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Abstract

A looming attrition rate, a steady increase in the number of women in

administration, and a lack of Canadian research all provided the rationale for this study.

The problem in this study was to investigate the needs and challenges of new female

administrators and to examine the role that mentors play in addressing these issues. This

study also explored the perceived benefits of having a mentor.

This study examined the inductive year of 33 female administrators from 3

Ontario school boards. It was a qualitative and quantitative design, using questionnaire

and interview data. It was found that the majority felt that they struggled with biases and

expectations that were gender specific. The challenges that were perceived to be most

prevalent were categorized into 4 thematic areas: Maintaining Balance, Feeling

Pressured, The Perceptions of Others, and Being Challenged by Others. Regarding the

benefits of mentoring, the participants perceived mentoring to be most beneficial in terms

of professional growth, followed by learning how to run a school, and then career

advancement.

The significance of this study was threefold: it had theoretical implications as well

as implications for practice and future research. Suggestions included: facilitating

longitudinal relationships, having the board become more actively involved in facilitating

the relationship, and implementing an internship program. This study attempted to extend

the current literature by theorizing that a mentorship is cyclical in nature. Future research

could include program design and implementation, as well as providing consistent and

accessible mentoring opportunities for all.
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CHAPTER ONE: THE PROBLEM

Introduction

Even though you have most things under control, you can only carry so much of a

load and take so much tension and activity. You are bound to run into a few catches along

the way, and with one sharp turn, you run the risk of a snag. At some point, as you change

your pace or deal with an unexpected tumble, that snag turns into a run. As you reflect on

the situation, it would have made sense to have had some extra support. Support that could

provide strength and durability. Support that could afford flexibility and resilience. Support

that could facilitate the journey and allow you to stretch and handle the occasional snag.

Mentoring is such support.

This research study explored the role of a mentor in the life of a newly appointed

vice-principal. The problem in this study was to determine the role of a mentor in

addressing the needs and challenges of new administrators and to explore the perceived

benefits of having a mentor for the protege. This study was gender focused in that the

participants were all women and gender issues were explored to some degree.

Background to the Problem

It is safe to say that the principalship is a position that comes with many

challenges. Many have agreed that the position involves great responsibility, stress, and

time commitment. According to Blackman and Fenwick (2000):

Today, the school leader is expected to simultaneously be a servant-leader, an

organizational and social architect, an educator, a moral agent, a child advocate

and social worker, a community activist, and a crisis negotiator - all while raising

students' standardized-test performance. Added to these demands is the day-to-
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day reality of the principalship. The principal must negotiate bureaucratic

minutiae, district policies, and community interactions. He or she must be able to

placate and soothe parents' concerns, while also serving as a plant manager who

can get the bus schedule right, (para. 14)

In order to meet and address such challenges, perhaps one could turn to the

practice of mentoring. Historically, mentoring has been considered to be integral to one's

growth, and the term "mentor" has become synonymous with trusted friend, guide,

counselor, and teacher. Today, mentoring continues to be a practice that provides support

and guidance.

In Ontario, mentoring programs in general are at the very early stages of

development (Browne, 2001). Recently, the Ontario College of Teachers acknowledged

the importance of mentoring for new teachers and has proposed awarding Professional

Learning Points for such practice. Most of the research in the area of mentoring deals

primarily with teacher induction; however, it appears that some discussion for mentoring

principals is beginning to take place. According to Marrin and Sheenan (1999), the

Professional Affairs Department at the Ontario College of Teachers has been

investigating issues, such as mentoring, as they are related to principal certification.

When asked what role mentors should play in the training of principals and vice-

principals, a strong need was expressed and "some participants recommended that

mentoring continue in a formal way through the first years as principal and vice-

principal"(p. 42).

In general, researchers such as Maione (2000-01) have agreed on the value and

need for mentoring at the administrative level:
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Increasing evidence shows that school leaders, throughout all stages of their

careers, can benefit from a mentoring system in which a seasoned leader helps the

intern or protegd place theory and praxis in the context of experience. When asked

to identify a vital component of their preparation, principals typically identify

other school leaders as their primary source of help in becoming a school leader

themselves, and they confirm that these mentoring relationships served them

throughout their careers, not just initially, (para. 2)

In addition, Goddard (1998) conducted a study in which he surveyed and

interviewed principals in the province of Nova Scotia in order to find out about the

professional development activities that were taking place. He found that

there appears to exist a potential for a principal peer mentoring process to be

initiated. Such a process could address issues related to professional isolation, job

overload, management of change, sexism, and sex-role stereotyping, and the need

to bridge the gap between the rhetoric and the reality of school administration.

(para. 28)

Substantial research supports mentoring as an important professional practice. It

appears that most of the research available deals with: teacher induction, the roles and

pairing of mentors and proteges, mentoring models, and the actual steps involved in

developing a mentoring program. Although some gender research does exist related to

mentoring, it is mostly comparative in nature, and very little is within a Canadian context.

While this research is important, it is the intention of this study to move beyond these

parameters in order to address the outcomes and perceived benefits of mentoring within a

Canadian context.





4

Many agree that mentoring is a relatively new practice for women, since men

have traditionally held administrative roles (Blackman & Fenwick, 2000; Dodgson, 1986;

Ehrich, 1994; Holtkamp, 2002; Restine, 1993). More recently, the interest in mentoring

for women has been prompted by the growing number of women educators who are

entering administrative level positions. According to the web site for the Ontario Ministry

of Education and the Ministry of Training, Colleges and Universities (2002), in the 1994-

1995 academic year, women held 39% of the principal and/or vice-principal positions at

the elementary level. That percentage steadily increased, and in the 1999-2000 academic

year, 56.2% of the same positions were held by women. This shift lends itself to the need

for more research to be conducted that would provide insight into current mentoring

practices among professional women.

Statement of the Problem Situation

The problem in this study was to investigate the needs and challenges of new

female administrators and to examine the role that a mentor could play in addressing

these issues. This study further explored the perceived benefits of having a mentor in

terms of learning how to approach and deal with school issues, professional growth, and

career advancement.

Previous research confirmed that mentoring is a multifaceted practice that

provides orientation, guidance, cause for reflective practice, and a coUegial opportunity to

learn and grow. Research in the field of mentoring also has established the importance of

women to have mentors at the administrative level (Dodgson, 1986; Ehrich, 1994;

Hackney & Bock, 2000; Richey, Gambrill, & Blythe, 1988; Smith & Hale, 2002). Of

further concern was evidence suggesting that "district support of new educational leaders
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will make a significant difference to the quality of service delivered to students as well as

the professional well-being of these administrators" (Naymie, 2000a, para 11). Very little

research in a Canadian context existed that addressed how mentors could influence the

professional development of newly appointed women administrators. In order to more

fully address this research problem, the following questions were considered:

1. What are the needs and challenges that new administrators encounter in their

first year as vice-principals, and what role can a mentor play in addressing these issues?

2. What are the perceived benefits of having a mentor for a new vice-

principal?

These are the research questions that were explored in addressing the general

problem statement.

Rationale for the Problem

A looming attrition rate, a steady increase in the number of women in

administration, and a lack of Canadian research in the area of mentoring and the possible

benefits for new female administrators provide the rationale for this study.

In most school districts across Canada and the United States, there is a sense of

urgency regarding the imminent changes occurring at the administrative level. In 1998, it

was predicted that Ontario would need "about 1,000 new principal-qualified teachers

each year to replace retirees and gradually close the gap between the number of positions

and the number of principal-qualified teachers by 2004" (Mclntyre, 1999, p. 14). In

November of 2000, the Ontario Principals Council commissioned a survey conducted by

Williams (2001). This study supported previous predictions and found that Ontario was

facing a major turnover at the administrative level. Williams's study was based on the





predicted cumulative retirement rates of the pool of persons holding principal's

quahfications in Ontario as of 2001. These numbers are as follows: By the year 2005, 49

% of all principals and vice-principals will retire; by 2010, 76.3 % will retire (Williams,

p. 18). Five recommendations were made by the Ontario Principals Council in order to

deal with this expected shift, one of them clearly stating a need for mentoring programs

(Canada NewsWire, 2001).

According to Giguere (1999), male teachers made up only 31 % of the teachers

registered with the Ontario College of Teachers, and this number was showing a steady

decrease across all age groups. According to the data provided by the Ontario Ministry of

Education and the Ministry of Training, Colleges and Universities (2002), not only are

the numbers of women educators increasing, so are the numbers of women holding the

position of principal or vice-principal. The data in Table 1 demonstrate the steady

increase of women who have been moving into administrative positions.

Researchers (Dodgson, 1986; Goddard, 1998; Naymie, 2000b; Williams, 2001)

examined mentoring in a Canadian context and found that challenges in fact do exist for

administrators. In general, their studies reveal that there is a need for mentoring to be

initiated and that a principal, especially, plays an important role in mentoring a new vice-

principal.

Personally, as a "leadership candidate" and founding member of a mentoring

program for new teachers, issues surrounding mentoring and leadership became of great

interest. Being a member of the board's mentoring steering committee provided many

opportunities for research as well as professional development in this field. Upon





Table 1

Percentage of Women in the Position ofPrincipal and/or Vice-Principal at the

Elementary and Secondary Levels in Ontario

Year Elementary
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completing a substantial amount of research on teacher induction, investigating the role

of mentoring in administrator induction became a natural progression. It was observed,

however, that very little Canadian-based information was available about mentoring for

new administrators. Researchers (Ehrich, 1994; Irby & Brown, 1998; Mullen & Cairns,

2001; Reynolds & Young, 1995; Richey et al.l988) agreed that there was a need for more

research to be conducted that addressed how leadership programs could be improved

upon in order to provide more effective mentoring opportunities.

Definition of Terms

The following key terms that are used in the research are defined as follows:

Beginning/new administrator: a qualified administrator who has less than one

year of experience in administration at the vice-principal level.

Career advancement: an upward shift in one's level of employment that could

include, for example, a shift from vice-principal to principal or principal to

superintendent.

Experienced administrator: a qualified administrator who has been a vice-

principal and is now a principal with at least one year of experience as a principal.

Mentor: a critical role assumed by an experienced individual who is willing to

support, provide guidance, and facilitate growth for someone who is less experienced.

Mentoring relationship: a developmental relationship between a mentor and

protege, that provides support and guidance in order to promote success and growth

within a confidential, trusting, and encouraging environment.

Protege(e): the role that an individual assumes when working with a mentor.
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Professional development: the enhancement of one's professional growth

through a variety of strategies such as mentoring, in-services, course work, and reflective

practice.

Teacher induction: a process whereby a new teacher is inducted into the teaching

profession with the support of others and all of the necessary resources.

Administrator induction: a process whereby a new administrator is inducted into

an administrative position with the support of others and all of the necessary resources.

Importance of the Study

A mentoring relationship may be one of the most important relationships in one's

career, as it provides support and guidance that can lead to professional success and

growth. According to Lipton and Wellman (2001), mentoring, is an investment in

retention, imperative to improved student learning, and integral to the implementation of

other school and district initiatives (pp. x-xi).

The possible implications of this study consisted of extending the practice of

mentoring for new teachers to include mentoring for new administrators. It was the

intention of this study to demonstrate that the introduction of a mentor into a new vice-

principal's life could have measurable positive influence. The enhancement of a new

vice-principal's professional growth with the support of an experienced principal

presented new approaches for how others could be instrumental in facilitating learning

opportunities. Furthermore, implications emerged for how early professional success

could impact the overall effectiveness of a school, including student learning and

achievement, parental and community relations, staff development, and school

improvement planning.
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As previously stated, there will continue to be an increase in the number of vice-

principals being appointed. In light of this and after reviewing the literature, it appeared

that there was a substantive need for research focusing on administrator mentoring within

a Canadian context. The findings in this study supported the value and potential of

supporting first-year vice-principals through the use of experienced administrators as

mentors.

The significance of this study was threefold: It had theoretical implications, as

well as implications for practice and future research. It was hoped that this analysis

would provide empirical data in the area of administrator induction. This study would be

potentially useful to those who are interested in formally implementing a mentoring

program for new administrators, such as district school boards, principal councils, as well

as the Ontario College of Teachers, where discussion is taking place as to the role of

mentoring in principal certification and training. The data could also be useful to those

who have not considered or had the opportunity to work with a mentor but would be

interested in seeking one out. Furthermore, this study could provide insight for those who

wish to make other career transitions, such as from teacher to school administrator or

from school administrator to superintendent.

Scope and Limitations of the Study

The question of how mentoring could benefit new vice-principals presupposed a

number of assumptions that needed to be communicated for the purpose of this research.

The first assumption was that mentoring relationships have merit and they are an

important and beneficial instrument for professional growth and development. Second, it

was assumed that new administrators would encounter challenging situations that would
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require assistance and guidance. Third, this study assumed that the research on teacher

induction could be replicated with administrator inductees.

As with any research, this study had its inherent limitations that needed to be

delineated. The very nature of research implies certain restrictions, and failure to

recognize these may lead to generalizations that are not warranted. The first inherent

limitation was that this study could be replicated only in the same composition; therefore,

the generalizability of the results was confined to the specific characteristics of the

sample, not the population as a whole. Second, the interview process was vulnerable to

potential biases that may be represented in the interviewer as well as the respondent, due

to the gender of the researcher as well as being familiar with the researcher (Drew,

Hardman, & Hart, 1996). Third, there was an issue of desirability in the very nature of the

participants, who may be limited in their disclosure to the researcher for fear of divulging

any unflattering information that would make them appear critical or incompetent.

Outline of the Remainder of the Document

Chapter Two provides a review of the literature that served in the theoretical

framework for this study. The literature was reviewed and explored from a thematic

perspective, looking at mentoring, current induction practice, gender issues in leadership,

and the benefits of mentoring.

Chapter Three discusses the methodology, the research design, participant

selection, instrumentation, data collection and recording, and data processing and

analysis.

Chapter Four describes in detail the findings of the study based on the data that

were collected through the use of a questionnaire and interviews.
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Chapter Five consists of a summary and conclusions of the research. In addition,

three areas are addressed: theoretical implications, implications for practice, and

implications for future research.





CHAPTER TWO: REVIEW OF RELATED LITERATURE

This review of the Hterature examined five specific areas relevant to this study.

The hterature was examined thematically according to the following areas. The first

section provided a general overview of mentoring. The second section spoke to the needs

and challenges of beginning vice-principals. The third section explored current

administrator induction practices. The fourth section dealt specifically with gender issues

in mentoring and administration. The last section dealt with the benefits of mentoring to

new administrators in terms of professional development and school improvement.

Mentoring

A study of any honorable effective leader will show that along the way of their

development, they received many infusions of substantive influence from

relationships and events that they experienced ...Great influence that builds great

leadership is a mentoring process. (Hawkins, 1999, para.l)

Mentoring is a multifaceted practice that provides orientation, guidance, cause for

reflective practice, and a collegial opportunity to learn and grow. According to Daloz

(1999), a mentor's role was to offer support, to create challenges, and to facilitate a

professional vision. Ehrich (1994) described mentoring as "an important process as it

provides many opportunities for proteges to acquire not only professional skills but also

many other skills central to the particular profession" (p. 4). The Tao Philosophy (Huang

& Lynch, 1995) described mentoring as an essential tool in all relationships. TheTaoist

teachings are based on the premise of sharing oneself, and mentoring is viewed as a

mutually beneficial relationship for all involved. As the mentor and proteg^ interact,

ideas and successes are imparted and supported. The goal was not to control or impose.
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but to "shed light through suggestion" (p. 103). The Tao mentor works as a guide on a

journey. With a committed and compassionate guide, the journey continues, and respect

and a sense of community are fostered along the way.

This notion of being a guide paralleled the relationship that was personified in the

Greek myth from which the term "mentor" originated. The original "Mentor" appeared in

Homer's epic "The Odyssey" as an old and trusted friend to Odysseus. Mentor was

appointed to look after Odysseus 's son, Telemachus, when Odysseus went to fight in the

Trojan War. Mentor served as a guide and urged the boy on his quest to achieve his

manhood. Historically, mentorships have been considered to be integral to one's growth,

and the term "mentor" has become synonymous with trusted friend, guide, counselor, and

teacher.

Being a mentor requires certain qualities, and many lists of effective mentor

characteristics exist. For example, Rowley (1999) developed a list of six qualities of a

"good mentor" based on his observations and experiences. According to Rowley, a good

mentor is: committed, accepting, skilled at providing instructional support, effective in

different interpersonal contexts, a model of a continuous learner, and capable of

communicating hope and optimism. Mentoring currently continues to be a popular

practice due partially to the world of business that has actively participated in the trend to

adopt mentoring programs.

Lipton and Wellman (2001) postulated that throughout the mentoring relationship

a "continuum of interaction" (p. 20) exists that ranges from consultant to collaborator to

coach. The three stances are versatile, each is necessary for different situations, and they

do not suggest that any one stance is more important than another. Consulting involves
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imparting information on how things get done on a day-to-day basis. The purpose of

collaborating is reciprocal in nature and involves sharing ideas and problem-solving

together. Coaching deals with the cognitive side and includes learning-focused

conversations that improve decision-making and raise reflective practices. Lipton and

Wellman suggested that in order to embark on important learning opportunities, one must

begin by taking a collaborative or coaching stance, and then a consulting stance as

needed, without spending too much time consulting.

Even though their research was aimed at teacher induction, many of the theories

could be readily applied to administrator induction. Lipton and Wellman (2001) made

five assumptions about mentoring that are the basis for growth-oriented, collaborative,

learning-focused relationships. They are as follows:

1. Induction is an investment in retention, integration and continual growth,

2. Emotional safety is necessary to produce cognitive complexity,

3. Mentoring relationships offer opportunity for reciprocal growth and learning,

4. The central goal for mentoring programs is to improve student learning, and

5. A successful mentoring program will be integral to the implementation of

other school and district initiatives, (pp. x-xi)

Lipton and Wellman conveyed that mentoring relationships were key to the success of

developing and retaining practitioners and that such relationships fostered collaboration

and ongoing learning for all involved.

Hargreaves and Fullan (1999) addressed the importance of mentor relationships

for new teachers and provided a historical perspective of mentoring practices and models.

At the turn of this millennium, education in Ontario was in for major reform, as there
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were an overwhelming number of experienced teachers and potential mentors leaving the

profession and many new teachers who were entering the profession in need of mentors.

This attrition also brought about a new crop of younger principals, and thus such reform

was likely to impact those at the administrative level also. Again, even though their

research does not speak directly to administrator induction, the perspectives they offer

can be readily considered in this field. They began by describing the old model of

mentoring or the "pre-professional age," which involved less than a "few words of

encouragement, perhaps a few management tips offered in the staff room-otherwise new

teachers were on their own" (p. 16). During the "autonomous professional" years, from

the 1960s to the mid-1980s, "teachers taught their classes in isolation and separated from

their colleagues" (p. 16). Mentoring was seen as necessary only for novice or inadequate

teachers-everyone else could manage on their own. Assistance was associated with

weakness and thus was to be avoided at all costs. During the "collegial period," starting

in the mid-1980s, a collaborative culture began to grow, one which would have

significant impact for teacher education and mentoring.

In today's schools, we see increasing efforts to build strong professional

cultures of collaboration...research shows this helps teachers develop

common purpose, cope with uncertainty and complexity, respond well to

rapid change, create a climate of risk-taking and continuous

improvement and develop stronger senses of teacher efficacy, (p. 17)

Next is the "Fourth Professional Age," which is the here and now, where we are

working with others to bring about positive reform in education and where mentoring

"goes beyond supporting the individual teacher to become a means of building a strong
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professional teaching culture in schools dedicated to teaching, learning and caring"

(Hargreaves & Fullan, p. 17). Mentoring in the new millennium will hopefully shift from

a hierarchical relationship to one of shared inquiry involving emotional support, less

isolation, and community input. "Mentoring, in this sense, is not only an integral part of

development and improvement efforts, within the school, but part of an entire system of

training, development and improvement beyond the school as well" (p. 23).

Challenges and Needs of New Administrators

Wanted: A miracle worker who can do more with less, pacify rival groups, endure

chronic second-guessing, tolerate low levels of support, process large volumes of

paper and work double shifts (75 nights a year out). He or she will have carte

blanche to innovate, but cannot spend much money, replace any personnel, or

upset any constituency. (Evans, 1995, para.l)

In 1998, it was predicted that Ontario would need "about 1,000 new principal-

qualified teachers each year to replace retirees and gradually close the gap between the

number of positions and the number of principal-qualified teachers by 2004" (Mclntyre,

1999, p. 14). In November of 2000 the Ontario Principals Council (OPC) commissioned a

survey that supported previous predictions and found that Ontario was facing a major

turnover at the administrative level. Williams's (2001) study included the predicted

cumulative retirement rates of the pool of persons holding principal's qualifications in

Ontario as of 2001. These numbers are as follows: By the year 2005, 49% of all

principals and vice-principals will retire; by 2010, 76.3% will retire (p. 18). For the

purpose of his study, Williams distributed, through the OPC membership, surveys to

elementary and secondary principals and vice-principals who were presently in the actual





18

role in an Ontario public school (p. 18). It is interesting that all groups of participants

(principals, vice-principals, elementary, secondary, male, female, ages 50+, ages 40-49,

ages 30-49) ranked the same top three factors as the greatest disincentives in job

satisfaction and in the same order:

1

.

Adequacy of time to plan for provincially mandated changes,

2. Number of curriculum changes mandated by the province,

3. Adequacy of time to work with students, (p. 28)

With regard to the factors rated 4-9, again all groups identified at least five of the same

group of six factors as dissatisfiers for principals and vice-principals:

1

.

Amount of in-school staff support,

2. Amount of time the job requires,

3. Resources to most schools educational needs,

4. Non-student reporting requirements,

5. Financial resources available to most school needs,

6. Parent demands, (p. 28)

The list included 22 factors in all, and although there were minor variations in the ranking

order, the remainder were worth mentioning:

1. Accountability expectations for in-school administrators,

2. Need to balance demands from competing constituencies,

3. Changes in principal's legal status,

4. Adequacy of salary,

5. New requirements for increased parental involvement through school

councils,
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6. Amount of discretionary financiaJ resources available to you,

7. Employee relations climate with Board's teachers,

8. Support accorded to administration by Board,

9. Support for principals and/or vice-principals from senior management,

10. Amount of decision making authority for principals/vice-principals,

11. Respect for principals/vice-principals from the community,

12. Threats that your school may be a candidate for closure,

13. Respect for principals/vice-principals from teaching staff, (p. 27)

This extensive list provided insight into the dissatisfiers that most administrators faced

and would prove to be useful when researching the challenges of new vice-principals.

As a result of Williams' study, the OPC made various recommendations, one of

which was the endorsement of mentoring programs:

There is an urgent need for mentoring programs, job shadowing opportunities and

leadership succession planning in all school Boards to attract new principals and

vice-principals and ensure that they are properly prepared to do the job. Time

must be set aside to allow teachers, who are potential principals, to take advantage

of these opportunities. (Canada NewsWire, 2001, para.lO)

The other recommendations included recognizing and accepting that a turnover is

imminent, a request to the provincial government to slow down the pace and number of

changes to the education system, providing adequate resources to implement changes,

and the opportunity and time for professional development.

According to Naymie (2000b), who was the Manager of Professional

Development for the British Columbia Principals' & Vice-Principals' Association, the
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principal played a crucial role in mentoring developing leaders. In her research, she asked

vice-principals what they wanted from their principals. According to Naymie, vice-

principals needed their principals to:

• share leadership responsibilities;

• share their decision-making process;

• share their educational philosophies;

• provide time to debrief and reflect;

• help them develop specific leadership projects;

• be trustworthy and professional;

• provide honest support;

• support them in innovative roles;

• provide time for administrator paperwork;

• provide time for long-range planning;

• be accessible;

• be a good role model;

• clarify roles;

• develop a shared vision of a learning community in a manner that

facilitates action;

• provide positive feedback;

• be flexible;

• have a sense of humor;

• offer job-embedded professional development;
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• assign duties which aren't simply those that the principal doesn't wish to

handle;

• coach/prepare them for interviews for the principalship. (para. 8)

Current Administrator Induction Practices

"A recent Carnegie Foundation study concluded that one of the most effective

ways to prepare and support principals in their careers is to provide a mentoring

program" (Malone, 2001-02, para. 1).

Some recognized the need for a practical component in preparing for the

principalship. Various opinions were shared about the quantity and quality of

programming that potential administrators received through principal qualification

programs. Most agreed that even though programs need to balance both theory and

practice, there was often a lack of practical information and practice (Malone, 2001).

In Ontario, most principal qualification programs entailed a practical component

that required a minimum number of hours spent under the guidance of an experienced

administrator. In Ontario, "some PQP's [Principal Qualification Programs] establish

mentoring relationships between an instructor and a group of candidates at the beginning

of each part of the program. Candidates are mentored by a supervisor, usually on-site,

through practicum experience" (Marrin & Sheenan, 1999, p. 42). Such a collaborative

relationship was sure to provide more continuity and relevance to the program. In

addition to this practice, some district school boards shared in the preparation by offering

some form of a leadership program to potential principal candidates. Other districts

offered an internship program for principal candidates.

The debate between the need for formal mentoring programs and informal
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mentoring experiences was evident in much of the hterature, and the opinions appeared to

be split as to the benefits and ramifications involved in each practice. In general, informal

mentoring implied a very casual relationship that may have simply consisted of

conversation over a coffee, and it was seen as being quite incidental. On the other hand,

formal mentoring implied that a mentor was formally sought and that some form of

training or education had taken place. Formal mentoring could also have involved a

systematic policy that mandated the practice. Dodgson (1986), in favor of formalizing

mentoring, claimed that:

Since providing a role model is so important to the process, principals and

aspiring principals should be encouraged to learn how mentoring works.

Knowledge regarding what mentoring is and how it functions is imperative. Many

aspects of mentoring can be taught; therefore an education program about

mentoring should be instituted in school Boards, (p. 33)

Crocker and Harris (2002) added that:

Participation in mentoring programs is generally considered positive by both

mentors and mentees, unless mentors are skilled in creating and sustaining

interactive, collaborative relationships, the mentor/mentee will have difficulty

creating that type of relationship in an extended field experience (p. 17).

Crocker and Harris provided three recommendations for mentor training:

1. Mentors should be provided with a resource to build in time to spend with the

mentee.

2. Specific guidelines should be available to the mentor outlining roles for the

mentee that include meaningful activities and delineate ways to involve mentees
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in these experiences.

3. Formal mentor training should require attendance and should include specific

training that emphasizes building relationships and professional collaborative

behaviors, (p. 17-18)

Alleman (1989) also found that in both the business and educational sectors,

planned mentoring programs, with trained as compared to untrained mentors, "have

dramatically higher levels of mentoring activity and their proteges credit the mentoring

they received with significantly higher levels of career benefit and personal

development" (pp. 12).

The UK, USA, and Singapore established some form of a mentoring program for

newly appointed principals (Ehrich, 1994). There appeared to be very little research,

however, about mentoring for new administrators that was in a Canadian context.

Dodgson (1986), Goddard (1998), and Naymie (2001a) provided some Canadian-based

examples of mentoring practices at this level. Dodgson' s study appeared to be the only

example of literature that was specifically of Canadian content and dealt with women

administrators.

In the United States, various models of formal principal induction have been in

effect and have been reported on. According to Malone (2001-02), numerous school

systems, such as Albuquerque and Santa Cruz County, began principal preparation

programs that looked from within to establish mentoring programs. A group of

elementary and secondary principals participated in Albuquerque's principal mentoring

program called Extra Support for Principals (ESP). In its first 6 years, ESP has provided

mentors for nearly 100 first-year principals. "Annual evaluations of the program indicate
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that it is appreciated by both new and mentor principals. In fact, 95 percent of those who

have benefited from ESP recommend that all new principals participate in the program"

(p. 6).

At Colorado State University, experienced current school administrators served as

mentors through the use of "leadership stories" (Hopkins, 1998). According to Hopkins,

Danzig, a professor in the School of Education at Colorado State, introduced this idea and

described it as follows; "leadership stories (or 'narrative research') is a powerful tool for

connecting the privileged discourse of universities with the smart hands of experience-of

connecting theory and practice" (para. 6). This practice had students enrolled in Danzig's

"Leadership Development" class select and interview a school leader and meet with them

at least twice during a semester to focus on specific school issues in which the leader was

involved. The leader told his or her story, and the student in turn reflected on his/her own

development. According to Danzig, "leadership stories help students to see the big

picture of leadership...They get to see beyond the 'tip of the iceberg' as they learn how an

administrator's background and values impact on the day-to-day decision-making

process" (para.l2). Also he stated that "it's important for students to have a mentor and

many leaders enjoy the opportunity to share personal and professional experiences,

especially with someone who is less experienced" (para. 15).

Some districts turned to the use of retirees to serve as mentors. According to

Quindlen (2002), training retirees to serve as mentors was a popular approach whereby

"retirees have opportunities to exercise their talents by contributing to students' education

while gaining extra income" (para. 3). Pathways to Leadership: Principals' Mentoring

program in Virginia was just one example of matching retired principals with new ones.
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In general, these mentors were helpful in alleviating stressful situations, providing

perspective, allowing for meaningful discussion, and being supportive.

In 1998, Texas A&M University initiated a principal mentor program entitled the

"School Leadership Initiative" (SLI) with the formation of "leadership laboratories" that

focused on the educator's experience after leaving the classroom on the way to becoming

an "assistant principal" (Zellner, Skria, & Erlandson, 2001). This program involved a 3-

year commitment, six district school Boards, financial support, retreats, seminars,

summer institutes, and monthly reflective logs. In general, the first year of the program

focused on creating a mentor relationship, the second year focused on the intern, and the

third year focused on the professional growth and reflection of the intern. Throughout the

program, participants attended and participated in workshops, summer institutes, monthly

meetings, reflective practice, and evaluation. The authors discussed the model's success:

The SLI leadership laboratory-training model was designed to prepare assistant

principals for the principalship by mentoring them to become reflective problem

solvers and agents in campus improvement. The philosophy governing the SLI

program was that schools that are leadership laboratories are schools committed

to continuous measurable improvement and are exciting effective environments

that provide suitable training grounds for the preparation of principals, (para. 3)

The authors' findings about mentoring included the fact that it could be a very powerful

tool, that structured activities contributed toward the success of mentoring, and that the

best mentoring relationships are characterized by high degrees of trust and individual

styles. Although this study dealt with the positive side of mentoring, it would be

incomplete without mention of the potential negatives to some degree. According to
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Richey et al. (1988), some potential problems have included: mismatch of interpersonal

style, unrealistic and inappropriate expectations, low self-esteem, and fear of criticism.

Gender Issues in Mentoring and Administration

When women are appointed to leadership positions, they enter existing social

groups with established norms, beliefs, and assumptions that guide interactions

and relationships.. .This process is complex for all newly appointed leaders, but it

is particularly difficult for those who are different - in ethnicity, race, or gender -

from traditional incumbents in leadership roles. (Hart, 1995, p. 105)

Although, as mentioned, it was not the intention of this study to look at the roles

and structural dynamics of a mentoring relationship, there was some value in addressing

the issue of pairing, since the research has a gender focus. Variations in the pairing of

mentors and proteges included: a male mentor and male protege, a male mentor and

female protege, a female mentor and male protege, or both female mentor and protege.

Some felt that the general principles of mentoring were the same for every pair regardless

of gender. Others, such as Richey et al. (1988), reported that "the gender of the mentor

and prot6g6 may influence the types, amount, and combination of resources or supports

requested, offered, or accepted. Same-gender mentors may offer proteges more

persuasive and useful role models of professional demeanor and career development" (p.

38). Schlegel (2000) supported the idea of women supporting women, especially in her

research of the academic careers of women graduate students. She posed some questions

around the role of a woman mentor in helping other women learn to combine their

careers and personal and family lives through modeling. She suggested however, that

many of these women are terribly busy with all of their responsibilities and often not
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available to mentor.

A study was conducted by Irby and Brown (1998) to determine how many

American Associations of School Administrators had women's affiliates at the state level,

and they found that "of the 52 organizations responding, only nine indicated having any

type of womanis affiliate or support group currently in place" (para. 17).

Hackney and Bock (2000), as well as Smith and Hale (2002), found that even

though females are increasingly appointed to administrative positions, they still continue

to struggle with biases and expectations that are gender specific. According to Holtkamp

(2002), "the female principal's role is diverse, fragmented, and involves numerous

decisions daily. It is important for women to be able to identify and evaluate their own

personal characteristics" (para. 1). Smith and Hale found that many of the female

principals they interviewed felt that different expectations were held for women than

men, less room was allowed for error, their fear of failure was great, and resistance from

parents, teachers, and students was often felt. Smith and Hale offer various "action skills

for success," one being networking with other female school administrators:

Networking with other female school administrators is a measure that helps

women deal with daily pressures of the job. Talking with a female school

administrator who has shared similar experiences and frustration and

discrimination can be reassuring, while sharing the same experiences with a male

colleague may elicit a total lack of understanding. The opportunity to voice

concerns to others who understand and will respect confidence can help to place

those concerns and difficulties in proper perspective, (para. 17)

For the sake of clarification, the terms networking and mentoring are sometimes used
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interchangeably, although they are not the same. Ehrich (1994) proposed that

"networking is separate from mentoring, and while it is an important career strategy, it is

a less powerful practice than mentoring in terms of career advancement" (p. 7).

Dodgson's (1986) study of Canadian women educators focused on women

educators and mentoring. In this study, Dodgson researched how a mentor could assist in

the career advancement and mobility of women. She examined the "influence of mentors

on the careers of Canadian women in educational administration at the elementary and

secondary level. The population of this study consisted of all female administrators in

seven school Boards across Canada" (p. 29). A questionnaire was distributed to the entire

sample, from which 24 women, who had mentors, were randomly selected to be

interview subjects. The subjects included assistant/vice-principals, principals, and

superintendents, all with varying educational backgrounds and qualifications. It is

interesting that, of the interview subjects, "more than half the women had been a mentor,

or were in the process of being a mentor to others" (p. 29). Also, every women felt that

their mentor was a role model and that mentors were seen to affect their careers by giving

them career direction and aspirations among other things. In conclusion, Dodgson found

that:

Mentors are also needed in two specific instances: at the beginning of an

administrative career and at the final push to the top. In the field of education the

first instance would occur when the teacher wished to achieve a vice-principal

position and the second instance when a senior administrative position became

available. Teachers, therefore, who wish to become administrators, should

actively seek mentors to help them advance to these career stages, (p. 32)
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Also, Dodgson's findings concluded that, "the principal was, in most cases, the mentor

who assisted the women over the first hurdle...and who provides the essential first boost

of a protegee to higher positions" (pp. 32-33).

In conclusion, perhaps Hackney and Bock (2000) said it best-"if women are

afforded the opportunity to develop leadership abilities and enjoy professional success,

they are more likely to have an impact on the organization of which they are a part"

(para. 12).

Benefits of Mentoring

"District support of new educational leaders will make a significant difference to

the quality of service delivered to students as well as the professional well-being of these

new administrators" (Naymie, 2000a, para. 11).

It was the intention of this section to demonstrate the benefits of mentoring. The

research indicated that mentoring has many benefits that span various levels, including

the professional development of the protege, as well as organizational benefits.

Daresh and Playko (1990) discussed the professional benefits of mentoring for

beginning administrators:

Considerable professional growth was observed and attributed to the fact

that regular career counseling and guidance was taking place in the

interactions between mentors and their proteges. It was repeatedly

indicated that there were major differences seen in the individual aspiring

administrators as they appeared from the beginning to the end of the

program. Mentors believed that people who participated in this type of

program became more visibly goal-directed, increasingly serious about the
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importance of detail, reflective, and certain of their commitment to educational

leadership as a career goal. (para. 30)

Furthermore, Daresh and Playko spoke to the benefits of mentoring at the district level:

School districts also received benefits from the mentor's participation in the

program. The first of these was, again, the fact that practicing administrators of

many districts were part of a network that enabled people to hear about new

practices and programs from around the area. This was viewed as positive for

districts because new ideas were available to improve existing practices. Mentor

programs were also viewed positively in school systems because they increased

the professional status and general visibility of some districts, (para. 29)

Daresh and Playko made the case for formal mentoring programs and spoke to the critical

role they play at both the school and district levels.

According to Goddard (1998), "the establishment of professional relationships

with peers who will critique but not criticize, praise but not be paternalistic, suggest but

not suffocate, is an important step for a new administrator" (p. 3). Mentoring involved

fostering collegial and trusted relationships, and from such relationships there clearly

were benefits to be had for the school community. Thus, growth was more likely to occur

when the emotional, physical, and intellectual environments were constructed in a way

that the novice felt safe to participate in open dialogue. Ultimately it was presupposed

that if new administrators felt supported, they would surely make confident decisions that

would improve the environment in which students learn.

Alleman (1989) identified the effects of mentoring and offered a range of

organizational benefits. Listed are some of these:
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1. Increased productivity by both partners

2. Better performance evaluations for both mentors and proteges

3. Honing management and technical skills

4. Identification and development of emerging talent

5. Leadership development

6. Challenge and growth for plateaued managers

7. Recruitment and retention of highly qualified people

8. Affirmative Action benefits

9. Improve organizational climate, and

10. Continuity of philosophy and programs, (p. 7)

Alleman also offered the benefits of mentoring for the individual. Some of these benefits

included:

1. Higher productivity than those not in a mentor relationship

2. Higher performance ratings than those not in a mentor relationship

3. Greater career satisfaction

4. More knowledge of technical and organizational aspects, and

5. VisibiHty. (p.7)

According to Restine (1993), "understanding schools as conmiunities is a

precondition to strengthening collegial relationships and fostering a culture of reflection

and collaboration" (p. 44).

Summary of the Literature Reviewed

The literature examined five specific areas relative to this study. The first section

provided a general overview of mentoring. Mentoring was viewed as being a
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multifaceted practice that provided orientation, guidance, cause for reflective practice,

and a collegia! opportunity to learn and grow. According to Daloz (1999), the mentor's

role was to offer support, to create challenges, and to facilitate a professional vision.

Ehrich (1994) described mentoring as "an important process as it provides many

opportunities for proteges to acquire not only professional skills but also many other

skills central to the particular profession" (p. 4). Lipton and Wellman (2001) made five

assumptions about mentoring that are the basis for growth-oriented, collaborative,

learning-focused relationships. They are as follows:

1. Induction is an investment in retention, integration and continual growth,

2. Emotional safety is necessary to produce cognitive complexity,

3. Mentoring relationships offer opportunity for reciprocal growth and learning,

4. The central goal for mentoring programs is to improve student learning, and

5. A successful mentoring program will be integral to the implementation of

other school and district initiatives, (pp. x-xi)

Lipton and Wellman conveyed the message that mentoring relationships were key to the

success of developing and retaining practitioners and that such relationships fostered

collaboration and ongoing learning for all involved.

The second section spoke to the needs and challenges of beginning vice-

principals. In November of 2000, the Ontario Principals Council (OPC) commissioned a

survey that supported the fact that Ontario was facing a major turnover at the

administrative level. Williams (2001) distributed, through the OPC membership, surveys

to elementary and secondary principals and vice-principals who were presently in the

actual role in an Ontario public school to find out how these professionals felt (p. 18). He
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found that there were 22 factors that caused great disincentive in job satisfaction. The

top three factors are hsted:

1. Adequacy of time to plan for provincially mandated changes,

2. Number of curriculum changes mandated by the province,

3. Adequacy of time to work with students, (p. 28)

As a result of this study, the OPC made various recommendations, one of which was the

endorsement of mentoring programs:

There is an urgent need for mentoring programs, job shadowing opportunities and

leadership succession planning in all school Boards to attract new principals and

vice-principals and ensure that they are properly prepared to do the job. Time

must be set aside to allow teachers, who are potential principals, to take advantage

of these opportunities. (Canada NewsWire, 2001, para. 10)

The third section explored current administrator induction practices. The debate

between the need for formal mentoring programs and informal mentoring experiences

was evident in much of the literature. Alleman (1989), Crocker and Harris (2002),

Dodgson (1986), and Malone (2001) all supported the need for formal mentoring

programs, claiming that training is an essential component to successful mentoring. For

example, Alleman found that in both the business and educational sectors, planned

mentoring programs with trained mentors "have dramatically higher levels of mentoring

activity and their proteges credit the mentoring they received with significantly higher

levels of career benefit and personal development" (p. 12).

The literature also established that the UK, USA, and Singapore all have some

form of a mentoring program for newly appointed principals (Ehrich, 1994). Although
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there appeared to be very little research about mentoring for new administrators that

was in a Canadian context, Dodgson (1986), Goddard (1998), and Naymie (2001a) all

had provided some Canadian-based examples of mentoring practices at this level.

Dodgson' s study appeared to be the only example of literature that dealt specifically with

women administrators and was not very recently conducted.

The fourth section focused on gender issues in mentoring and administration.

Hackney and Bock (2000), as well as Smith and Hale (2002), found that even though

females are increasingly appointed to administrative positions, they still continue to

struggle with biases and expectations that are gender specific. Smith and Hale found that

many of the female principals they interviewed felt that: different expectations were held

for women than men, less room was allowed for error, their fear of failure was great, and

resistance from parents, teachers, and students was often felt. Dodgson's (1986) study

explored how a mentor could assist in the career advancement and mobility of women.

She examined the influence of mentors on the careers of Canadian women in educational

administration at the elementary and secondary levels in seven school boards across

Canada. Basically, she found that every women felt that their mentor was a role model

and that mentors were seen to affect their careers by giving them career direction and

aspirations, among other things.

The last section dealt with the benefits of mentoring for new administrators. The

research indicated that mentoring has many benefits that span various levels, including

the professional development of the proteg6, as well as organizational benefits. Also, it

was found that mentoring should be integrated and connected into other initiatives that

will serve the classroom, the school, the community, and the school board at large.





CHAPTER THREE: METHODOLOGY AND PROCEDURES

Overview

In this chapter the problem is restated from the perspective of the research

methodology used in the study. The research design, selection of participants,

instrumentation, data collection and recording, data processing and analysis, and

methodological assumptions and limitations are discussed. This chapter ends with a brief

summary.

Restatement of the Research Problem

This study examined the needs and challenges of women who had been newly

appointed to the position of vice-principal and explored the role that a mentor played in

the first year of induction. It was the intention of this study to provide insight as to how

having a mentor could impact one's professional growth and subsequently the school

system at large. In order to more fully address this research problem, the following

questions were considered:

1. What are the needs and challenges that new administrators encounter in their

first year, and how can a mentor help address these issues?

2. What are the perceived benefits of mentoring?

Research Methodology and Design

The methodology used in this study was that of a mixed method design, mixing

quantitative research with qualitative research. There appeared to be value to mixing the

two, since each has its own merits and excels differently. The quantitative research

excelled at summarizing more systematic and numerical responses and provided
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generalizations based on statistical information. The qualitative research, however,

provided the descriptive detail that helped embed the quantitative results into a more

human context. This qualitative approach was unique in that it provided meaningful

characteristics of real-life events for the individuals in question. Such a qualitative

approach was used because "qualitative methods come more easily to hand when the

instrument is a human being" (Lincoln & Guba, 1985, p. 199).

In this study, both quantitative and qualitative data were collected from the

questionnaire (Appendix A). The purpose of the questionnaire was to gather data about

the experiences of new administrators who have had mentors in their first year as vice-

principals. The study invited all of the participants to reflect on their inductive year. The

experiences of new vice-principals (in the first year), experienced vice-principals (having

more than one year of experience), and current principals, were all considered equally

important to the research. From this sampling, 4 participants were selected to continue

into the second phase of the study, which involved the discussion of a set of interview

questions (Appendix B).

This qualitative approach was used through both the questionnaire and interview

process in order to gamer the richest data possible. The interview process used an

approach to methodology that was personal and semistructured. The interview data were

analyzed and presented in the form of a multiple case study.

Selection of Participants

Subjects are the individuals who participate in a study, and it was from them that

data were collected. As a group, the subjects are referred to as a sample. Generally a
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sample consists of individuals selected from a larger group called the population. This

field-based research involved a multistage sampling, combining various sampling

methods. The study was retrospective in that it asked experienced vice-principals (having

more than one year of experience), as well as current principals, to reflect on their

inductive year. It was also concurrent, since it was open to those who were currently in

their first year as a vice-principal. Additionally, the study was representative of both the

elementary and secondary panels.

Following approval from three boards of education in southern Ontario and Brock

University's Ethics Committee (Appendix C), potential participants were contacted and

invited to participate in the study. Although all three boards approved the research

proposal, only two of the boards provided a list of the female vice-principals and

principals and allowed the researcher to make direct contact. One of the three boards

would not provide such a list and forwarded the information centrally from the board's

research department. The reluctance of this board made it difficult for the researcher to

properly conduct the study. Therefore, due to: the limited access to this board, issues

surrounding the dissemination of the information, and the job action that was taking place

at the secondary level, a very low participation rate resulted. Although only 3 participants

responded from this board, it was felt that the input was valuable to the study.

A Letter of Invitation (Appendix D) with a request for participation was emailed

to the 3 participants from the first board, in addition to approximately 68 administrators

from the two other boards. The letter outlined: the nature of the study, the future course

of the study, and the role of the participants. A Letter of Information (Appendix E) and an
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Informed Consent Form (Appendix F) were subsequently sent, all via the Internet. The

participants provided on-line consent by submitting a statement agreeing to participate.

These responses were printed and retained for future reference.

Upon agreeing to participate, a questionnaire was sent via the Internet with a

request for completion 2 weeks after delivery. Most questionnaires were returned to the

researcher at the email address that was provided. Following the deadline, the researcher

followed up on any outstanding forms by emailing a friendly reminder. In total among

the three boards, 33 questionnaires were returned. The sample consisted of 5 vice-

principals currently in their first year, 7 experienced vice-principals, and 21 principals,

based on sampling procedures used for selecting the participants.

The first stage of the study requested that all the subjects complete the

questionnaire as administered by the researcher. The second stage of the study invited

those who wanted to participate in an interview to indicate their interest by selecting

"yes" on the last question of the questionnaire. In total, 33 participants submitted a

completed questionnaire, and 4 were selected for interviews. A code was created for each

participant that was relevant only to the researcher. This code was used on all

correspondence in order to ensure confidentiality.

A "purposive sampling" (Lincoln & Guba, 1985, p. 199) was used in order to

generate an interview subpopulation. Based on the information provided in the

questionnaire, participants were divided into two groups-elementary or secondary

administrators. In order to select participants who provided meaningful and varied

insights and who represented both the elementary and secondary panels equally, the
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researcher refined the sample to focus more particularly on the mentoring practices

specific to each panel. These characteristics of purposive sampling are known as

"continuous adjustment or focusing of the sample," whereby the investigator begins to

develop working hypotheses about the situation and the sample is refined to focus more

on these insights and information (p. 202). Although purposive sampling is a naturalistic

approach to sampling and its purpose is to maximize information and not facilitate

generalization (p. 202), such sampling in fact became important in choosing the interview

participants for the generalizability of the study.

Four participants were selected for the interview process in total. From within the

group of principals who submitted a questionnaire and volunteered to continue in the

study, a secondary and an elementary principal were randomly selected using the codes.

From within the group of vice-principals who submitted a questionnaire and volunteered

to continue in the study, a secondary and an elementary vice-principal were also

randomly selected using the codes.

Various characteristics were considered in selecting the three boards that would

be invited to participate in this study. The goal of such a selection process was to try to

ensure that the population would be representative of southern Ontario. Without

providing any details that would divulge the identity of the boards, the following were

qualities that were considered: demographics, religious affiliations, urban or rural

settings, and geographic location.

Since this study has a gender focus, it was considered valuable to provide some

gender-based demographic information about the three boards. It appears that, based on
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examining the staff lists, in all three boards, the number of women administrators at the

elementary level surpassed the number of men on average by a ratio of 1.5:1. At the

secondary level, however, there remained a broader discrepancy. In two of the three

boards the number of males compared to females who held administrative positions was

considerably higher, in the first board by a ratio of 3.5: 1 and in the second board by a

ratio of 2.5:1. In the third board, however, women surpassed the number of men at the

secondary level by 1.25:1. These findings supported the information provided in Chapter

One that according to the Ontario Ministry of Education and the Ministry of Training,

Colleges and Universities (2002), a larger percentage of women at the elementary level

were holding an administrative position compared to the secondary level. These findings

were based on the most current staff lists that were available to the researcher and due to

possible changes in staffing, such numbers are subject to change.

Instrumentation

Two instruments, designed and piloted by the researcher, were used in this study.

The first, a questionnaire, was used to generate information regarding: demographics, the

general nature of the mentorship, the needs and challenges of new vice-principals, the

perceived benefits of mentoring, and the effectiveness of mentoring on the school

community. Some of the findings from Williams's (2001) survey were considered in the

development of the questionnaire. Williams gave insight into the needs and challenges of

new administrators by providing a comprehensive list of the disincentives in job

satisfaction for vice-principals and principals. Of the 22 disincentives, 14 were adapted

for use on the questionnaire. On analysis, the remaining appeared to be either redundant
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or nebulous. Those chosen from the list, in addition to 2 added by the researcher

regarding special education and risk management, appeared in a randomized order on the

questionnaire. A Likert scale format was used, as it is an effective measuring tool and

easy to score.

The second instrument consisted of a set of interview questions. Through

semistructured interviews, it was the intention of the researcher to gain some in-depth

data that would add to and provide context to the findings from the questionnaire. By

talking to the subjects on a more intimate level, it was likely that other connections and

ideas would emerge that could enrich the study and potentially lead to future research.

Both the questionnaire and interview questions were pilot-tested on two principals

who were not involved in the study, as well as the research advisor for one of the boards.

A few modifications were made to the questionnaire from principal feedback, which

helped clarify some of the terminology. Aside from thematically categorizing the

interview questions, very minimal modifications were made to the pilot interview

questions.

Upon their returning the questionnaire, a Feedback/Thank You Letter (Appendix

G) was sent to all participants. This correspondence offered the opportunity to request

feedback upon completion of the study. Interview participants were selected from the

pool of respondents who volunteered to continue in the study. These interview

participates were sent an Interview Invitation (Appendix H). Upon completing the

interview, a more informal and personalized email was sent to each of the 4 participants,

thanking them for their time and insight.



1
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Data Collection and Recording

The procedures for the data collection are described as follows. Written

permission from three district school boards was sought to undertake this research.

Following consent, questionnaires were distributed to all potential participants.

Subsequently, those who were selected for the interview were contacted to arrange an

interview time. Prior to meeting, a copy of the interview questions was forwarded in

order that the interviewees would have the opportunity to reflect on their answers. Also,

in addition to the preset questions, at the end of each interview participants were

encouraged to identify any other issues that they felt were relevant to the study.

With the participants' permission, interviews were audio-recorded. At the time of

the interview, it was explained that the interviews were being recorded to ensure that the

interviewer was able to accurately capture the participants' ideas and opinions. No names

were attached to the tapes, as they were labeled using the number codes. The interview

data were transcribed, and the cassettes were kept in a locked file drawer in the home of

the researcher to ensure confidentiality. Upon disposal, it was ensured that the tapes

would be erased or cut and pulled off of the tape reels and handwritten copies would also

be destroyed. Although permission was sought to reinterview the participants, it was not

necessary.

All of the interviewees chose their respective schools as the location where the

interview would take place. In order to ensure comfort and sound quality, a quiet area

with minimal disruption was crucial. Each interview took approximately 40 minutes to

complete.
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Data Processing and Analysis

All answers to the questions in the questionnaire that elicited written responses

and all transcribed data from the interviews were analyzed with the Ethnograph software

program. All Likert scale data from the questionnaires were described statistically.

These data were categorized and analyzed in order to identify themes and trends.

In the initial analysis of the questionnaire, five major themes were generated:

Experiences Prior to Administration, The Inductive Year, Implications of Mentoring,

Gender Issues, and Creating a Collaborative Culture. These themes were formulated into

open-ended questions with the intention of generating further discussion through the

interview process. The initial analysis of the questionnaire data also provided information

about the subjects that helped the researcher select interview participants.

Methodological Assumptions

The question of how mentoring could benefit new vice-principals presupposes a

number of assumptions that needed to be communicated for the purpose of this research.

The first assumption was that mentoring relationships had merit and they were an

important and beneficial instrument for professional growth and development. Second, it

was assumed that new administrators had specific needs and that they would encounter

challenging situations that would require assistance and guidance. Third, this study

assumed that the number of reported positive outcomes in research on teacher induction

could be replicated with administrator inductees.

Methodological Limitations

The first inherent limitation was that this study could be replicated only with a
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sample of the same composition; therefore, the generalizability of the results was

confined to the specific characteristics of the sample, not the population as a whole.

Second, some of the respondents may have known that the researcher clearly valued

mentoring due to the public role that the researcher held in this area at the board level. As

a result, the interview process was vulnerable to potential biases that may have been

represented in the interviewer as well as the respondent. Third, although it was felt that

the majority of the participants were very honest and thorough with their responses, some

were very brief. It is a possibility that they were not as candid because they perceived that

they would be at risk of being unprofessional or of disclosing personal information.

Again, due to the issue of familiarity, it is suspected that some may have chosen not to

participate because they felt that they would be jeopardizing their professional positions.

Summary of Chapter

This chapter provided a description of the research methodology and methods

used in this study. Research design, selection of participants, and instrumentation were

discussed. Data were collected and analyzed according to qualitative and quantitative

methods based on the research questions:

1. What are the needs and challenges that new administrators encounter in their

first year, that mentors can help address?

2. What are the perceived benefits of mentoring?

Various assumptions and limitations were delineated.





CHAPTER FOUR: FINDINGS AND INTERPRETATIONS

Chapter Overview

This study examined the role that a mentor could play in the beginning stages of a

newly appointed vice-principal's professional life. This study explored the perceived

benefits of having a mentor for the protege.

In the first section of this chapter, a brief profile of the district boards of education

involved in the study is provided, as well as the demographic information collected from

the questionnaire about the participants. The second section of this chapter delineates the

findings of the questionnaires that were administered to all of the 33 participants. The

questionnaire was designed to provide both qualitative and quantitative data. The

qualitative and quantitative data complemented each other to provide a very clear a

picture of the mentoring process that took place as reported by the participants. The third

section of this chapter describes the findings from the interview process that involved 4

of the 33 participants. The fourth section of this chapter provides an interpretation of the

findings.

Demographic Profiles

Participants

The participants in this study were all female administrators employed in one of

the three boards used in this study. As demonstrated in Table 2, approximately two thirds

of the group consisted of principals, while vice-principals made up one third. The vast

majority were elementary level administrators as opposed to secondary level

administrators. Of the 33 participants, the majority held a Master Degree, with most
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being in the early stage of their current administrative position. Also, on average, the

participants had been vice-principals for 3.5 years and had the opportunity to work in

fewer than two schools.

Questionnaire Findings

The Mentoring Experience

The first section of the questionnaire focused on the mentoring experience.

Participants were asked to describe the type of mentoring they received in their first year

as a vice-principal. Of the 33 participants, 27 (82%) considered their experiences to be

informal, 3 (9%) felt that they were part of a formal process, and 3 (9%) felt that they did

not receive any mentoring. One of the 3 who did not have a mentor blamed it on the fact

that she was new to the board and did not know anyone. Some described what they

considered the formal part of their mentoring relationship to look like: meetings, in-

services provided by the board, "learning groups," and shared professional readings.

The position that the mentor held varied, although for the 26 (87%) of the 30

participants for whom this question applied, their principal was their mentor. For 2 (7%)

participants, a vice-principal was their mentor, and for 1 (3%) a superintendent

was her mentor. For another 1 (3%), a fellow colleague was her mentor, and for 3 (9%) of

the 33 this question did not apply because they did not have mentors. Again, of the 30 for

whom this question applied, 19 (63%) had male mentors, 10 (33%) had female mentors,

and 1 (3%) had two mentors, a male and a female.

The next question dealt with the areas in which they felt supported by their

mentors. Eight areas were listed, and participants were asked to check off those that they
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felt applied to them. They were also invited to add any other areas that were not already

listed. The most frequently selected area was "Parental concerns," which was selected 26

times. The least frequently selected area was "Performance reviews," which was selected

14 times. The following is a list of the responses in order of frequency from most to least

chosen, followed by incidence rates:

• Parental concerns, (26/33)

• Discipline issues, (24/33)

• Daily responsibilities, (22/33)

• Administrative communications, (18/33)

• Dealing with staff, (18/33)

• Goal setting, (18/33)

• Curriculum issues (17/33), and

• Performance reviews (14/33).

All of the other ways that new vice-principals felt supported by their mentors were

mentioned once, except for building community relations and providing dialogue, which

were mentioned twice. The following is a list of the supports that were shared:

• Building community relations,

• Coursework,

• Dealing with death,

• Modeling behaviour/leadership,

• Organizational ideas of files, etc.,

• Providing dialogue,
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• Providing freedom, trust, and ownership,

• Providing professional development opportunities,

• Report card expectations, and

• School improvement planning.

Respondents were then asked whether or not their relationships continued beyond

their inductive year. This question did not apply to 8 of the 33 participants, because 3

(9%) did not have mentors and 5 (15%) were still in their inductive year. Of the 25 for

whom the question was applicable, 18 (72%) continued the relationship with their

mentor, and 7 (28%) did not. Some provided an anecdotal comment describing their

relationships:

It did because we were working together in the same school. (QAC16)

It continued in a different way. . .we were colleagues. We continued to share ideas.

Before it was more seeking approval of my ideas and permission to go ahead.

Later it was still seeking approval in a sense, perhaps more seeking and keeping

his respect. Less and less contact-like a baby bird leaving its nest. The first year

as principal ... act and learn. . . Respond and learn. You do not want to call your

mentor every moment because an administrator must have confidence in own

leadership. The mentor or other colleagues are always there for you to bounce off

ideas and share concerns when really needed. When they call you, wow, what a

thrill!! (QAC23)





so

My second principal took me through a rigorous mentorship. We reviewed the

year in August and made a long range plan, from there we assigned tasks; the

three years I worked for him he constantly set professional goals for me. (QAC31)

I have occasionally called her for advice or to "remind" me how we handled

certain procedures, etc., during this past year at a new school. (QNPl)

Due to the tremendous amount of overlap, it was very difficult to distinguish

between the responses regarding the factors that made a mentoring relationship effective

and the personal qualities that made a person an effective mentor. In both questions,

however, the most frequently mentioned responses included: effective communication,

being trustworthy, being knowledgeable, and being open to sharing.

The majority of the participants reported that they had encountered some

obstacles in working with their mentors. Of the 30 participants for whom this question

applied, 18 (60%) described some degree of difficulty, whereas 12 (40%) encountered no

difficulties whatsoever. The obstacles that were described by the participants who had

experienced them were fairly consistent. Time was reported most often as being the

greatest obstacle, followed by being at a different location from their mentor.

Very time consuming working with a totally task oriented individual. (QAC31)

Since no formal programs have been available, it is extremely difficult to create

the time on a regular and ongoing basis. (QAC2)

If not at the same location—it was difficult to meet and talk; telephone was used

more often in this case. (QNCl)

Other specific obstacles included: feeling inhibited, feeling that they were
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bothersome, feeling that their mentor felt threatened by them, feeling that their mentor

was not competent, feeling that their mentor was too busy or not interested, wanting a

more diversified perspective, and personality conflicts.

My inhibition to discuss issues which may be critical of a system put in place by

my mentor. (QAC33)

Afraid of "bothering" her by asking too many questions (but not really having any

idea what to do). (QNPl)

You may need their assistance and their schedules are very busy. (QAC32)

Personal competence: an incompetent administrator cannot mentor. (QNC30)

Because the individual was also my principal in the building I had only one view of

administration. For this reason I also developed a close support group with two other

females who were also in the VP position. (QAC4)

I believe there was a difficulty with working with a female in the position of

authority as the principal confided more in the male teachers. (QAC9)

When asked if they would be willing to be a mentor for a new vice-principal, 30

(94%) replied that they would, 1 (3%) would only informally, 1 (3%) would not, and 1

(3%) did not answer the question. One participant shared the following:

I do have much to learn, but would be willing to offer the best I could - any type

of relationship like this benefits both involved. (QAC29)

Participants were asked to comment on the practices in their specific boards

regarding mentoring for new administrators. The first part of this question asked if their

board had a formal mentoring program for new vice-principals. It appeared that the
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participants in general from board #2 and board #3 felt that they had some form of a

program, although some were not sure what it consisted of. Most from board #1 replied

that they did not have a program in the past, but thought their board would be initiating

one in the near future. Some of the participants provided insight regarding the practices in

their boards:

We had monthly new VP sessions that addressed various topics and issues (school

councils, special education, etc). Each vice principal was responsible for making

arrangements for a guest speaker to present the information to the rest of the

group. No other formal mentoring was provided through a formal program. I,

however, have been fortunate to have my current principal as my mentor. This

was initiated during my 2 years as an administration candidate in the

"Administrative Internship Program." (QNC30)

It seems a really hit and miss thing; some groups of new VP's get this - my group

did not (we were appointed in late May and started the following September). Our

Board really needs to get a formal mentoring/discussion group for new

appointees. (QNPl)

Human Resources has begun to organize sessions for new administrators through

the Principal's Association with regard to a number of pertinent issues that new

administrators have to deal with. But, it's not enough and it needs to be

formalized. (QAC29)

The second part of this question asked if they thought that the board should play a

role in supporting mentoring for new administrators. The answer was unanimous-100%
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agreed that the board should actively be involved and felt that it was the board's

responsibility:

Absolutely! The board has a responsibility to provide it if it intends to have

schools that are well run and to ensure good employee relations and staff/student

morale. (QNC30)

Absolutely! The leadership 'vacuum' is a huge issue for administrators - we need

to support all our new administrators to make the job less stressful and more

manageable or we will not attract good leaders. (QNPl)

Administrative Challenges

The second section of the questionnaire began with a list of 16 challenges that the

participants were asked to rank. A Likert scale format was used, whereby the participants

ranked the challenges from 1 to 5, with 1 being "Not at all" and 5 being "Extremely." In

developing the Hst of challenges some of the findings from Williams's (2001) survey

were considered. Williams gave insight into the needs and challenges of new

administrators, by providing a comprehensive list of the disincentives in job satisfaction

for vice-principals and principals. Of the 22 disincentives, 14 were adapted for use on the

questionnaire. On analysis, the remaining appeared to be either redundant or nebulous.

Those chosen from the list, in addition to 2 added by the researcher regarding special

education and risk management, appeared in a randomized order on the questionnaire.

The data were statistically analyzed and the complete results are displayed in Figure 1.

Upon analyzing the data, it appeared that the five areas in which new vice-principals felt

most challenged were:
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Ql Amount of time the job requires

Q2 Parental demands and involvement

Q3 Financial resources available for school needs

Q4 Adequacy of salary

Q5 Number of mandated changes

Q6 Available resources (curriculum/consumables)

Q7 Support from senior management and by the board

Q8 Reporting requirements to the boards and ministry

Q9 Adequacy of time to plan for mandated changes

QIO Changes in principal's legal status

Qll Overall accountability expectations

Q 1

2

Support from staff and staff relations

Q13 Safety and risk management issues

Q14 Level of respect from the community

Q15 Issues related to special education

Q16 Decision-making authority

Figure 1. Perceived challenges of new vice-principals.
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1. Adequacy of time to plan for mandated changes, tied with the amount of time

the job requires.

2. Overall accountability expectations,

3. Parental demands and involvement, and

4. Number of mandated curriculum changes.

Of interest, the two areas that new vice-principals perceived to be the least

challenging both dealt with monetary factors-salary and the financial resources available

for school needs.

Gender issues. The next question provided some insight as to the perceived

challenges and/or needs that women felt were specific to female administrators. Although

a few felt that there were no differences for men and women, the majority (91%) did feel

that there were significant differences. One participant made an interesting statement:

No issue is strictly a "female" issue but females can spend more time with a

specific issue i.e. upward mobility and the grapevine, the politics of the situation

& personal childcare. (QAC31)

The following are the words of the few who felt there were no differences:

I am not a believer in this type of questioning for me personally. I have talents

and strengths in certain areas and these are what I rely on, regardless of gender. If

there are gender issues in this job I have not encountered them because I do not

give credence to having these "issues." (QNC15)

None that there are different than male administrators. Perhaps, some women
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feel it is more difficult to gain the respect of the community or staff unless they

assume a very assertive leadership style or authoritarian one. Women, as with

men, have to feel comfortable with a leadership style that is their own, not trying

to be someone else. We know the qualities and practices that make an effective

leader, whether one is male or female. (QAC29)

The majority expressed various reoccurring factors or challenges that they felt

were very much gender specific. Those have been thematically arranged into four main

areas: Maintaining Balance, Feeling Pressured, the Perceptions of Others, and Being

Challenged by Others.

Maintaining balance. Since the participants were all women, it was not

surprising that maintaining a balance between home and school was most often

mentioned as being a challenge. Finding the time to juggle one's family, home, personal

life, and professional life was definitely the focus for this group of women. Some also

had the responsibility of caring for their aging parents. Some commented on the fact that

they were often dealing with feelings of guilt for taking time away from their families.

Although it appears that finding a balance was important to many of the participants,

many still felt that they were trying to be everything to everyone.

I do see women administrators, as with female teachers who are highly involved

in professional development etc. to be challenged with trying to balance family

and work. Many professional women who are high achievers, and/or who have

families appear to struggle with being "everything to everyone." (QAC29)

Having a family greatly impacts this decision; time commitment at home, aging
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parents who need home care. (QNCl)

More and more of us are going into administrative roles in our 30' s - most of my

female peers have young children. Balancing the demands of our home lives with

those of our job is and will be a huge challenge. I think we have to be very

realistic and try not to feel guilty about leaving school at a reasonable hour and

not lugging home tons of paperwork. I also refuse to make phone calls to parents

at home. I figure I am less effective at school if I feel I have "shortchanged" my

family at home. I am the mother of a 3 year old, a 6 year old and have an 82-year-

old father with Alzheimer's. You have to figure out what the priorities are at work

and get used to having a messy desk and jobs unfinished at the end of the day.

The evening commitments are a given - they are part of the job. My principal last

year was in her 50s and had no children at home - 1 felt I really had to keep up to

the hours she was putting in; I did not feel she "cut me any slack" with regards to

leaving work early. My current principal is a male with teenagers - he is

wonderfully supportive of me and never makes me feel badly about leaving

before he does. (QNPl)

Feeling pressured. The women in this study were very honest and candid with

their responses. They shared many of the pressures that they had felt in their role as a new

vice-principal. Many felt varying degrees of pressure because of issues surrounding

accountability, competition, high expectations, womanhood, and biases. As women, they

felt that they were often being compared to others, and as a result were often

overcompensating or feeling inadequate. How others perceived them to be often added to
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the pressures they felt.

I certainly worked many many hours to prove that I could do the job, based on

comparison with male administrators. I have also felt that I needed to be obvious

. . . make a point of demonstrating my expertise, to the point of doing so much on

my own so that there is no doubt as to who did the work! I did, and even then, the

question. . . "Did you do that on your own?" Yes! ! ! ! ! ! After 2 years as principal I

could see obvious changes in attitude from men. Even made comments such as

"Let's get to do it" friendly teasing about how much time I put into a

project. I had to make sure superintendents were well aware of my competence

and creativity through meaningful sharing and self-assigned initiatives that

demonstrated very clearly my high level of conmiitment. I am not perfect or

flawless by any means, but I most definitely know my job, I know when to seek

opinions, and the benefits of collaboration, knowing when to defer to others. . ..

There is so much to consider. (QAC23)

People have high expectations of you and expect you to be everything to

everyone. (QNC25)

It's very hard to be an administrator and maintain a sense of one's womanhood.

(QAC29)

The perceptions ofothers. Being in an administrative role brings a certain

amount of exposure and attention to an individual. Oftentimes people are perceived to be

who they are, and sometimes they are not. It appears that since men have traditionally

filled administrative roles, there are particular perceptions that are associated with that
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role. Some of the participants in this study felt that they were often confipared to a more

traditional male model and that others perceived them as being too caring, too kind, or

even too weak. They also felt that they were perceived as being too sensitive and that

they took things too personally. They felt that they had to be more dutiful to prove that

they were capable and "strong enough." Such perceptions were often at the heart of the

challenges that these female administrators faced when dealing with parents.

Working in an environment that is male dominated and not valuing "soft skills,"

collaboration is not seen to be highly valued. People skills are not as valued as

they need to be. (QACl)

Public's perspective on women in these roles. Male staff working for female

administrators. (QAC9)

Perception as to how females handle the job; challenges a female decision more

than a male decision. (QNC6)

At times, parents view a woman in an administrative role as being weak.

(QAC36)

Biases within the community in which they may be placed. (QAC4)

I don't think that there are many challenges internally, however, the school

community may have pre-conceived notions which may need to be contended

with. (QAC33)

Being challenged by others. The participants in this study mentioned that they

often felt challenged in their decision-making abilities, and that others did not often

respect them. Oftentimes others tried to intimidate them and their authority, especially





60

when dealing with discipUne issues. Most of the participants felt most challenged by the

parents of the students in their schools.

Some fathers do not respect that a female is as competent to understand the "boys

will be boys" syndrome with yard incidents in particular. (QNC18)

Authority is challenged more frequently by parents. Students tend to want to take

advantage of the nurturing nature of women. (QAC26)

Gender specific as a parent may be looking for 'the man' when wanting to

communicate an issue; relations with school council (mainly women) very

productive on a friendly basis; women administrator perceived as kinder, more

caring. (QAC24)

Dissatisfied parents seem to be more willing to be threatening to women

administrators when difficulties come up around school issues. (QAC16)

Some also felt challenged by male staff members, other female administrators, students,

and by their community.

I have found many older female administrators to be competitive and

unwelcoming . . . threatened by youthful administrators especially. I am concerned

about how supportive women are of each other; there is so little "sharing of

information" . . . every man for him/her self . . . MY idea, MY plan, MY... I am

genuinely intrigued by the response to sharing of some major items/reports . . . this

was something I decided to do this year and I felt if people could use it, great, if

not, at least I would have shared with my colleagues and I wanted to do that. I e-

mailed everyone a copy of my EQAO Action Plan, for example, saying it was





61

imperfect but that they were welcome to the format or information. The men

responded with gratitude and openly told me they'd change the data and in it

would go; some of the women let me know where my spelling mistakes were.

Fascinating! But I'll keep sharing to prove no other point than letting everyone

know that we SHOULD do so. (QNC30)

Several responded to the question involving gender by comparing themselves to

their male counterparts. Some of the participants strongly felt that there were definite

differences between men and women at the administrative level. It appears that there are

issues surrounding:

• Greater advancement opportunities for men.

• A "boys will be boys" mentality.

• Networking that is exclusive to men.

• Men being chosen and/or groomed for administrative positions.

• How men are perceived to be stronger, hard-nosed, dominant, and more

powerful.

• Decision-making that is being made by predominantly male

superintendents and principals.

• Gender discrepancies at the secondary level.

Qualitatively speaking from observations, dialogue with colleagues and from

personal experience: Women generally work harder and put in longer hours than

men. They also have to work harder to prove themselves and are harder on

themselves. It's been frequently reported that men 'get away with' such things as
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doing post grad studies during work hours or leaving early because of 'family

commitments' etc. but women carry more guilt about doing this than men do.

Women are made more accountable for 'peccatos' and are not excused with 'boys

will be boys.' ... Men have more 'networking' and hence they may have more

opportunities for advancement. Women are more likely to be placed or kept at

schools because they are "needed" to support a male administrative partner.

Rarely is it the reverse. (QNC22)

In my experience secondary administrators are predominantly male and generally

supportive of each other - the network is very strong. Women in these positions

need to be very strong, because they often stand alone. (QAC35)

I can only speak for the secondary panel, as that is what I know. Females must

work much harder and take all the steps themselves in order to get into

administration, whereas males are chosen and groomed after only a few years

experience, onto the administrative track. This grooming is done by older male

administrators who are near retirement, and do not like change, but rather spend

their energy on preserving the status quo, which does not fit with society's needs

today, and is certainly not inclusive. Once these males are retired, the system will

improve because there are many other people interested in learning and moving

forward, rather than preserving an old boys' network. It is actually too bad that it

has lasted this long, and it is only a couple of individuals, but it is still damaging

nonetheless, because they seem to hold a great deal of power. I believe the

problem may not be so prevalent in the elementary panel. (QNC3)
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Many existing Principals and Superintendents who are male have decision-

making capacity. (QNP3)

It appears that the majority expressed various reoccurring factors or challenges which

they felt were very much gender specific.

Perceived Benefits ofMentoring

The third part of the questionnaire focused on the perceived benefits of

mentoring. In order to gauge an understanding of the perceived benefits of mentoring, the

participants were asked to answer three 2-part questions about the value and influence of

mentoring in three particular areas. Both quantitative and qualitative data were collected.

In the first part of each question, a Likert scale format was used to determine the value of

mentoring in each particular area. The scales ranged from 1 to 5, with 1 being "Not at all"

and 5 being "Extremely." These data were statistically analyzed, and the complete results

are displayed in Figure 2. Based on the statistical analysis, the participants perceived

mentoring to be most beneficial in terms of professional growth. Learning how to run a

school on a daily basis was a close second, while the benefits in terms of career

advancement were perceived to have considerably less value.

In the second part of each question, the participants were given the opportunity to

describe the influence that mentoring had on them in each particular area. The first

question focused on the value and influence of mentoring in terms of learning how to run

a school on a daily basis. The following are some of the quahtative insights that were

provided:

I am fortunate to have my mentor on site. Therefore, as situations arise, or as
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planning needs to be done, we can brainstorm together. My mentor "walks" me

through various processes. At the same time, he allows me the opportunity to

contribute my perceptions without feeling intimidated. (QAC29)

When I was an "acting" principal for 3 months (my principal was away due to a

family emergency) I was able to keep the school running as if he was there due to

his organizational charts. (QAC31)

I had very experienced Principals, each had their own style, and I learned from

each of them. Communities vary as does the staff and in each case I learned what

was best for the community I was serving. (QNC13)

I witnessed first hand how to run an effective school and how to deal with

problems and that has given me the skills to manage my own skill on my own

without a vice-principal. (QNC25)

I followed my mentor around all day long so my experience with him was

exceptionally valuable. If the structure of the mentoring relationship is monthly

meetings then I would think that mentoring is less effective, if at all. (QAC16)

First year was sink or swim. The mentoring relationship was neither a formal nor

structured one so there was very little time available to discuss day-to-day issues.

Sometimes a quick e-mail or cell phone conversation while on yard patrol or in

car assisted with making some quick decisions, especially if administrative

partner was out of school or if second opinion was being sought. Knowing that

even this quick support was there however was very important. Otherwise,

watching former principal in action the year previous did significantly influence
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how I conducted myself on a daily basis as a vice principal but that is not usually

the case or possible in a mentor relationship unless new VP given opportunities to

shadow mentor. (QNC22)

The second question focused on the value and influence of mentoring in terms of

professional growth. The following are some of the qualitative insights that were

provided:

My (informal) mentor was highly successful, therefore, extremely influential in

providing me with direction as to the most appropriate courses to take, and seek

out the experiences that would help to focus my skills and abilities. (QAC26)

Curriculum, communication, scheduling, goal setting, performance appraisal,

etc. . .were a fact of everyday life in which we reflected, discussed, and acted.

(QAC16)

This has been an excellent example of "active learning," meaningful reflection,

collaborative decision making - all of which have strengthened my belief in the

positive potential of effective administrators in a school community and Board of

education. I am inspired to continue learning more, to continue seeking out ways

to develop a broader perspective, deeper understanding of not only

policies/protocol etc, but of human relationships. Relationship building is key to

personal and professional growth. Any administrative role can be considered an

opening into a world of possibilities for ongoing professional growth in any area

of interest. (QAC29)

My mentor has shared goals for PD, which has helped me to put my plans for PD
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into proper perspective, meaning that there is always time to learn, and always

something to learn. (QAC33)

Again- a good mentor is worth their weight in gold. You see good things

happening, you write them down, you ask questions, you find out why that works

the way it does. (QNC6)

The third question focused on the value and influence of mentoring in terms of

career advancement. The following are some of the responses that were provided:

My mentor forwarded job opportunities to me, helped to shape my resume, and

encouraged me to apply for any and all positions that would assist in reaching my

career and professional goals. (QAC26)

My mentors were unique individuals and I personally felt encouraged and

supported to continue in my chosen career path. (QAC32)

If your mentor thinks you are good, they let the superintendent know. It is the

mentor/principal who you work with on a daily basis that has the best knowledge.

An interview and resume are only a small part of the whole picture. (QNC6)

Mentors were recognized in the educational community and references were

valued. (QACl)

Participants were asked if they thought that mentoring had an impact or influence

on their school community. They were asked to answer either "yes" or "no" to the

options presented. Two of the participants did not respond to this question, so the results

are based on 31 responses. With regards to "Student Learning," 31 (100%) felt that

mentoring could have impact in this area. With regards to dealing with "Parental and
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Community Relations," again 31 (100%) felt that mentoring could have impact in this

area. With regards to staff development, 30 (97%) felt that mentoring could have impact

in this area. With regards to "School Improvement Planning," 30 (97%) felt that

mentoring could have impact in this area. When given the opportunity to share "other"

ideas in this area, one participant added that they thought mentoring would be influential

only if a mentoring program was formally set up to address these areas.

The last question on the questionnaire asked the participants to share any other

benefits of having a mentor for a new vice-principal. The following is what some had to

say:

I am a lone administrator in a school that is twinned with another school about 5

km away. As a new VP it has been imperative that I have someone to talk to. The

crossover to admin presented me with some challenging issues. I was very

uncomfortable at the beginning by the way I was treated. As a teacher/leader I

always knew what was going on in a school and then instantly I was out of the

loop. This was a huge issue for me to face. I do not have anyone in the building to

talk to so having a sympathetic ear on the end of the telephone saved my soul. In

fact, just before March Break I was seriously wondering if I had made the right

career move. My mentor kept me going. As I come to the close of the year, I now

have a much broader perspective and am getting excited about next year. (QNP2)

A mentor would help one become more comfortable with other administrators and

assist him/her in becoming known and accepted by the group. You can't

overestimate the value of having someone you trust at your side advising you,
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encouraging you, assisting you with issues you may never have faced before, and

having the TIME to help you become a reflective practitioner in this very

challenging role. (QAC35)

A mentor initially and continually, 'forces' a new VP to reflect on every decision

made, every word spoken, interactions, attitudes...can play devil's

advocate...new administrator learns to become a reflective practitioner, who

understands that changing a decision does not represent weakness...become more

confident and diplomatic. (QAC23)

Sounding board to discuss new ideas-another point of view. You learn about the

gifts that each can bring to the growth of your school community. Teaching the

history and implications of decisions to the new person. (QACl)

It reduces the anxiety of knowing what to do. Administration is very different

from the classroom, with a very new and different skill set that takes time to learn.

You need someone to guide and advise you because if you mess up, you mess up

bigtime. (QNC18)

In one word: knowledge - just to know where to begin and what to do next is of

great benefit. Being a vice-principal is a wonderful opportunity to be in the

position of leadership without carrying the great responsibilities of all decision

making... it CAN be an invaluable learning experience with the right

principal/mentor. (QNC30)

I think the parent community is very quick to jump on faults in the school and a

strong mentor will help with dealing with these conflicts. I feel that teacher
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performance is another issue a strong mentor could assist with. This is a new area

we are beginning and it is going to be a difficult process for some. (QNP3)

A sense of belonging rather than isolation. (QAC2)

Interview Findings

This section of the chapter describes the findings of the interview process that

involved 4 of the 33 participants. The interviews were very helpful in validating some of

the reoccurring themes that were evident in the questionnaire data. In addition, some new

themes emerged from the discussions. The interview questions were divided into five

thematic areas that helped guide the discussions that took place between the researcher,

who was the interviewer, and the interviewees. The group was comprised of an

elementary principal and vice-principal and a secondary principal and vice-principal. All

of the interviewees selected their own schools as the location where the interview would

take place. The interviews took approximately 30 to 45 minutes each and were

audiotaped and then transcribed. This section of the chapter is divided into five areas, and

in each area some of what the interviewees had to say will be shared.

Prior to Administration

The discussion began by generating some information that dealt with their

experiences prior to administration. When asked what the main factors were for deciding

to go into administration, 2 of the participants claimed that others had encouraged them,

while 2 felt that it was because of their own initiatives. Varied professional experiences,

seniority, professional reading, intrinsic motivation, career planning, having strong role

models and mentors, and the need for a new challenge were other factors that influenced
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this decision.

Probably really strong role models early on in my career, and mentors, that I

really felt that that would be a job that I would be well suited for, and I'd set those

goals very early on, so I was able to see some modeling that I was impressed with.

(XNP3)

The Inductive Year

The participants described their inductive year as being fairly positive; however,

all of them felt that the transition was great and that there was a lot to learn.

My first year was great, it was busy, a real learning curve at first, you know you

come from doing something you're really confident in and then you're not

confident at ail-that was hard.(XNC5)

One of the participants began their position in February and felt that beginning

midyear was very helpful.

It's been very good. It was actually excellent to start in February because you see

the school up and running when you come in and you're able to jump right in. I

finished that job one day and I was here the next day, and so you don't even have

any time to anticipate it. You just are in it and you get going on it and you get that

whole second semester to experience it and be a part of it and see it up and going

and you get to think about what you would like to do in the future and implement

when you come back the next year. (XNC3)

When asked to describe their mentoring experiences, all of the participants said

that they had informal mentors. One participant felt that they had a mentor in their
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supervisory officer as well as the principal and other vice-principal in their school.

Another participant described her mentors to be friends in administrative positions that

she could call. Another felt that her school principal was supportive, and another said her

school principal was her mentor, as well as two experienced colleagues. This participant

described what she perceived to be two different types of mentoring:

There's a big difference in my mind between management and leadership. I

would say management-wise the principal I was working with was my managing

mentor.... But I can honestly say the other female that's been my mentor for

many years, has certainly continued to influence my development, management,

leadership, and personal-all three of those things together. (XNP3)

When asked to describe the focus of their relationships, all replied that they had

explored many areas, including: school issues, discipline, curriculum, parental concerns,

staff, performance reviews, goal setting, and professional development. One participant

described a plan that she had worked on with her principal.

There was a focus, she made me do a plan, what I wanted to work on, set some

goals, and like I said, gave me a focus. So it was discipline, scheduling at first,

learning the role gradually, but basically she would keep me informed of

everything she was doing as well. When there was a situation that came up, first

of all she would ask me how I would handle it or "what are you thinking?" or

"what do you want to do?" So she didn't come out and say, "do this, do that

. . .have you thought about this? Did you consider this?" And even the first few

times when I had to handle calling home, for example, a tough phone call, so if
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there were any problems, she was there with me and we went through it first. I

found her very supportive. She dedicated a lot of time. (XNC5)

Well, one thing I did like, and my principal did do it, we did set goals, and I think

it can't just be loose-the mentor relationship - there should be a plan; working

through, what is your vision, having some goals, what do you think your

weaknesses are? What areas do you really want to focus in on? And having a

relationship where you're not afraid to say, "I'm just not the best at discipline, or

I'm really not that organized," and I'm not. I'm really good with people but I

struggle with the budget, and then maybe starting out with that. Making sure you

cover all the areas. (XNC5)

The participants shared the difficulties that they had encountered in their

mentoring experiences. School-based difficulties included finding time, scheduling

conflicts, and proximity. More personal difficulties included a mentor's high

expectations, controlling behaviour, and self-interests.

The participants were then asked to single out the most important benefit of

having a mentor. Support, encouragement, consistency, and confidence building were all

mentioned.

I think the support and encouragement, because sometimes you can feel very

alone in this job and it's nice to know there's someone out there. (XNC3)

Just the support, knowing that you call someone or ask for someone's opinion.

Knowing that they're there to give you an honest answer. If they disagree with

you they'll tell you, but also knowing that they will make you try and figure it out
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first. (XNC5)

Consistency. In my opinion I should have had a mentor that I was set up with for

2 or 3 years, during my induction, whatever you want to call it, period. I should

have been allowed to carry on with him this year, and even into next year-even if

I became a principal next year. He would continue that over this 3-year growth

period where we set some goals, because the management stuff in the school is a

no-brainer really; it's the kind of thing we've done for years. But you see his

style, in the culture in his school as such, and now I've come to this school and

there are no consistencies. So now I'm dealing with a principal, and I'm

releaming all the management stuff in her school, and there is no time for

leadership. We had more time for leadership [last year]. (XNP3)

Participants then described anything else that they wished that they could have

gained from a mentoring relationship that they did not. More dialogue, having someone

earlier in their career, and having the relationship last longer were some of the additional

factors described.

The participants then were asked to reflect on how open they thought they were to

criticism or alternative viewpoints from their mentors. They all agreed that they thought

they were.

I absolutely had to be! My learning curve has been so steep I've needed a spotter

at times! (XNP3)

You have to be; even now I have to be. You look back on decisions or situations

and think what could you have done differently. I think you're putting a lot of
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pressure on yourself about mistakes. There are certainly people on this staff who

know more about things than I do, and it would be foolish not to ask for their

help. (XNC5)

I'm open to it because I would like to continue learning and develop myself as a

person and professionally. I'm open to anything and learning about myself and

learning to deal with it. I still read a great deal about leadership and how to deal

with people and just to continue that practice. I think relationships are number one

in the job. I know I can manage. When you've been in the classroom that long,

you know how to manage things. It's the other stuff that I would like to continue

to work on. (XNC3)

Participants expressed what they knew about mentoring prior to this experience

and shared what preconceived notions they had earlier in their careers. All of the

participants had some notion of mentoring; however, there were some uncertainties.

I haven't had any formal mentoring, really. I came in with two strong mentoring

experiences, and I thought I would be able to receive from my principals, but it

just isn't in their job description, they're just too busy, it's just not formaUzed at

all. There were times that you're just scratching your head and wondering where

you're going to get the skills or the knowledge or how you're going to figure it

out. (XNP3)

Not really, but its not formally set up in this board and had I not had the

opportunity to work with someone who was willing to take that on, I'm not really

sure what that would have been like. So I think that could be more formally set
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up. I haven't been linked up with any mentor right now as a new principal, and I

think that's a mistake and I think that we need to be. I just happened to be

fortunate enough to meet up with someone who was willing to do that. (XNC5)

Implications ofMentoring

All of the participants absolutely agreed that an individual could be a more

effective administrator as a result of having a mentor. Participants then shared what

impact they believed such a mentoring relationship could have on the overall

effectiveness of the school in terms of student learning and achievement, parental and

community relations, staff development, and school improvement planning. This question

was asked on the questionnaire but was probed further in the interview process.

Policies and procedures-yes. Parental and community relationships-yes. Staff

development, staff conflict resolution, parent conflict resolution, dealing with

intimidation of parents, harassment of parents, all of those kinds of things are very

much outside of the realm that you are within as a teacher, you see as teachers

student learning and achievement, that was part of my whole "shtick." These

other things are where I feel the mentorship and redressing that we do not have a

formal mentorship program, I just have been really flying by the seat of my pants!

(XNP3)

I think it affects everything. We're a system. We're all interconnected, and you

can't work alone... (XNC3)

Absolutely! The focus that the VP takes can affect the entire school culture.

Literature shows that in a school where the VP has a particular curricular strength,
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the entire school benefits. It is very helpful when dealing or learning about the

school culture. (XNCl)

Definitely! Well, again, just because you have that extra voice asking you to

maybe look a different way at what you're doing, I think you end up with a better

result. No matter what you're doing-whether it's curriculum, or discipline, and

that's the other thing, having conversations, I still have friends that I still keep in

touch with from the other board, and we just love talking about some of the things

they're doing for PD [professional development] with their staffs, and I like

hearing all that kind of thing because you get some great ideas, you can't think of

everything yourself! (XNC5)

Gender Issues

When asked if they thought women faced more administrative challenges than

their male counterparts, similar themes came from the 4 participants that echoed those

found in the questionnaire data. Personality issues (guilt and worrying), dealing with

difficult parents, promotion, family issues (children and aging parents), and preferential

treatment for males were all mentioned. Although 3 of the participants felt that there were

some differences, they attributed them to family responsibilities and their own

personalities. One participant, however, felt very strongly that there were definite

differences with regards to promotion and preferential treatment for males.

I think in being encouraged to go into admin. Some males are told and

encouraged in their 2^^ or 3'^'' year of teaching. And then women are not

encouraged at all. You have to do it on your own. Whereas males are brought up
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through the system thinking here's the path, here's what you do, and women are

not given that advantage-in the secondary. I can only speak for the secondary.

(XNC3)

Two of the participants commented that one's mentor had a great deal to do with

the likelihood of being promoted.

No, I don't feel that as a new vice principal that there's much difference in the

male and female role. I feel, however though, that whoever you're linked up with

as a principal, who's currently mentoring you, and I'm using the term loosely, that

you're working with in your building, has a big bearing on your skills, your

perceptions within the board, and also perhaps your ability to be successful in

promotion. . ..Well, then when you're thinking about where you're going to be

placed, you're thinking, well am I in the best school, who has the best

administrator who could possibly move me along that much quicker? (XNP3)

If you have a principal who's going to speak very highly of you and such, that

carries a lot of weight; I was kind of shocked to learn that when I got into this

position. But it seems to work. I think that's slowly changing, but I see it as a

problem right now. (XNC3)

This theme emerged from some of the questionnaire responses as well with regards to

opportunities for promotion.

None of the 4 participants believed that a female administrator would be better off

with a female mentor. One participant felt that, although she had a positive female

mentor, if a male shared the same thoughts and vision, he would also serve as a good
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mentor. Two of the participants thought they would prefer working with a male mentor

because they could gain a different perspective. The other participant felt that there were

no differences.

The last part of the discussion focused on the advice that they would give a new

female administrator. The following is what they had to share.

Go for it! It's just like when you begin teaching-it's scary at first, but then you

get good at it and get more used to the daily decisions you make! (XNCl)

Don't rush-stay as a vice-principal for a little while. (XNC5)

I would say the best is to continue your education. Continue learning. Continue to

do the work you need to do to advance yourself. (XNC3)

One participant wanted to clarify that the advice would be the same for a male

administrator, and then added:

Learn the culture in the school and try to work within the culture of the school.

(XNP3)

Creating a Collaborative Culture

Participants described the strategies that they currently used to create a

collaborative climate for their vice-principal, colleagues, or staff. One of the participants

noticed that there was a division between the teachers and educational assistants on her

staff. She felt uncomfortable about that and tried to be more inclusive of them by inviting

the educational assistants to staff functions and by including them in scheduling

meetings. Aside from trying to include everyone, she also started a "book club" for

teachers that met regularly:
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It worked really well. The deal was I would buy the book if they committed to

reading it half an hour every week. We learned so much from each other about

books and how we use them in the classroom. We had French teachers, science

teachers; it wasn't just language arts teachers. It was from JK to grade 8

representation-17 teachers, and it's not a large staff. Just the opportunity to learn

from each other. (XNC5)

Two of the participants felt that effective dialogue was their way of creating a

collaborative environment. Here is what one had to say:

As far as collaboration, I think it's talking and listening to all your staff. Letting

them know that you're there for them, it's not this power game. Everyone is on

equal footing. I'm here to learn; if I can learn from you that's great, you can learn

from me. It works both ways. It's no longer this power paradigm. Everybody's on

equal footing, and that's where the confidence comes in. If you know who you are

and what you're about, then you have no problem learning from people, even

agreeing to agree about something because ... or sharing your resources or what

you're doing so everybody can learn. (XNC3)

The last participant felt that she encouraged collaboration on staff by including others in

scheduling, but sometimes felt that she was being "too collaborative" for her current

principal's liking. This participant has had conflicting experiences. She found herself in a

more collaborative relationship last year compared to her current relationship.

I think once you work more with larger teams and you involve your teachers, they

feel they're part of the process, and when there's a timetable that's not a great
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timetable they can go back to that whole timetable committee, but everybody that

was on that committee knew the struggles. I feel I'm way more collaborative. My

principal last year, every Monday morning we had admin, team meetings, where

we met, compared our calendars, and we talked about stuff for the week, what

happened last week, and we moved on. I never have meetings like that with [my

current principal] because she's too busy! Anytime that I go in there, I sometimes

get the feeling like "oh my God-I've got to talk really fast because we've got so

much to do!" It's just a much much busier time! (XNP3)

When asked if the differences were due to the dynamics of the school, she explained

further:

Yes, it has a lot to do with the dynamics of the school, and it has a lot to do with

the nature of the beast. I'm working with a female administrator who is on

leadership teams, she does other things, and she's just a dynamic. . .I've actually

probably learned more leadership from her just by observing her, but no formal

time where you sit down and sort of go ... . She tried at the beginning, not being

critical of her at all, but there is no formal. . .no time for it. . . (XNP3)

The participants were then asked to think about the strategies they might consider

using in the future when working with a new vice-principal, colleague, or staff. One

participant said she "would set up a longitudinal formal relationship" (XNP3). Another

said she would "encourage them to go into leadership. Patting them on the back more

often" (XNCl). Another participant said she wanted to "create the vision

statement. . .from all the research, that's how you get the learning community" (XNC3).
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The last participant mentioned that she would like to start a "book club" with the

educational assistants in her school (XNC5).

The board's role in supporting a mentoring relationship for new administrators

was explored on the questionnaire and validated through the interview process. The

participants generally felt that the board had to play a large role in this area. They agreed

that the board had to be prepared to support the "fast-tracking" and hiring changes that

are occurring by implementing a mentoring program for new vice-principals. On the

other hand, one of the participants who agreed with the previous statement also thought

that maybe it should be a voluntary practice because administrators already had so many

other responsibilities. Another participant expressed that the consequences of not being

more supportive could mean that people would go elsewhere to look for employment.

Last, participants shared how they thought the board might be more involved in

promoting a collaborative culture at the administrative level beyond the inductive year.

All 4 participants mentioned the Principal's Conference that takes place annually in

August as the one initiative that their board currently promotes. The participants also

provided various suggestions that they felt were beneficial: leadership teams, professional

reading, frequent meetings as families of schools, and encouraging established

administrators to become more collaborative. These suggestions could all be important to

the various boards when considering future practice.

Getting people reading. I think there should be far more professional reading with

the leadership team. I think there should be a leadership team, and there should be

readings that are discussed and the whole collaborative nature of schools should
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be discussed at a larger level, but they're trying. (XNP3)

With regards to meeting frequently with an area superintendent and the families of

schools; this is what the participant who had experienced this had to say:

We said it was really helpful to focus on helping each other with the jobs we all

have to do, so our first focus was getting ready for September. So we generated

the list of the things we wanted to cover over the year, so now a group is working

on September forms, because a lot of us feel there is way too much sent home to

parents and if we could streamline it a bit, and then we have a focus for each term,

which is extremely helpful for not only first-year principals but for all

administrators. And again, it's an opportunity to hear what each other are doing at

their schools... (XNC5)

The participant who suggested that established administrators become more "on board as

far as collaborative culture, and the new kind of leadership" (XNC3) was referring to the

problems she encountered surrounding gender issues at the secondary level. As a new

secondary level vice-principal, she felt that although the board was working at fostering

more collaboration, there was still an "old boys' network" and suggested that this needed

to be overcome.

Interpretation of Findings

Being encouraged by others, varied professional experiences, seniority,

professional reading, intrinsic motivation, career planning, having strong role models and

mentors, and the need for a new challenge were all factors that influenced the decision to

go into administration.
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Mentoring was a prevalent practice for the majority of the participants in this

study. The debate between the need for formal mentoring programs and informal

mentoring experiences was evident in much of the literature and in this study. It was

found that the majority of the participants in this study considered their experiences to be

informal or nonexistent, while only a few felt that they were part of a formal process. The

issue of formalizing a mentoring program was mentioned by many, and based on the

data, all of the participants believed that the board should support mentoring practices for

new administrators.

Time and proximity were reported to be the greatest obstacles that were

encountered in the mentorship. Other obstacles included: feeling inhibited, feeling that

they were bothersome, feeling that their mentor felt threatened by them, feeling that their

mentor was not competent, feeling that their mentor was too busy or not interested,

wanting a more diversified perspective, and personality conflicts. The majority expressed

various reoccurring factors or challenges which they felt were very much gender specific.

Those were thematically arranged into four main areas: Maintaining Balance, Feeling

Pressured, the Perceptions of Others, and Being Challenged by Others.

In terms of support, the participants felt most supported by their mentor with

regards to Parental Concerns, Discipline Issues, and Daily Responsibilities. Also, based

on the statistical analysis, the participants perceived mentoring to be most beneficial in

terms of professional growth. Learning how to run a school on a daily basis was a close

second, while the benefits in terms of career advancement were perceived to have

considerably less value.





CHAPTER FIVE: SUMMARY, DISCUSSION, CONCLUSIONS, AND

IMPLICATIONS

This final chapter provides a summary of the preceding chapters, followed by

some discussion surrounding significant results and emerging themes that were observed

by the researcher. Conclusions based on the data are delineated in response to the

research questions, followed by the implications for future practice, theory, and research.

Summary

This research study explored the role of a mentor in the life of a newly appointed

vice-principal. The problem in this study was to determine the needs and challenges of

new administrators and to examine the role of a mentor in addressing these issues. In

addition to exploring the perceived benefits of having a mentor for the protege, this study

had a gender focus in that the participants were all women and gender issues were

explored to some degree. This study examined the inductive year of 33 female

administrators from three different district school boards in southern Ontario.

Participants, who were current vice-principals or principals, reflected on their inductive

year as a vice-principal and provided some insight. The study was a qualitative and

quantitative design using questionnaire and interview data. To illustrate many of the

points made by the participants, quotations were drawn from the questionnaire responses

and interview transcripts.

Chapter Two provided an intensive review of the literature that served in the

theoretical framework of this study. It reviewed and explored the literature from a

thematic perspective looking at mentoring, current induction practice, gender issues in
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administration, and the benefits of mentoring.

Chapter Three discussed the methodology, the research design, participant

selection, instrumentation, data collection and recording, and data processing and

analysis.

Chapter Four described in detail the findings of the study based on the data that

were collected through the use of a questionnaire and interview process. An interpretation

of the findings was provided.

Discussion

Although many interesting themes emerged from the data, there are three in

particular that seemed especially worthy of further discussion. These themes involve:

promotion, practice surrounding new appointments, and parental relations.

Regarding promotion, many mentioned that the reputation or status of one's

mentor within the board could have potential bearing when it came to being promoted.

This theme became especially obvious when the participants were asked to describe the

value that mentoring had in terms of career advancement. It was implied repeatedly that

if one's mentor has a favourable reputation or clout within the board, then one has a

better chance of being promoted. This would appear to be positive for some, but left

others wondering if they were placed with the most influential principal. This premise

was seriously considered by some when given the opportunity to request a school

placement or mentor.

Another point that was expressed deals with the logistics, specifically timing,

when it comes to appointing and placing vice-principals. One participant in particular
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shared her experience of being appointed and placed midyear. She expressed that this

placement allowed her to observe the school up and running and afforded her the

opportunity to become more familiar with the role of vice-principal within the context of

the position, while gradually becoming involved in the school. Beginning prior to the

subsequent academic year also improves the likelihood that the new vice-principal could

take a more active role and work more collaboratively with the principal in planning for

the following year. This might also be a consideration when implementing an internship

program.

Last, it appears that parents can often be implicated as the causal agent when it

comes to new administrators being challenged and needing support from their mentors

most. Mentoring appears to be especially beneficial in assisting administrators in their

new role when dealing with parents. Having a mentor by your side can definitely provide

the confidence and knowledge that is especially necessary when dealing with a negative

or unfamiliar situation. A mentor could also act as a supportive mediator when it comes

to a discipline issue for example, or when a situation becomes confrontational.

Conclusions

Based on the review of the literature, there appeared to be a lack of emphasis on

the mentoring experiences of educational administrators within a Canadian context.

Dodgson (1986), Goddard (1998), and Naymie (2001a) all provided some Canadian-

based research based on mentoring practices at this level, with Dodgson 's study dealing

specifically with women administrators. It was the intention of this study to contribute

some current literature to this limited area. With a focus specifically on the mentoring
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experiences of female administrators in their inductive year, this study examined the

needs and challenges that new administrators faced and the role that their mentors played

in addressing these issues. The perceived benefits of having a mentor for the protege

were also explored.

In order to present clear and concise conclusions, all of the findings, which are

based on the data as collected through the questionnaire and interview process, have been

analyzed, and are organized in response to the research questions.

Research Question #1: What are the needs and challenges that new administrators

encounter in their first year as vice-principals, and how can a mentor be supportive

in addressing these issues?

Based on the data, there are clear consistencies between the study conducted by

Williams (2001) for the Ontario Principals Council (OPC) and this current study. Perhaps

the most interesting fact is that both studies shared the same number one factor that was

perceived to be most challenging or to cause the most job dissatisfaction. That factor is

the inadequacy of time to plan for provincially mandated changes. In this current study,

this factor tied with the amount of time the job requires. Both were concerns that clearly

correspond within both groups of participants in that they were both within the top five

factors in each study.

Gender issues were explored to some degree when examining the needs and

challenges that were prevalent, specifically for female administrators. One can conclude

that since the majority of the participants in this study had male mentors and had positive

experiences, the gender of the mentor was not really an issue. When this area was further
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examined in the interview process, all 4 participants agreed that it did not matter if they

had a female or a male mentor as long as they shared common values and interests that

would support their relationship.

Although a few felt that there were no issues that were gender specific, 91% of

the participants in this study did feel that there certainly were differences and challenges

that were more prevalent for women. The findings are thematically arranged into four

main areas-Maintaining Balance, Feeling Pressured, The Perceptions of Others, and

Being Challenged by Others.

Maintaining Balance

The greatest challenge for the majority of the participants in this study was

finding the time to juggle a family, home, personal, and professional life. Finding this

balance, coupled with feelings of guilt, was definitely a large focus for this group of

women. Although it appears that finding a balance was important to many of the

participants, many felt that they were still trying and feeling that they had to be

everything to everyone.

Feeling Pressured

Many of the participants felt varying degrees of pressure because of issues

surrounding accountability, competition, high expectations, womanhood, and biases. As

women, they felt that they were often being compared to others, and as a result were

often overcompensating or feeling inadequate.

The Perceptions of Others

It appears that since men have traditionally filled administrative roles, there are
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particular perceptions that are associated with that role. Some of the participants in this

study felt that they were often compared to a more traditional male model and that others,

especially parents, perceived them as being too caring, too kind, or even too weak. They

also felt that they were perceived as being too sensitive and that they took things too

personally. They felt that they had to be more dutiful to prove that they were capable and

"strong enough."

Being Challenged by Others

The participants in this study often felt challenged in their decision-making

abilities and felt that others did not often respect them. Some felt that others were trying

to intimidate them and their authority, especially surrounding discipline issues. Again,

most of the participants felt most of these challenges by the parents of the students in

their schools. In conclusion, it appears that parents are unfortunately at the heart of most

of the challenges that female administrators face.

In addition to these challenges, some compared themselves to their male

counterparts and felt that there were other gender issues at the administrative level. In

addition to feeling that the "boys will be boys" mentality was very much alive, some also

felt that in terms of career advancement men: were more often chosen and/or groomed for

administrative positions, had greater advancement opportunities, and had exclusive

networking opportunities. Most pointed out that they felt these discrepancies typically at

the secondary level. Others also questioned the decisions being made at the board level

by predominantly male superintendents and principals.

For the purpose of this study, mentoring was defined as a multifaceted practice
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that provided orientation, guidance, cause for reflective practice, and a coUegial

opportunity to learn and grow. According to Daloz (1999), the mentor's role is to offer

support, to create challenges, and to facilitate a professional vision. It is obvious from the

data collected in this study that the majority of the participants felt that their mentoring

relationship provided all of these things. For the most part, the participants felt that their

mentors were supportive in a variety of areas. Their responses in order of frequency from

most to least included: parental concerns, discipline issues, daily responsibilities,

administrative communications, staff relations, goal setting, curriculum issues, and

performance reviews. The participants also felt that their mentors provided support by:

modeling behaviour and leadership; encouraging and promoting professional

development; providing freedom, trust, and ownership; providing organizational ideas;

and assisting with community relations, school improvement planning, report card

expectations, issues surrounding death, and coursework.

The most frequently mentioned factors that made a mentoring relationship

effective and the personal qualities that made a person an effective mentor include:

effective communication, trustworthiness, being knowledgeable, and being open to

sharing. Time and proximity were reported to be the greatest obstacles that were

encountered in the mentorship. Other obstacles included: feeling inhibited, feeling that

they were bothersome, feeling that their mentor felt threatened by them, feeling that their

mentor was not competent, feeling that their mentor was too busy or not interested,

wanting a more diversified perspective, and personality conflicts.

Research Question #2: What are the perceived benefits of having a mentor
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for a new vice-principal?

Dodgson's (1986) study explored how a mentor could assist in the career

advancement and mobility of women. She examined the influence of mentors on the

careers of Canadian women in educational administration at the elementary and

secondary levels in seven school boards across Canada. Basically, she found that every

woman felt that their mentor was a role model and that mentors were seen to affect their

careers by giving them career direction and aspirations, among other things.

In this study, based on the statistical analysis of the data, the participants

perceived mentoring to be most beneficial in terms of professional growth, closely

followed by learning how to run a school on a daily basis. Last, the benefits in terms of

career advancement were perceived to have considerably less value when compared to

the other two areas.

With regards to professional growth, having shared goals for professional

development, direction in terms of coursework, goal-setting, meaningful reflection, and

collaborative decision-making are all examples of practice that were considered valuable.

With regards to learning how to run a school, walking through situations together,

brainstorming, being allowed to contribute and becoming familiar with the community,

becoming more familiar with policies and procedures, and learning problem-solving

skills are all considered to be extremely valuable skills and learning opportunities.

Through job shadowing, regular meetings, ongoing dialogue, and observation, the

majority of the new administrators felt that they were able to better learn how to run a

school effectively. In terms of career advancement, mentors were perceived to be helpful
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with resume writing, forwarding job postings, references, interview preparation, and by

simply providing direction and encouragement to move ahead.

Developing as a reflective practitioner was another benefit of having a mentor that

was perceived by many. Other benefits include having: a confidant, a sounding board, a

guide and/or advisor, someone to help with the transition from teacher to administrator,

less anxiety, a source of knowledge, and a sense of belonging rather than isolation.

Furthermore, nearly all of the participants perceived mentoring to have a positive

impact on student learning, parental and community relations, staff development, and

school improvement planning. Apparently, based on the findings, it makes sense that if a

vice-principal has a particular strength or takes a particular focus, it can have an effect on

and be beneficial to the school's culture and practice. That is to say that the focus and

learning that takes place through a successful mentorship will be fundamental to the

implementation of other initiatives within the school system.

This study clearly reflected and supported the assumptions about mentoring made

by Lipton and Wellman (2001):

1. Induction is an investment in retention, integration and continual growth,

2. Emotional safety is necessary to produce cognitive complexity,

3. Mentoring relationships offer opportunity for reciprocal growth and learning,

4. The central goal for mentoring programs is to improve student learning, and

5. A successful mentoring program will be integral to the implementation of other

school and district initiatives, (pp. x-xi)
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Implications for Practice

The Ontario Principals Council recently made various recommendations, one of

which was the endorsement of mentoring programs:

There is an urgent need for mentoring programs, job shadowing opportunities and

leadership succession planning in all school Boards to attract new principals and

vice-principals and ensure that they are properly prepared to do the job. Time

must be set aside to allow teachers, who are potential principals, to take advantage

of these opportunities. (Canada NewsWire, 2001, para. 10)

This study supports these recommendations and provides further

recommendations for administrators, district boards of education, principal councils, and

possibly the Ministry of Education. These individuals and organizations may consider the

results especially beneficial when planning mentoring opportunities for administrators.

It is apparent that all of the participants in this study felt that the board had a role

to play in supporting and facilitating mentoring opportunities for new administrators.

Various suggestions and recommendations for future practice and program

implementation are provided that could potentially promote the level of collaboration at

the administrative level. The first recommendation is that the mentorship be set up as a

longitudinal, formal relationship that begins in the inductive year and continues

throughout the transition to principalship and beyond, if necessary. Because the need for

consistency was a reoccurring theme for the participants, it appears that each time an

administrator is transferred to another school, they not only have to familiarize

themselves with a new school culture, but they also have to adapt to the personality and

expectations of a new principal, who may or may not be open to mentoring someone. The
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idea behind formalizing a longitudinal relationship, then, is to provide continuity and

equal opportunity for all. The suggestion is to begin and continue with the same mentor

throughout the mentorship. This could include working on a growth plan together,

talking, emailing, or meeting each other regularly. In such a situation, it is very likely that

a two-tier relationship may develop whereby their "mentor" is always there for them

lending an objective voice, while their "on-site mentor," who is their current principal,

may take on a more managerial role. This is not to say that the current principal is limited

in becoming more involved in the leadership development of the vice-principal, because

the protege always has the opportunity to still develop a relationship with their current

principal. The key is to ensure more and consistent involvement, rather than none at all.

A second recommendation is that the board become involved in the mentorship by

taking an active role in facilitating the relationship. Suggestions for the board's

participation include: setting up leadership teams, organizing guest speakers, shared

professional reading and discussion opportunities, encouraging frequent meetings as

families of schools, providing resources and in-services that facilitate the mentorship, and

actively encouraging administrators to become more collaborative.

A third recormnendation is the implementation of an internship program or

leadership pool for up-and-coming administrators who have been identified within the

board or who have come on their own initiative. Aside from guest speakers and in-

services, job-shadowing opportunities could be an integral part of the internship.

By examining the potential implications for practice, it only makes sense that

such individuals and organizations help nurture and sustain a mentorship in order to reap

the successes that could potentially affect everyone involved in the educational process.
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Implications for Theory

The findings of this study confirmed Naymie's (2000b) theory that the principal

plays a crucial role in mentoring potential school leaders. In her research, she asked vice-

principals what they wanted from their principals. Her findings reflect those found in this

study based on what the participants felt were most necessary in cultivating an effective

mentorship. Between the two studies, being trustworthy and being open to sharing were

most frequently mentioned.

This study strongly supported Hackney and Bock (2000) as well as Smith and

Hale (2002), who found that, even though females are increasingly appointed to

administrative positions, they still continue to struggle with biases and expectations that

are gender specific. Smith and Hale found that many of the female principals they

interviewed felt that: different expectations were held for women than men, less room

was allowed for error, their fear of failure was great, and resistance from parents,

teachers, and students was often felt. It is very evident in this study also that, although

women are increasingly being appointed to administrative roles, that they still feel that

there are many prevalent gender issues. This study also extended the existing literature by

providing four thematic areas that clearly describe the challenges that were perceived to

be more prevalent for women. They include Maintaining Balance, Feeling Pressured, The

Perceptions of Others, and Being Challenged by Others.

It was recommended in the literature that mentoring be integrated and connected

to other initiatives that would serve the classroom, the school, the community, and the

school board at large. This study attempts to extend the current literature by theorizing

that a mentorship is cyclical in nature. This implies that the support and knowledge that
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come from having a mentor can potentially be evident throughout other initiatives. Thus,

a mentor makes the decision to support a protege, the proteg6 benefits, the mentor

benefits, the school system benefits, and when the opportunity arises, the proteg^

becomes a mentor for someone else, and the cycle continues. Ideally, the board would

play a role at the beginning of the cycle in initiating the mentorship and then would

continue in supporting and facilitating the mentorship throughout the cycle. Ultimately,

everyone's commitment to the profession is strengthened and regenerated through the

mentoring experience.

Implications for Further Research

As a result of these findings, future research might focus on extending the study

to administrators from other boards in Ontario or Canada in order to possibly help

generalize the findings further and to add to the validity and reliability of this study.

Since this study focused specifically on female administrators, it would be

interesting to replicate the study using male administrators. The differences and

similarities that would emerge from such a contrasting study would be significant to the

gender-focused research and literature that is available. Also, based on the findings of

this study, it appears that women are addressing issues that they feel are gender specific

and, therefore, perhaps more research and literature are necessary that might include

management techniques and strategies that focus specifically on women administrators.

Research designs for formal mentoring based on the respondents' suggestions

could include how to facilitate longitudinal relationships as well as equal opportunities

for all to have a mentor. Based on the findings of this study, there appeared to be a
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tremendous amount of inconsistencies among and within each board as to the type and

amount of mentoring that each participant receives. Again, based on the respondents'

suggestions, such a model would include board personnel who would ensure that all new

administrators have a mentor and would help facilitate the relationship. Researching how

mentoring opportunities could be more consistent and accessible for all administrators in

all boards is strongly suggested. It is proposed that further research be conducted that

would look into how the Ministry of Education and/or boards of education could develop

practices and/or programs that would better ensure equal learning opportunities.
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Appendix A

Mentoring for Female Administrators Questionnaire

Mentoring is a professional practice that provides support and guidance to

promote success and professional growth. The data gathered from this questionnaire will

focus on the effects of mentoring for newly appointed female vice-principals. It invites

those who are currently in their first year as a vice-principal, as well as experienced vice-

principals and principals to reflect on their inductive year.

Mentoring exists for many professionals as part of a formal program that is

usually mandated by the organization and involves some degree of training for the

mentor. Mentoring may also take place informally through the willingness of one or more

individuals to provide support and guidance to someone who is new to a position.

Please respond to thefollowing questions with either a short narrative answer or by

placing an "x" in the appropriate bracket. Use as much space as you need to respond.

You will notice headings before some of the questions. They are neededfor the

qualitative data analysis software that the researcher will be using. Leave a blank line

space following each answer.

.PERSINFO:

Demographic Information:

University degree(s): Bachelor ( ) Masters ( ) Doctorate ( )

Present position: Vice-Principal ( ) Principal ( )

How long have you held ttiis position?

If you are now a principal, how long were you a vice-principal?

How many schools did you work in as a vice-principal?

The Mentoring Experience

.MEFORMPRO:
1. During your first year as a vice-principal was mentoring provided through a formal

program or in another way? Please explain.

.MEPOSmON:
2. What position did your mentor(s) hold?

.MEGENDER:
3. As a vice-principal was your first mentor: Male ( ) Female ( )

.MESUPPORT:
4. In what areas did your mentor support you? Check all that apply.

Daily responsibilities ( ) Discipline issues ( )

Curriculum issues ( ) Parental concerns ( )

Setting personal goals ( ) Administrative communications ( )

Performance reviews ( ) Dealing with staff ( )

Other
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.MERELCONTINUE:
5. Did the professional relationship continue with any of these mentors beyond your first year
as a vice-principal? Yes ( ) No ( )

.MEEFFECTIVE:
6. What factors do you think make a mentoring relationship effective?

.MEPERSQUAL:
7. What personal qualities do you think make a person an effective mentor?

.MEOBSTACLE:
8. Describe any obstacles that you may have encountered in working with a mentor.

9. Would you be willing to be a mentor for a new vice-principal? Yes ( )No( )

10. A) Does your Board have a formal mentoring program for new administrators?

Yes( )No( )

B) Do you think the Board should play a role in supporting mentoring for

new administrators? Yes ( ) No ( )

Administrative Challenges

.ACFACTORS:
11. How challenging do you perceive the following factors to be for a new vice- principal?

Please rate each factor.

Amount of time the job requires

Parental demands and involvement

Financial resources available for school needs

Adequacy of salary

Number of mandated curriculum changes

Available resources (curriculum/consumables)

Support from senior management and/or board

Reporting requirements to the board and ministry

Adequacy of time to plan for mandated change

Changes in principal's legal status

Overall accountability expectations

Support from staff and staff relations

Safety and risk management issues

Level of respect from the community

Issues related to special education

Decision-making authority

Not at all
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.ACGENDERSPEC:
12. Identify any challenges and/or needs that you think women administrators face that are gender
specific

Perceived Benefits of Mentoring

.PBRUNSCH:

13. A) How would you rate the value of mentoring in terms of learning how to run a school on a
daily basis?

1() 2() 3() 4() 5()

No value Little value Some value Very valuable Extremely valuable

B) Describe the influence that mentoring has had on you in terms of learning how to run a school on
a daily basis.

.PBPROFGROWTH:

14. A) How would you rate the value of mentoring in terms of professional growth?

K) 2( ) 3() 4( ) 5()

No value Little value Some value Very valuable Extremely valuable

B) Describe the influence that mentoring has had on you in terms of professional growth.

.PBADVCAREER:

15. A) How would you rate the value of mentoring in terms of career advancement?

1( ) 2( ) 3( ) 4( ) 5( )

No value Little value Some value Very valuable Extremely valuable

B) Describe the influence that mentoring has had in advancing your career.
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.PBSCHOEFFEC:

16. Do you think the implications of mentoring impact the overall effectiveness of the school in terms

of:

Student learning and achievement Yes ( ) No ( )

Parental and community relations Yes ( ) No ( )

Staff development Yes ( )No ( )

School improvement planning Yes ( ) No ( )

Other_

.PBOTHERBEN:

17. Please describe any other benefits of having a mentor for a new vice-principal. ^

18. Would you be willing to continue in this study and participate in a confidential interview with

the researcher? Yes ( )No ( )

Please return questionnaire by May 12, 2003 to balogh(3>on.aibn.com

All materials submitted will be kept strictly confidential.

Thank you for completing this questionnaire - your input is invaluable!
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Appendix B

Interview Questions

Prior to Administration

1. Why did you decide to go into administration?

2. What factors influenced your decision?

The Inductive Year

3. Tell me about your first year as a new vice-principal.

4. Tell me about your mentoring experience.

5. Was there a focus to this relationship and, if so, what was it? (school issues,

discipline, curriculum, parental concerns, staff, performance reviews; goal setting;

professional development)

6. Describe any difficulties with this relationship and how you dealt with them.

7. Single out the most important benefit from having a mentor?

8. Do you wish you could have gained anything else from this relationship that you did

not?

9. How open were you to criticism or alternative viewpoints from your mentor?

10. Did you have any preconceived notions about mentoring prior to this experience

and, if so, what where they?

1 1. Have these notions changed as a result of your experiences?

Implications of Mentoring

12. Do you feel you are a more effective administrator as a result of having a mentor
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and, if so, can you provide some examples of this from your own experiences?

13. What impHcations does mentoring for new administrators have on the overall

effectiveness of a school in terms of:

a) student learning and achievement,

b) parental and community relations, and

c) staff development

d) other

Gender Issues

14. Do you think women face more administrative challenges than their male

counterparts and, if so, what are they?

15. Do you think that women serve as better mentors for female administrators than men

and, if so, why?

16. What advice would you have for a new female administrator?

Creating a Collaborative Culture

17. What strategies do you currently use to create a collaborative climate for your vice-

principal and/or colleagues?

18. What strategies might you consider in the future when working with your new vice-

principal and/or colleagues?

19. How might the Board support mentoring relationships for new administrators?

20. How might the Board promote a collaborative culture at the administrative level

beyond the inductive year?

21. Is there anything else that you would like to expand on further?
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Appendix C

Brock Ethics Approval

Brock University

Senate Research Ethics Board Extensions 33833035, Room SBH 336

DATE:
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Appendix D

Letter of Invitation

April 2003

Dear Principal or Vice-Principal,

We are looking for volunteers to complete a questionnaire about mentoring for new
female administrators. The research project that you are invited to participate in is

entitled, "Female Administrators and the Mentors Who Give Them Full Support."

Stephany Balogh, a graduate student at Brock University, is conducting the study under

the advisement of Dr. Joe Engemann. Although the study has a gender focus, the main
area of research is on mentoring and the perceived benefits for new administrators.

If you are willing to participate in the study, please reply by April 28, 2003, at

balogh@on.aibn.com Attached to this invitation to participate is the informed consent

information. If you agree to participate in this study, it is implied that you have read the

information, have accepted the terms, and give the researcher permission to use the data

collected. Please be assured that the specific identity of the three Boards involved in this

study and the identity of the participants will not be disclosed. Also, please note that the

research proposal for this study has gone through your Board's approval process, as well

as Brock University's Research Ethics Board.

Upon agreeing to participate, a questionnaire will be sent to you via email, which should

take approximately 15 minutes to complete on-line. When you have completed the

questionnaire, please return it to the researcher via email. All questionnaires would be
greatly appreciated by May 12, 2003.

Subsequently, only those who are interested in volunteering to participate in an interview

will be contacted again in the future.

For more information, please contact:

Stephany Balogh Dr. Joe Engemann
Elementary Teacher Faculty of Education

Brock University

Your involvement and feedback are important and I thank you in advance for your time.

Sincerely,

Stephany Balogh
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Appendix E

Letter of Information

April 28, 2003

Dear Participant,

Thank you for your participation! Your involvement and feedback are greatly appreciated

and will help to further our understanding about the perceived benefits of having a

mentor for new female administrators. The questionnaire is divided into four sections and

includes the following subheadings: demographic information, the mentoring experience,

administrative challenges, and the perceived benefits of mentoring.

The study in which you are being asked to participate will involve female principals and

vice-principals in your district school Board, as well as, two other district school Boards.

Results from this study will be used to enhance our understanding of administrative

mentoring in a Canadian context. Further dissemination will occur in academic journals

and conference presentations; however, the specific identity of the Boards and the

participants will not be disclosed. Please note that the questionnaires will be destroyed

following completion of the study.

Participation in this study is voluntary and individuals may decline answering any

question(s) within the questionnaire that they find invasive, offensive, or inappropriate.

Participants may withdraw from the study at any stage in the process. Only those who are

interested in volunteering to participate in an interview will be contacted in the future.

Any subsequent interviews will be recorded for research purposes and all original

audiotapes will be destroyed following completion of the study.

All questionnaires would be appreciated by May 12, 2003. An executive summary of

the results will be available upon completion of the study. Should you have any further

questions, please contact Stephany Balogh at balogh@on.aibn.com, or by phone at

(905) 304-8214. Additionally, you may also contact Dr. Joe Engemann at 905-688-5550

extension 3943.

Thank you for your interest and involvement in this study.

Sincerely,

Stephany Balogh
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Appendix F

Informed Consent Form

Brock University, Faculty of Education

Informed Consent Form - Participants

Title of Study:

Female Administrators and the Mentors Who Give them Full Support

Principal Researcher: Stephany Balogh

Interviev«'er: Stephany Balogh

• I have been given and have read the Letter of Introduction provided to me by

the interviewer conducting the research. The purpose of the study is to explore the

perceived benefits of mentoring for new female administrators

• I understand that this study in which I have agreed to participate will involve

my participation in completing a questionnaire that will take approximately 15 minutes.

Subsequently, if I am interested I may volunteer to participate in an interview. If I am
selected the interview will take approximately one hour.

• I understand that no harm or risk is anticipated through my involvement.

• I understand that my participation in this study is voluntary and that I may
withdraw from the study at any time and for any reason without penalty.

• I understand that there is no obligation to answer any question that I feel is

invasive, offensive, or inappropriate.

• I understand that there will be no payment for my participation.

• I understand that the researcher may need to contact me for clarification or may
request to re-interview me.

• I understand that all personal information will be kept strictly confidential and

that all information will be coded so that neither the Board's name, nor my name can be

associated with my answers.

• I understand that only the Principal Researcher named above will have access to

the data, and that information seen by the faculty advisor will not include my name.

• I understand that the results of this study will be distributed in academic journal

articles and conference presentations and a summary of the results will be made available

to the Board and participants.
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Appendix G

Feedback/Thank You Letter

May 2003

Dear Participant,

Thank you for your participation in the research project, Female Administrators and the

Mentors Who Give Them Full Support . The purpose of this study was to explore

mentoring for new female administrators in a Canadian context.

Your participation has been essential to our understanding about the perceived benefits of

mentoring for newly appointed administrators, specifically female vice-principals. It was

the intention of this study to demonstrate that the introduction of a mentor into a new

vice-principal's life can have a measurable positive influence. The enhancement of a new
vice-principal's professional development with the support of an experienced principal,

presents new approaches for how others can be instrumental in facilitating learning

opportunities. Further, implications may emerge for how professional success can impact

the overall effectiveness of the school.

Feedback about the use of the data collected will be available upon completion. If you are

interested in the feedback, or have any concerns or questions about this research project,

please do not hesitate to contact me by e-mail at balogh@on.aibn.com, or by phone at

(905) 304-8214. Additionally, you may also contact Dr. Joe Engemann at 905-688-5550

extension 3943. Only those who are interested in volunteering to participate in an

interview, and are randomly selected, will be contacted in the future.

Thank you againforyour participation !

Sincerely,

Stephany Balogh
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Appendix H

Interview Invitation

June 5, 2003

Dear Participant,

Thank you again for your participation thus far in the research project. Female
Administrators and the Mentors Who Give Them Full Support . In your questionnaire you

indicated an interest in participating in an interview. If you are still interested this would
give us the opportunity to discuss in more detail some of your questionnaire responses in

order to provide me with further insight into the subject of mentoring.

The interview will take less than one hour and will be arranged at a time and location that

is convenient for you. As the end to the school year is approaching, I would like to

schedule the interviews between June 10 and June 17, if possible. If for any reason you
have changed your mind about participating further, please let me know and you will not

be contacted again in the future.

I am also sending you a copy of the questions that I would like to ask you during the

interview in order to give you a chance to think about your responses ahead of time. If

you have any questions or comments about the interview questions, please feel free to

contact me before the interview date.

Please choose two dates and times that suit you and I will try to accommodate one of
them as much as possible. Since I'm currently on leave, I am available during the

school day to see you, as well as after school hours. Please keep in mind that in the best

interest ofthe interview process, it is ideal to choose a time and location where we will

not be interrupted.

Thank you again foryourparticipation !

Sincerely,

Stephany Balogh
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