted and completed within a 30-day time period.  
(b) The executive director shall implement procedures to approve the individual assessments that may be 
used to satisfy §241.30(d) of this title (relating to Requirements to Renew the Standards Principal 
Certificate). The executive director shall adopt procedures to receive and investigate complaints that allege 
noncompliance with this section, including available sanctions against the assessment provider if the 
investigation determines noncompliance has occurred.  
(c) Upon completion, the assessment provider must report to SBEC the individuals who have completed 
an approved assessment.  
(d) The following characterize an appropriate assessment and must be included in the approval criteria 
adopted by the executive director:  
  (1) performance is analyzed solely on the presence of defined skills embedded in the assessment 
activities;  
  (2) standards of performance on defined skills are measured in a consistent manner;  
  (3) a minimum of two assessors integrate their analyses of data for the individual being assessed;  
  (4) assessors are chosen by the assessment provider and must successfully demonstrate both a strong 
familiarity with the principalship and leadership skills and are in no way involved in evaluation activities 
or employment decisions affecting the principal being assessed;  
  (5) assessors are trained by the assessment provider and must successfully demonstrate acceptable 
performance for the following assessor duties:  
    (A) assessment process procedures;  
    (B) analysis of performance of individuals being assessed in job-like activities;  
    (C) integration of data from job-like and job-related activities; and  
    (D) development of detailed feedback related to the standards identified in §241.15 of this title.  
  (6) structured feedback provides detailed results for each of the standards assessed, compares the results 
with the self-assessment required under this section, and includes a series of recommendations identifying 
specific professional development activities that should be considered in the development of the 
professional growth plan required under §241.30(d) of this title; and  
  (7) documentation verifies that the assessment process has been field tested for appropriate content and 
design.  

 

Source Note: The provisions of this §241.35 adopted to be effective March 14, 1999, 24 TexReg 1616; 
amended to be effective September 2, 1999, 24 TexReg 6751 
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Texas Administrative Code Next Rule>> 

TITLE 19 EDUCATION 
PART 7 STATE BOARD FOR EDUCATOR CERTIFICATION 

CHAPTER 241 PRINCIPAL CERTIFICATE 
RULE §241.40 Implementation Dates 

 

(a) September 1, 1999--§241.1 of this title (relating to General Provisions); §241.30 of this title (relating 
to Requirements to Renew the Standard Principal Certificate); and §241.35 of this title (relating to 
Assessment Process Definition and Approval of Individual Assessments).  
(b) September 1, 2000--§241.5 of this title (relating to Minimum Requirements for Admission to a 
Principal Preparation Program); §241.10 of this title (relating to Preparation Requirements); and §241.15 
of this title (relating to Standards for the Principal Certificate); §241.25(1) and (2) of this title (relating to 
Requirements for Issuance of the Standard Principal Certificate).  
(c) September 1, 2001--§241.25(3) of this title.  
(d) September 1, 2002--§241.20 of this title (relating to Requirements for the First-Time Principal in 
Texas).  

 

Source Note: The provisions of this §241.40 adopted to be effective March 14, 1999, 24 TexReg 1616; 
amended to be effective September 2, 1999, 24 TexReg 6751; amended to be effective June 10, 2001, 26 
TexReg 3929; amended to be effective September 1, 2002, 27 TexReg 7803 
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Appendix B 

Mentoring Novice Assistant Principals 
 

Initial Interview Protocol 
 
 

1. Please tell me about your background. 
 
 

2. Tell me about your decision to become a school administrator. 
 
 
 

3. What were some of the influences on your decision to go into administration? 
 
 
 

4. Tell me about your first year as an AP. (If necessary, probe concerning 
challenges, learning, successes, difficulties, etc.) 

 
 
 

5. Did you ever encounter something new – something that you were not sure how 
to handle? What did you do? What process(es) did you use to find a solution? 

 
 
 

6. What or who most impacted your development in the first year? 
 
 
 

7. What would have been the most benefit to you and your development in the first 
year of your position as an AP? 
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