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Abstract 
Article 

Info 

School administrators are expected to undertake a variety of 

roles and responsibilities with regard to facilitating the 

ongoing professional development of teachers in their schools. 

Administering formal or informal mentoring initiatives is a 

typical strategy employed for supporting early career teachers 

[ECTs] as they adjust to school culture, contexts, and 

individual responsibilities. Implementation of mentoring 

programs happens within a dynamic contextual landscape that 

both influences the development of educational and 

professional expectations for instruction and professional 

learning and shapes the school’s culture. In this article, 

drawing on the international multi-factor systematic review of 

research literature, we sought to establish how contextual 

factors, such as culture, political systems, social practices and 

organizational structures, influence the early career teaching 

and describe the implications of these contextual factors for 
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school leaders’ involvement in and administration of 

mentoring programs. After a brief description of theoretical 

framing and our systematic review method and sampling 

procedures, we synthesize the findings from the extant 

literature on each of the contextual factors and discuss their 

influence on school leaders’ involvement in mentoring. 

Finally, we discuss the complexity of contexts and practices in 

mentoring ECTs and conclude with the implications for policy, 

practice, and future research. 
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Introduction 

Among a myriad of professional tasks, school leaders are 

responsible for teacher development and support in their schools. 

This responsibility includes induction, mentoring, and early career 

teachers’ [ECTs] personal and professional development. Teacher 

induction programs aim to help, guide, and support ECTs through 

challenges and stresses of first years of teaching and provides them 

with the necessary skills and knowledge to be successful in the 

profession (Ingersoll & Strong, 2011; Wang, Odell, & Schwille, 2008). 

Mentoring (whether a part of induction or a standalone program) 

typically includes pairing of ECTs with more experienced colleagues 

to provide coaching, guidance, advocacy, counselling, help, 

protection, feedback, and information critical for ECTs’ success, 

professional development, and retention (Hobson & Malderez, 2013; 

Waterman & He, 2011; Wong, 2004). While various benefits of ECT 

mentoring have been described at length in the literature (Hobson, 

Ashby, Malderez, & Tomlinson, 2009), the benefits are not without 
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limitations, including: inappropriate mentor-mentee matches, lack of 

mentor training, evaluative stance or “judgementoring,” and personal 

factors (i.e., personality tensions, stress, and burnout) that may lead 

to failed mentoring efforts (Hobson, 2016; Johnson & Kardos, 2005; 

Towers, 2012). Overall, mentoring success depends on interpersonal 

interactions and the social context within which it operates (Du & 

Wang, 2017).  

How ECTs socialize and acclimate into the school culture rests 

within the scope of the principals’ role as they publicly establish the 

vision, mission, and goals of the school (Delp, 2014). A school 

administrator’s leadership is critical in directly supporting ECTs and 

in creating a structure supportive of the induction and mentoring 

processes. Moir and colleagues (2009) claimed that principal 

engagement is critical for induction and mentoring supports because 

effectiveness of those programs depends on a school’s context and 

their alignment with vision, instructional focus, and priorities set by 

the principal. Moreover, scholars have argued that administrators’ 

commitments to mentoring programs for new teachers either 

supports and promotes the retention of novice teachers or 

undermines the success of induction and leads to teacher attrition 

(Bleach, 1998; Jones, 2002; Turner, 1994; Wechsler, Caspary, & 

Humphrey, 2008). To this end, school administrators need to be 

informed about the needs of novice teachers and various supportive 

structures and programs available to them (Rhodes, Nevill, & Allen, 

2005). However, because ECTs’ work is situated in a dynamic 

contextual landscape that both influences their development and 

practice and dictates professional expectations for instruction and 

professional learning, we also argue that school principals need to 

understand the contextual factors that affect the experiences and 

needs of ECTs. 
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Our extensive international systematic review explored the 

implementation of induction programs within widely different 

contexts and to identify how successful induction programs have 

responded to the contextual challenges affecting ECTs worldwide 

(Kutsyuruba, Walker, & Godden, 2019). In this article, we seek to 

establish how culture, political systems, social practices and 

organizational structures influence early career teaching and describe 

the implications of contextual factors for school leaders’ involvement 

in and administration of mentoring programs. In particular, we 

present: a) an overview of the contextual factors (social, political, 

cultural, organizational, and personal) that influence the mentoring 

and professional practices of ECTs; and b) a description of potential 

influence of these contextual factors on the school administrators 

roles as they seek to create and implement effective mentoring 

supports for the ECTs in their schools. Following our brief 

description of the systematic review method and sampling 

procedures, c) we synthesize the findings from the extant literature 

on each of the contextual factors and discuss their influence on school 

leaders’ involvement in mentoring. Finally, d) we offer a heuristic 

model as a visual representation of the complexity of contexts and 

practices in mentoring ECTs and conclude with the implications for 

policy, practice, and future research. 

Systematic Review Approach and Methodology 

Our original systematic review (Kutsyuruba et al., 2019) was 

undertaken using the EPPI-Reviewer software (EPPI Centre, Institute 

of Education, London) to analyze and interrogate international 

(English language) empirical research entries which were defined by 

terms of reference and the original research questions. We sought to 
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find out: a) geographic representation in the research on formal or 

programmatic support of ECTs; b) international research evidence on 

contextual factors that affect experiences of ECTs; and c) 

programmatic responses to the various contextual factors that affect 

ECTs.  

Our conclusion from this initial systematic review was that the 

contextual factors were anchored in the various societal (e.g., cultural, 

economic, social, and political), organizational, and personal forces 

that influence the professional practices of teachers at the early stages 

of their career. We deemed this to be a significant finding. 

Subsequently, this article extends that work to examine the contextual 

factors more closely in relationship to the leaders’ roles.  

Theoretical Framing 

Based on the key findings from the systematic review 

(Kutsyuruba et al., 2019), and using Bronfenbrenner’s (1994) 

ecological systems theory, we mapped out the complex and multi-

layered contextual factors identified in our systematic review and 

used these as a framework to examine both their influence upon 

mentoring for early career teachers and their influence upon school 

administrators responsible for overseeing such mentoring and 

support activities. When employed in this framework, 

Bronfenbrenner’s theory directs attention toward the interaction 

between the personal/individual, the social, political and cultural, the 

organizational contextual and environmental variances and nuances, 

and the potential sources of influence and impact upon induction and 

mentorship programing (see Figure 1). 
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Within our framework, ECT’s personal factors are situated at 

the core; being both distinctive, and dependent on, and shaped by, 

organizational, social, political, and cultural contextual factors. 

Personal factors comprise the social identity of an individual ECT. 

The beginning teacher’s personal factors were constantly shaped by 

both the individual environment and by encounters with other 

individuals situated within the immediate microsystem environment. 

The microsystem consisted of interpersonal features at the school 

organizational level. These factors included the school culture, and 

the ethical values and practices that were embedded into that culture. 

In addition, they included individual groups of factors relating to the 

entire school staff, who were unique to that school. Mezosystem 

refers to the school administration and their management of duties 

and responsibilities towards ECT support. Exosystem refers to 

organizational or institutional factors at school district level that 

shape or structure the environment within which the ECT’s 

experiences of mentoring occur. These factors include the policies, 

procedures, community relationships, organizational structure, and 

overarching institutional culture of the school district. Macrosystem 

includes federal/national/provincial and state politics and initiatives, 

national ideologies and identities, and demographical diversity, 

including religion, ethnicity, and socioeconomic status. The 

overarching purpose of this study was to use Bronfenbrenner’s work 

to establish how culture, political systems, social practices and 

organizational structures influence early career teaching and describe 

the implications of contextual factors for school leaders’ involvement 

in and administration of mentoring programs. 
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Figure 1.  

Theoretical Framework of Ecological Levels and Contextual Factors 

 

Data Collection and Analysis 

Whereas a full description of our original systematic review 

methodology, including inclusion criteria, has been detailed 

elsewhere (Kutsyuruba, Walker, & Godden, 2017; Kutsyuruba et al., 

2019), we briefly describe the key research phases here together with 

the additional steps taken for this study. The search strategy for the 

original systematic review involved rigorous electronic and hand 

searching of key electronic databases and relevant journals, for which 
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titles and abstracts were screened for relevance to the research 

questions, as defined by our inclusion criteria. Databases we searched 

included ERIC, Academic Search Complete, ProQuest, and Education 

Source. Search terms included: beginning teachers, new teacher 

support, beginning teacher support, teacher retention, new teacher 

retention, beginning teacher retention, teacher attrition, teacher 

mentoring, mentoring new teachers, mentoring beginning teachers, 

teacher mentorship, teacher induction, new teacher induction, 

beginning teacher induction, new teacher transition, beginning 

teacher transitions, new teacher development, beginning teacher 

development, new teacher support, beginning teacher support, NQT, 

NQT “and” development, NQT “and” support, NQT “and” 

induction, NQT “and” mentorship, NQT “and” retention, NQT “and” 

attrition, early career teachers, early career teacher mentorship, early 

career teacher induction, early career teacher retention, early career 

teacher support, and early career teacher development. After three 

phases of rigorous screening of the entries against the inclusion 

criteria and removal of duplicates and unobtainable files, the initial 

electronic and hand database search result of 16,503 sources yielded a 

final sample of 113 entries. These were studies key-worded as 

focusing on social, cultural, political, and organizational contexts, 

with a population focus of compulsory education in the K-12 sector 

(students aged four to twelve) and featuring induction and 

mentorship programs for ECTs. Geographically, our final sample 

included studies from the Unites States (64), the United Kingdom 

(15), Canada (12), Europe (8), Australia and New Zealand (6), the 

Middle East (6), combined nations (more than one nation examined 

in one study) (2), and the Far East (1). Each entry in the final sample 

underwent data extraction by a member of our research team, 

including an assessment of the weight of evidence. Where there were 
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discrepancies in coding of the full-text articles, the research team 

discussed these until a full agreement regarding the key issues and 

themes was achieved before the studies were analyzed in-depth.  

For the purposes of this article, we re-analyzed the 113 entries to 

explore the interaction between the personal/individual, the social, 

political and cultural, the organizational contextual and 

environmental variances and nuances, and the potential sources of 

influence and impact upon induction and mentorship programing 

applying the heuristic figure shown in figure 1 in a deductive process 

(Patton, 2002). The findings from 113 articles were organized into five 

contextual factors. The data were then inductively analyzed as we 

sought to establish the influence upon school administrators.  

Systematic Review Findings 

The systematic review findings from our analysis revealed the 

following categories of contextual factors in mentoring of early career 

teaching: a) social; b) political; c) cultural; d) personal/individual; and, d) 

organizational. Upon summarizing review findings on how each of the 

types of contextual factors affects early career teaching, we discuss 

how they can also influence school leaders’ involvement in mentoring 

of beginning teachers.   

Contextual Factors 

Social context. Social contextual factors referred to the 

immediate physical and social setting in which people live or in 

which something happens or develops. It included the interpersonal 

interactions, social institutions, and people’s behaviour and relations 

within broader society, communities of people, or other social 

structures. Research studies showed that ECTs valued professional 
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and social peer relationships and supports. Professionally, formal and 

informal mentoring relationships facilitated mutual sharing of ideas 

(Evans-Andris, Kyle, & Carini, 2006) and offered “just-in-time” 

assistance to beginning teachers (Davis & Higdon, 2008). Mentoring 

was seen as a social support, with mentors being role-models both as 

a teacher and staff member, and generally assisting novices to 

navigate the school within and beyond the school (Achinstein, 2006; 

Burris, Kitchel, Greiman, & Torres, 2006; Fletcher & Barrett, 2004; 

Friedrichsen, Chval, & Teuscher, 2007; Nasser-Abu Alhija & Fresko, 

2010; Tillman, 2005). Emotional supports were cited by ECTs as an 

important factor in helping them through tough times in the new role 

(Clark & Byrnes, 2012; Dempsey & Christenson-Foggett, 2011; Fox, 

Deaney, & Wilson, 2010; Friedrichsen et al., 2007; Gellert & Gonzalez, 

2011). ECTs that did not have formal mentors emphasized powerful 

feelings of isolation (Brindley & Parker, 2010; Cherubini, Kitchen, & 

Hodson, 2008). Furthermore, ECTs identified community members 

(Brindley & Parker, 2010), including parents of their students (Castro, 

Kelly, & Shih, 2010; Perry & Hayes, 2011) as important non-

professional social relations.  

Political context. Political context in a broader sense referred to 

the arenas where policymaking in various civil, national, and public 

environments led to action. These factors included such organizing 

aspects as structure, order, and behaviour at the government and 

local levels, the power distribution of power, the range and interests 

of involved organizations, and the formal and informal rules that 

govern the interactions among different stakeholders. Because many 

mentoring programs and their elements were the result of 

governmental mandates and policies at the national/federal 

(Anthony, Haigh, & Kane, 2011; Fresko & Nasser-Abu Alhija, 2009; 

Parkinson & Pritchard, 2005) or state/provincial levels (Cherubini, 
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2009; Youngs, Holdgreve-Resendez, & Qian, 2011), ECTs’ mentoring 

supports depended on parameters, guidelines, and constraints set by 

those programs. Mentoring of ECTs was also found framed by school 

district organization of programmatic supports in the forms of hiring 

and assigning instructional facilitators as full-time mentors (Kamman 

& Long, 2010), district evaluations conducted by superintendents 

(Chatlain & Noonan, 2005), and district administrators working 

directly with mentors (Achinstein, 2006). At the school level, ECTs 

were affected by micropolitics related to accessing resources 

(Anthony et al., 2011), political agendas of administration (Grudnoff, 

2012), policy limitations (Sabar, 2004; Youngs, 2007), workload and 

relationships issues (Sabar, 2004), and social justice issues (Yendol-

Hoppey, Jacobs, & Dana, 2009). 

Cultural context. In a broader sense, cultural contextual factors 

referred to the eclectic environment wherein humans learn to 

organise their thoughts, emotions, and behaviors based on shared 

norms, beliefs, values, customs, and traditions that are common to a 

group of people. Culture as a way of life is defined by race, gender, 

ethnicity, age, and other broad geographical and demographical 

contributing factors. Cultural contexts can also be constrained to 

institutional and organizational frameworks within which 

individuals’ social interactions occur. It was found to be important 

for ECTs to consider the cultural diversity and demographics of their 

students (Hagger, Mutton, & Burn, 2011; Hall & Cajkler, 2008); 

whereas mentors helped them to work effectively with students from 

diverse backgrounds (Fletcher & Barrett, 2004). In terms of 

institutional culture, lack of alignment or mismatch was found 

between the philosophy held by the ECTs and the school culture 

where they taught (Fantilli & McDougall, 2009; Fenwick, 2011). 

Mentor were found instrumental in helping protégés with their 
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socialization into school cultures (Achinstein & Davis, 2014; Harrison, 

Dymoke, & Pell, 2006). Research studies highlighted the need for the 

culture of mentorship and the key role of mentors in creating such 

culture for ECTs at the institutional level (Achinstein & Davis, 2014; 

Kapadia, Coca, & Easton, 2007). A significant positive correlation was 

found between school climate and teacher's retention decision, 

suggesting that the improvement of working conditions, a 

component of school climate, positively affected teachers’ 

predisposition to plan to remain in the school (Wynn, Carboni, & 

Patall, 2007). 

Personal/individual context. Personal/individual contextual 

factors referred to issues that matter and were unique to individuals 

based on their circumstances, interests, characteristics, and 

experiences. ECTs’ sense of personal efficacy, prior background, and 

mentorship experience were pivotal in their professional growth and 

development. Studies found that personal efficacy, confidence, and 

competence of novice teachers increased when mentors and 

experienced colleagues validated and respected their decisions 

(Cherubini, 2009; Lambeth & Lashley, 2012). Taking initiative, 

developing autonomy, and using creativity were highly beneficial for 

the success of ECTs (Gehrke & McCoy, 2007; Haggarty, Postlethwaite, 

Diment, & Ellins, 2011). Emotional intelligence among novice 

teachers, as manifested through self-reflection, reading of others, and 

recognition and management of stress, stemmed from mentoring 

relationships (Achinstein, 2006; Irinaga-Bistolas, Schalock, Marvin, & 

Beck, 2007) and professional development opportunities in schools 

(Angelides & Mylordou, 2011; Forbes, 2004; Irinaga-Bistolas et al., 

2007; Rhodes et al., 2005). Furthermore, ECTs’ personal experiences 

were impacted by the quality and structure of mentorship (Birkeland 

& Feiman-Nemser, 2009; Forbes, 2004; Griffiths, 2011; Nasser-Abu 
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Alhija & Fresko, 2010), the type of support provided to them (Abu 

Rass, 2010; Anderson & Olsen, 2006; Gardiner, 2011), and the levels of 

mentors’ preparation (Gardiner, 2012). 

Organizational context. Organizational context referred to the 

dimensions represented in and shaped by the structure, size, 

functions, and nature of organization within which a group of people 

works together to achieve specific goals. Organizational context 

encompassed the operating environment determined by the internal 

characteristics of the organization and external orientations of the 

organization. Early career teaching experiences were affected by the 

structure of induction programs, which predominantly consisted of 

multiple elements (Glazerman et al., 2008), of which mentoring is 

usually the most common included component (Ingersoll & Strong, 

2011). Implicitly and explicitly discussed was that the success of the 

mentoring relationship was driven by how involved, reliable, and 

accessible the mentor was to the new teacher (Catapano & Huisman, 

2013; Gardiner, 2011) and how well the program elements were 

matched to ECTs’ needs (Irinaga-Bistolas et al., 2007; Unruh & Holt, 

2010). Finally, the success of program and mentoring elements were 

all contingent upon being situated within a supportive community 

that welcomed ECTs and related to the way program established the 

sense of belonging, offered sufficient time to focus on their needs, and 

to the longevity of the support (Birkeland & Feiman-Nemser, 2009; 

Fantilli & McDougall, 2009; Forbes, 2004).  

Discussion: School Administrator Role in Supporting Mentoring of 

ECTs 

Implicitly and explicitly, the preponderance of literature 

examined indicated that school leaders had an overall responsibility 
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for teacher development and support in their schools. As school 

administrators implement mentoring programs for ECTs, their efforts 

are affected by the dynamics of the contextual factors that both 

shapes their school’s culture and influence the development of 

educators and the professional expectations for instruction and 

professional learning. We have divided the findings regarding the 

school administrators’ role into the following sections: provision of 

mentoring support; administrators’ impacts on the outcome of 

mentoring; and importance of leader’s commitment to mentoring. 

Throughout these sections, we discuss the relevance and potential 

impact of the five contextual factors upon school leaders’ 

responsibilities. 

Provision of Mentoring Supports 

Literature revealed that principals played an important role in 

the responsibility for supporting ECTs through the set-up of 

mentoring structures and organizing supports and venues through 

mentoring program.  

Structures for mentoring. Assignment of mentors to beginning 

teachers was the most widely detailed aspect of school 

administrator’s role in teacher induction and mentoring processes 

(Abu Rass, 2010; Bianchini & Brenner, 2009; Bianchini & Cavazos, 

2007; Bickmore, Bickmore, & Hart, 2005; Fantilli & McDougall, 2009). 

One study suggested benefits for ECTs when administrators played a 

more active role in selecting a pool of qualified mentors, providing 

ECTs with choices in who to work with (Fantilli & McDougall, 2009). 

Bickmore et al. (2005) found that matching mentors and mentees in 

the same content area was beneficial. Others recommended that 

mentors and mentees be matched based on close proximity, similar 

teaching assignments, opportunities for common meeting times, and 
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a match in gender, age, teaching philosophies, and complimentary 

personality types (Abu Rass, 2010). The social contextual factor of peer 

relationships was a crucial source of professional, social, and 

emotional peer support. Through professional peer support, ECTs are 

able to receive the maximum benefit through mentoring, however, 

sufficient time for this must be provided by the school leader. 

Time for mentoring. Many factors that support ECTs’ positive 

development have implications for school leaders in how they 

allocate sufficient time for effective mentoring of ECTs (Sabar, 2004). 

In an exploration of the school contexts and professional roles of 

ECTs of Mexican descent (Achinstein & Ogawa, 2011), authors 

revealed that the personal and individual contextual factors of novice 

teachers’ commitments were “inspired by teachers who served as role 

models and motivated them to do the same for their students” (p. 

2536). All of these mentoring selection strategies have time 

considerations for school leaders if they are to be managed 

effectively. Other time-taking responsibilities for school leaders 

included bi-monthly and monthly meetings with ECTs and mentors, 

and regular professional development for ECTs and the entire school 

staff (Bickmore et al., 2005).  

A key responsibility included the provision of shared in-school 

planning time for ECTs and their mentors, including scheduled 

planning days for ECTs to observe peers, attend workshops, develop 

units and lessons, and experiment with new software or other 

technology (Clausen, 2007). This speaks to the benefits of cultural 

contextual factors of socialization for ECTs. For example, researchers 

noted that collaborative, collegial and supportive ways of working in 

groups with experienced teachers may compensate to some extent for 

any lack of formal mentoring (Harrison et al., 2006). A New Zealand 
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study highlighted the value of a culture of socialization and 

collegiality, whereas ECTs “appreciated ‘knowing that they were not 

alone’ in terms of receiving professional support and talked about the 

value of working in a school that ‘shares information, resources and 

ideas’ and where other teachers ‘talk openly about their teaching and 

what is going on in their programmes’”(Grudnoff, 2012, p. 479). 

Cultural socialization for ECTs is easier to achieve if a culture of 

mentorship is apparent in a school.  

Organizational contextual factors such as the school leaders’ 

attendance at their own designated orientation (Glazerman et al., 

2008) added additional time implications for school leaders, not only 

through their required attendance, but in the implementation of their 

subsequent responsibilities to providing support for ECTs. These 

events provided school leaders with valuable information to support 

ECTs’ participation in mentoring and corresponding involvement of 

mentors they might assign. The orientation events also provided 

overviews of ECTs’ needs for support and development, and were 

aimed at helping school leaders to minimize conflicts that could 

impede efforts to schedule time with beginning teachers. In rare 

instances of personal and individual contextual factors, the school 

administrator used their own personal time to provide direct 

mentoring to the beginning teacher. For example, Tillman (2005, p. 

264) found that one "teacher’s indecisiveness provided an 

opportunity for the principal to personally mentor her by 

encouraging her, implementing support structures, and reducing the 

isolation she felt." 

Resources for mentoring. The implications for school leaders 

falling at organizational contextual level included providing a culture 

of socialization and collegiality where ECTs can benefit from the 
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sharing of “information, resources and ideas” (Grudnoff, 2012, p. 

479). In some cases, studies mentioned a lack of resources and 

supplies in school (Bang & Luft, 2013) and differential access to 

resources by beginning teachers in multiple-teacher programs as 

opposed to single-teacher programs (Burris & Keller, 2008). In such 

instances, ECTs are supported when school leaders are able to 

address the issue and secure what is needed by the ECT in the form 

of supplies or resources (Castro et al., 2010). If the school 

administration did not provide or promised to and not provided 

resources, ECTs went higher up the chain of command. For instance, 

after researching the legal issues associated with special education 

and presenting her findings to the school level administration, one 

ECT was able to secure support from two additional teacher aids to 

assist her at various times during the day (Castro et al., 2010). ECTs 

often had to negotiate complex organizational contexts beyond the 

classroom level that included considerable variability in access to 

resources appropriate to the needs of individual teachers (Anthony et 

al., 2011). Helping ECTs navigate the political contextual factors and 

ensuring adequate district funding for facilities and resources needed 

for them to effectively do their job was deemed an essential positive 

role for school leaders (Wynn et al., 2007). 

Places and spaces for mentoring. School leadership was deemed 

important for supporting ECTs in both the broader geographical 

location or place of schools, and spaces within schools. For example, 

early career special educators within rural schools’ settings stressed 

the importance of collegial support from school leaders and 

colleagues who were “available to answer questions and acculturate 

them into the culture, community and procedures of the school” 

(Irinaga-Bistolas et al., 2007, p. 21). Similarly, Kono (2012) argued that 

school administrators can create meaningful teacher mentoring 
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programs that incorporate diverse and unique features to help new 

teachers adjust to their new rural schools. Such political contextual 

factors as district size, policies, and funding either promoted or 

hindered the effectiveness of mentoring for ECTs at the district level. 

A small district size can be perceived by ECTs as friendly, 

engendering the sense of community, being conducive to curricular 

freedom and tight-knit professional network, whereas the large 

district could potentially lead novices to “get lost and swallowed up” 

(Anderson & Olsen, 2006, p. 367). In understanding the place within 

which mentoring programs are implemented, school leaders can 

adapt features accordingly to support the place-based needs of ECTs. 

Buckley, Schneider, and Shang (2004) highlighted the value of 

the physical spaces within schools for ECTs, suggesting benefits of 

facility improvement for teacher retention were equal or above pay 

increase value while also being cost-effective over the long term. 

More specifically, culturally contextual actions undertaken by school 

leaders perceived as helpful by ECTs encompassed a warm welcome 

and orientation to the school (Sabar, 2004), encouragement (Abbott, 

Moran, & Clarke, 2009; Kapadia et al., 2007), informal interactions 

and formal meetings with principals (Chatlain & Noonan, 2005), and 

instructional support through mentoring (Achinstein & Barrett, 2004; 

Cherubini, 2007). Attention to the cultural contextual factors allowed 

school leaders to create positive spaces for addressing and embracing 

cultural diversity in their schools. In a study in England, teachers 

admitted not anticipating the importance of understanding of 

students’ family, cultural backgrounds and being taken aback at the 

extent of their experienced colleagues’ knowledge of individual 

students (Hagger et al., 2011). Implications for school leaders working 

with Indigenous ECTs’ are situated at the political contextual level in 

regard to providing a space for Indigenous ECTs to self-identify as 
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Indigenous peoples first, and then as new Indigenous teachers. 

Researchers confirmed that ECTs need spaces to establish their own 

identity as Indigenous teacher they seek in turn to better cultivate 

their students’ identity formation as Indigenous peoples (Cherubini, 

Niemczyk, Hodson, & McGean, 2010). Furthermore, ECTs working 

with students with English as an additional language, highlighted the 

role played by students themselves in helping ECTs to overcome the 

challenges of teaching in culturally diverse environment (Hall & 

Cajkler, 2008). Challenges faced by ECTs in learning about different 

languages and cultures, especially among monolingual new teachers, 

predicting the country of origin and native language of the ELL 

student; feeling ill-prepared to teach ELL students; requiring more 

background knowledge on European (Portuguese and Polish), Asian, 

and African languages (Somali, Shona) all spoke to important roles 

for school leaders in creating mentoring spaces within their schools, 

through allocation and employment of suitable resources (such as 

students in their schools) where ECTs are supported. Subsequently, 

such challenging environments did not present overwhelmingly 

difficult problems for ECTs when they had received adequate 

support from school leaders and mentors as they worked through 

these issues (Gaikhorst, Beishuizen, Korstjens, & Volman, 2014, p. 31). 

Administrator’s Impact on the Outcome of Mentoring 

Several of the reviewed studies provided empirical data on the 

direct and indirect impact of school leaders engagement on the 

effective outcomes of mentoring programs and ultimately, teacher 

retention and development.  

Impact of school leaders on mentoring. Glazerman et al. (2008) 

observed variation in the level of school leader support, ranging from 

extremely supportive and actively encouraging teachers to make the 
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most of the mentoring opportunities, to school leaders who actively 

resisted participation and would not permit teachers to be released 

for program activities. School leaders’ support was one of the two 

most frequently described social and personal contextual sources of 

support (Friedrichsen et al., 2007) where ECTs sought out school 

leaders to help resolve conflicts with individual students and/or 

parents. In these instances, ECTs viewed school leaders as problem 

solvers rather than curriculum consultants or mentoring managers. 

Main (2008) found that ECTs who believed school leaders and other 

teachers were using supportive and accountable organizational and 

structural contextual mechanisms aimed at improving the ECTs’ 

capacity to teach were more likely to report the mechanisms as useful 

and pedagogically oriented. ECTs also reported personal and individual 

contextual outcomes of higher self-efficacy and satisfaction with 

mentoring.  

Kapadia et al. (2007, p. 30) reported three supports that had the 

greatest influence on new elementary school teachers and made them 

more likely to report a good teaching experience and intention to 

remain in the same school: “encouragement and assistance from their 

principal, regularly scheduled opportunities to collaborate with peers 

in the same field, and participation in a network of teachers.” 

Principals were seen as being responsible for the social context factor 

of clear communication regarding various expectations for ECTs 

(Greiman, Walker, & Birkenholz, 2005). However, the onus to be 

informed and up-to-date about ECTs’ development was not solely the 

responsibility of school leaders. Achinstein (2006) highlighted the 

importance for ECTs to also understand their school’s organizational 

and political contexts and be aware of the overall role of school 

leadership for overall teacher development, as well as their position 

in relation to ECTs’ support within the broader context of schooling. 
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The school leaders’ role in the pairing of a mentors and ECTs 

were important. When mentors and ECTs pairing was not optimised, 

this contributed to challenging and difficult experiences for the ECTs 

in their beginning days of teaching, to the extent that the ECTs 

actively sought teaching positions outside of their school districts and 

eventually accepted positions other school districts (Youngs, 2007). 

School leaders need to be mindful of variations in district policy 

related to mentor selection and assignment, together with their and 

other educators' understandings of mentoring support. 

Cherubini (2009) found that intentional culturally contextual 

directedness of school leaders’ partiality for mentoring and 

sustaining school cultures, affected the meanings attributed to 

programs by ECTs (Cherubini, 2009). Similarly, determining the 

relationship between the presence of school leader-facilitated support 

for mentoring and perceived helpfulness of mentoring suggested that 

ECTs perceive their experiences with mentors as more likely to occur 

and more helpful when leadership support is built into the mentoring 

program (Clark & Byrnes, 2012). Another finding from this study 

suggested that if a school leader needs to choose between different 

forms of support (i.e., common planning time and release time for 

observation), common planning time was the more important school 

leader-facilitated type of mentoring support to provide. 

Outcomes of school leaders’ role in mentoring. Besides school 

leaders undertaking a social context supportive role, several studies 

highlighted the expectations of school principals to supervise and 

evaluate the work of the ECTs (Abu Rass, 2010; Chatlain & Noonan, 

2005). Related to the school leaders’ evaluative role was the duty to 

maintain confidentiality. For example, in a study of two US-based 

programs, mentors were strongly cautioned against sharing specific 
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information with school leaders that could affect the ECTs’ job 

evaluations and compromise the confidentiality and openness in the 

mentor/mentee relationship (Glazerman et al., 2008). 

Exploring the personal contextual needs support function of 

school leaders, revealed that ECTs positively viewed school leaders 

as key to meeting their personal needs for respect, belonging, self-

esteem, confidence, and autonomy (Bickmore & Bickmore, 2010). 

Lambeth and Lashley (2012) found that the support of on-site 

administrators could facilitate effective teacher development across a 

school. As a result of this, researchers highlighted progress in the 

development of one novice teacher who "alluded to her tenacity, her 

emerging sense of happiness in her work, and her growth as a 

teacher, which they witnessed" (p. 45). Similarly, Blömeke and Klein 

(2013) examined the effects of school leaders and teacher support on 

teaching quality in Germany and found that ECTs positively rated 

the school leaders’ support and the quality of school management. 

All indicators of teaching quality improved if the teachers perceived 

more autonomy and more frequent appraisal. They concluded that 

principals have a key social and cultural contextual role in providing 

high-quality management through their leadership and ability to 

build a climate of trust if they want to support their ECTs in terms of 

autonomy and appraisal. Overall, these authors argued “principals 

have a crucial role in all respects if the quality of a school’s 

environment is to be improved” (Blömeke & Klein, 2013, p. 1044). 

Cherubini (2009) found that intentional culturally contextual 

directedness of school leaders’ partiality for mentoring and 

sustaining school cultures, affected the meanings attributed to 

programs by ECTs (Cherubini, 2009). Similarly, determining the 

relationship between the presence of school leaders’-facilitated 
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support for mentoring and perceived helpfulness of mentoring 

suggested that ECTs perceive their experiences with mentors as more 

likely to occur and more helpful when leadership support is built into 

the mentoring program (Clark & Byrnes, 2012). Another finding from 

this study suggested that if a school leader needs to choose between 

different forms of support (i.e., common planning time and release 

time for observation), common planning time was the more 

important school leader-facilitated type of mentoring support to 

provide. 

Besides school leaders undertaking a social contextually 

supportive role, several studies highlighted the expectations of school 

principals to supervise and evaluate the work of the ECTs (Abu Rass, 

2010; Chatlain & Noonan, 2005). Related to the school leaders’ 

evaluative role was the duty to maintain confidentiality. For example, 

in a study of two US-based programs, mentors were strongly 

cautioned against sharing specific information with school leaders 

that could affect the ECTs’ job evaluations and compromise the 

confidentiality and openness in the mentor/mentee relationship 

(Glazerman et al., 2008). 

Importance of School Leaders’ Commitment to Mentoring  

School leaders’ commitment to and recognition of mentoring 

may positively or negative influence ECTs’ justification of their own 

commitment to and understanding of mentoring (Cherubini, 2009). 

As Birkeland and Feiman-Nemser (2009) noted, the success of school-

based support for ECTs relied on the commitment and investment of 

school leaders who strove to develop supportive professional cultural 

contexts, fostered school-wide understandings that learning to teach 

well takes time, and the entire school shared in the responsibility of  

helping ECTs to succeed. School leaders, through organizational and 
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structural contexts educated the wider stakeholders (including board 

members and parents), about the importance of helping ECTs to 

develop their practice, through prioritizing mentoring in the school 

budget (such as protected time for mentors and ECTs to meet, and 

release time for mentors). Irinaga-Bistolas et al. (2007) described the 

full extent of the time and financial commitment needed by school 

leaders to fully meet the needs of ECTs; including not only time for 

ECTs and their mentors to meet, but also including the time needed 

for observations and attending professional development seminars. 

Furthermore, Wynn et al. (2007, p. 222) highlighted the overall 

importance of effective school leadership, finding that "teachers who 

were more satisfied with the principal leadership in their schools 

were more likely to report planning to stay in the school district and 

at their school site."  

Cherian and Daniel (2008) outlined a number of roles for school 

leaders related to mentoring with the recognition of the entire school 

collective responsibility and commitment to supporting ECTs to 

develop teaching practice. The principal played a vital role in creating 

supports for the successful mentoring process, through a focus on 

organizational and structural contextual facets of mentoring including 

its structure, strategy, environment, implementation, 

experimentation, and adaptation. In addition, school leaders were 

called upon to manage the political contextual issues that affected 

power relationships and status. Finally, although the notion of 

instructional leadership was important to school leaders (Cherian & 

Daniel, 2008), their leadership roles were often reduced to 

management of people, budgets, and behaviour (teachers’ and 

students’). They concluded that school leaders’ role in providing and 

managing effective support for ECTs was imbued with strong 

tensions between personal and individual contexts, organizational and 
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political context tensions, and contradicting institutional objectives 

(Cherian & Daniel, 2008). 

Conclusions and Implications 

The analytical approach undertaken in this article was to revisit 

the original systematic review looking specifically at the role of 

school leaders’ involvement in and administration of mentoring 

programs, with particular focus on how this involvement was 

determined and affected by the five categories of social, cultural, 

political, organizational/structural, and personal/individual. For this 

purpose, we further refined our heuristic to draw attention to how 

school leaders’ responsibilities, impact, and commitment to 

mentoring support of ECTs cuts across the five categories, as shown 

in the highlighted section of Figure 2. As depicted, the school 

administrator’s primary level of influence on ECT mentoring occurs 

at the mezo level through the direct enactment of organizational 

factors embedded in their roles, responsibilities, and mandates for 

professional growth and development of teachers (shown in darker 

shading). In addition, school administrator’s secondary level of 

influence occurs indirectly at the micro level, through their work 

devoted to building up school culture and ensuring supportive 

conditions of work, provision of instructional leadership, and 

involvement with mentorship processes and programs (shown in 

lighter shading). 
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Figure 2.  

A Heuristic Framework of Contextual Factors Influencing School Leaders’ 

Roles in Early Career Teacher Mentoring 

 

In sum, the above heuristic framework represents a 

conceptualization, evident from the extant literature, of the sources 

and levels of influence and relationships between the contextual 

factors and school leaders’ roles in mentoring of ECTs. It can be used 

for a purposeful, intentional recognition of the full richness of formal, 

facilitated, and spontaneous avenues of mentoring programing that 

support early career development of teachers.  

Practically speaking, we see the heuristic as a helpful means for 

the assessment and evaluation of the existing or planned programs. 
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Considering the instrumental role of school administrators in the 

mentoring processes, it may offer an assistive lens to school 

administrators by identifying the areas where ECTs’ needs are being 

or not being met by the programs. The heuristic also provides school 

leaders with a better understanding of the source and type of 

challenges faced by an ECT, so that they can then measure the 

respective alignment or misalignment of the program supports 

necessary to mitigate those challenges. 

We suggest that this heuristic framework is helpful for policy 

makers and educational leaders in the process of designing, 

implementing, and maintaining the mentoring programs. Application 

of the framework allows for the planning, analysis, and evaluation of 

program development and implementation cycle by offering a broad 

picture of the gamut and nature of factors that have an impact on 

effective programming and successful mentoring of ECTs. We 

contend that the policy environment surrounding the mentoring 

processes matters, and that this heuristic brings it into focus by 

examining the increasingly diverse contexts of schooling and the 

ever-increasing policy requirements for an administrator’s role. 

In terms of further research, we encourage colleagues to adopt, 

adapt, and apply this heuristic in their research endeavours. With the 

empirical support for the significance of mentoring within the 

induction programs, we emphasized the need to further explore the 

role of mentoring in mitigating contextual challenges (especially 

through forming effective and long-lasting mentoring relationships). 

While it is evident that school administrators have an important role 

in terms of involvement within mentoring program provision, further 

examination of the specific role of administration in mitigating 

contextual challenges is warranted. Further studies would do well to 
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examine the mechanisms and structures that can help school 

administrators develop trusting and collaborative relationships with 

mentors and beginning teachers. Stemming from this point is the 

need to explore the effect of mentoring and supporting structures 

available for new administrators and the subsequent shaping of their 

role as supportive figures for ECTs in their schools. Finally, we 

highlight the need to take this research further and deeper into 

examining the role of mentoring in developing the wellbeing capacity 

of school administrators who will in turn promote the wellbeing of 

ECTs with whom they work and whom they assist with professional 

growth and development. 
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Blömeke, S., & Klein, P. (2013). When is a school environment 

perceived as supportive by beginning mathematics teachers? 

Effects of leadership, trust, autonomy and appraisal on teaching 

quality. International Journal of Science and Mathematics Education, 

22, 1029-1048.  

Brindley, R., & Parker, A. (2010). Transitioning to the classroom: 

reflections of second-career teachers during the induction year. 

Teachers and Teaching, 16(5), 577-594. 

doi:10.1080/13540602.2010.507967 

Bronfenbrenner, U. (1994). Ecological models of human development. 

In T. Husen & T. N. Postlethwaite (Eds.), International 

Encyclopedia of Education (2nd ed., Vol. 3, pp. 1643– 1647). Oxford, 

England: Pergamon Press. 

Buckley, J., Schneider, M., & Shang, Y. (2004). The effects of school 

facility quality on teacher retention in urban school districts. 

Washington, DC: National Clearinghouse for Educational 

Facilities. 



 

Research in Educational Administration & Leadership 

5 (3), September 2020, 682-720 

 

712 

Burris, S., & Keller, J. (2008). Professional roles and responsibilities: 

Challenges for induction teachers. Journal of Agricultural 

Education, 49(2), 118-129. doi:10.5032/jae.2008.02118 

Burris, S., Kitchel, T., Greiman, B. C., & Torres, R. M. (2006). 

Beginning and mentor agriculture teachers’ perceptions of 

psychosocial assistance, similarities, and satisfaction. Journal of 

Agricultural Education, 47(4). doi:10.5032/jae.2006.04064 

Castro, A. J., Kelly, J., & Shih, M. (2010). Resilience strategies for new 

teachers in high-needs areas. Teaching and Teacher Education, 

26(3), 622-629. doi:10.1016/j.tate.2009.09.010 

Catapano, S., & Huisman, S. (2013). Leadership in hard-to-staff 

schools: novice teachers as mentors. Mentoring & Tutoring: 

Partnership in Learning, 21(3), 258-271. 

doi:10.1080/13611267.2013.827833 

Chatlain, G., & Noonan, B. (2005). Teacher induction in Catholic 

schools. Journal of Catholic Education, 8(4), 499-512.  

Cherian, F., & Daniel, Y. (2008). Principal leadership in new teacher 

induction: Becoming agents of change. International Journal of 

Education Policy and Leadership, 3(2), 1-11.  

Cherubini, L. (2007). Speaking up and speaking freely: Beginning 

teachers’ critical perceptions of their professional induction. The 

Professional Educator, 29(1), 1-12.  

Cherubini, L. (2009). New teachers’ perceptions of induction: Insights 

into principled practices. The Alberta Journal of Educational 

Research, 55(2), 185-198.  

Cherubini, L., Kitchen, J., & Hodson, J. (2008). Aboriginal 

epistemologies and new teacher induction: The context of a bi-

epistemic research endeavour. Brock Education, 18, 79-89.  

Cherubini, L., Niemczyk, E., Hodson, J., & McGean, S. (2010). A 

grounded theory of new Aboriginal teachers' perceptions: the 



Kutsyuruba, Godden & Walker (2020). The Effect of Contextual Factors on School Leaders’ 

Involvement… 

 

 

713 

cultural attributions of Medicine Wheel Teachings. Teachers and 

Teaching, 16(5), 545-557. doi:10.1080/13540602.2010.507965 

Clark, S. K., & Byrnes, D. (2012). Through the eyes of the novice 

teacher: perceptions of mentoring support. Teacher Development, 

16(1), 43-54. doi:10.1080/13664530.2012.666935 

Clausen, J. M. (2007). Beginning teachers’ technology use. Journal of 

Research on Technology in Education, 39(3), 245-261. 

doi:10.1080/15391523.2007.10782482 

Davis, B., & Higdon, K. (2008). The effects of mentoring/induction 

support on beginning teachers’ practices in early elementary 

classrooms (K-3). Journal of Research in Childhood Education, 22(3), 

261-274.  

Delp, S. C. (2014). The high school principals influence on novice 

teacher induction within a distributed leadership framework. 

Journal of School Public Relations, 35, 176-206.  

Dempsey, I., & Christenson-Foggett, J. (2011). External mentoring 

support for early career special education teachers. Australasian 

Journal of Special Education, 35(1), 61-71. doi:10.1375/ajse.35.1.61 

Du, F., & Wang, Q. (2017). New teachers’ perspectives of informal 

mentoring: Quality of mentoring and contributors. Mentoring & 

Tutoring: Partnership in Learning, 25(3), 309-328. 

Evans-Andris, M., Kyle, D. W., & Carini, R. M. (2006). Is mentoring 

enough? An examination of the mentoring relationship in the 

pilot two-year Kentucky teacher internship program. The New 

Educator, 2(4), 289-309. doi:10.1080/15476880600974867 

Fantilli, R. D., & McDougall, D. E. (2009). A study of novice teachers: 

Challenges and supports in the first years. Teaching and Teacher 

Education, 25(6), 814-825. doi:10.1016/j.tate.2009.02.021 



 

Research in Educational Administration & Leadership 

5 (3), September 2020, 682-720 

 

714 

Fenwick, A. (2011). The first three years: experiences of early career 

teachers. Teachers and Teaching, 17(3), 325-343. 

doi:10.1080/13540602.2011.554707 

Fletcher, S. H., & Barrett, A. (2004). Developing effective beginning 

teachers through mentor‐based induction. Mentoring & Tutoring: 

Partnership in Learning, 12(3), 321-333. 

doi:10.1080/030910042000275936 

Forbes, C. T. (2004). Peer mentoring in the development of beginning 

secondary science teachers: three case studies. Mentoring & 

Tutoring: Partnership in Learning, 12(2), 219-239. 

doi:10.1080/1361126042000239956 

Fox, A., Deaney, R., & Wilson, E. (2010). Examining beginning 

teachers' perceptions of workplace support. Journal of Workplace 

Learning, 22(4), 212-227. doi:10.1108/13665621011040671 

Fresko, B., & Nasser-Abu Alhija, F. (2009). When intentions and 

reality clash: Inherent implementation difficulties of an induction 

program for new teachers. Teaching and Teacher Education, 25, 278-

284. doi:10.1016/j.tate.20 

Friedrichsen, P., Chval, K. B., & Teuscher, D. (2007). Strategies and 

sources of support for beginning teachers of science and 

mathematics. School Science and Mathematics, 107(5), 169-181.  

Gaikhorst, L., Beishuizen, J. J., Korstjens, I. M., & Volman, M. L. L. 

(2014). Induction of beginning teachers in urban environments: 

An exploration of the support structure and culture for 

beginning teachers at primary schools needed to improve 

retention of primary school teachers. Teaching and Teacher 

Education, 42, 23-33. doi:10.1016/j.tate.2014.04.006 

Gardiner, W. (2011). New urban teachers experience induction 

coaching: “Moving vision toward reality”. Action in Teacher 

Education, 33(4), 359-373. doi:10.1080/01626620.2011.620525 



Kutsyuruba, Godden & Walker (2020). The Effect of Contextual Factors on School Leaders’ 

Involvement… 

 

 

715 

Gardiner, W. (2012). Coaches' and new urban teachers' perceptions of 

induction coaching: Time, trust, and accelerated learning curves. 

The Teacher Educator, 47(3), 195-215. 

doi:10.1080/08878730.2012.685797 

Gehrke, R. S., & McCoy, K. (2007). Sustaining and retaining beginning 

special educators: It takes a village. Teaching and Teacher 

Education, 23(4), 490-500. doi:10.1016/j.tate.2006.12.001 

Gellert, L. M., & Gonzalez, L. (2011). Teacher collaboration: 

Implications for new mathematics teachers. Current Issues in 

Education, 14(1), 1 - 38.  

Glazerman, S., Dolfin, S., Bleeker, M., Johnson, A., Isenberg, E., Lugo-

Gil, J., . . . Ali, M. (2008). Impacts of comprehensive teacher induction: 

Results from the first year of a randomized controlled study (NCEE 

2009-4034). Washington, DC: U.S. Department of Education. 

Greiman, B. C., Walker, W. D., & Birkenholz, R. J. (2005). Influence of 

the organizational environment on the induction stage of 

teaching. Journal of Agricultural Education, 46(3), 95-106.  

Griffiths, V. (2011). Career changers and fast‐track induction: teacher 

perspectives on their early professional development. Teacher 

Development, 15(1), 19-35. doi:10.1080/13664530.2011.555222 

Grudnoff, L. (2012). All’s well? New Zealand beginning teachers’ 

experience of induction provision in their first six months in 

school. Professional Development in Education, 38(3), 471-485. 

doi:10.1080/19415257.2011.636894 

Haggarty, L., Postlethwaite, K., Diment, K., & Ellins, J. (2011). 

Improving the learning of newly qualified teachers in the 

induction year. British Educational Research Journal, 37(6), 935-954. 

doi:10.1080/01411926.2010.508513 

Hagger, H., Mutton, T., & Burn, K. (2011). Surprising but not 

shocking: The reality of the first year of teaching. Cambridge 



 

Research in Educational Administration & Leadership 

5 (3), September 2020, 682-720 

 

716 

Journal of Education, 41(4), 387-405. 

doi:10.1080/0305764x.2011.624999 

Hall, B., & Cajkler, W. (2008). Preparing newly qualified teachers in 

England to teach pupils who have English as an additional 

language. Journal of In-service Education, 34(3), 343-360. 

doi:10.1080/13674580802003334 

Harrison, J., Dymoke, S., & Pell, T. (2006). Mentoring beginning 

teachers in secondary schools: An analysis of practice. Teaching 

and Teacher Education, 22(8), 1055-1067. 

doi:10.1016/j.tate.2006.04.021 

Hobson, A. J. (2016). Judgementoring and how to avert it: Introducing 

ONSIDE Mentoring for beginning teachers. International Journal 

of Mentoring and Coaching in Education, 5(2), 87-110.  

Hobson, A. J., Ashby, P., Malderez, A., & Tomlinson, P. D. (2009). 

Mentoring beginning teachers: What we know and what we 

don't. Teaching and Teacher Education, 25(1), 207-216.  

Hobson, A. J., & Malderez, A. (2013). Judgementoring and other 

threats to realizing the potential of school‐based mentoring in 

teacher education. International Journal of Mentoring and Coaching 

in Education, 2(2), 89-108. 

Ingersoll, R. M., & Strong, M. (2011). The impact of induction and 

mentoring programs for beginning teachers: A critical review of 

the research. Review of Education Research, 81(2), 201-233.  

Irinaga-Bistolas, C., Schalock, M., Marvin, R., & Beck, L. (2007). 

Bridges to success: A developmental induction model for rural 

early career special educators. Rural Special Education Quarterly, 

26(1), 13-22. 

Johnson, S. M., & Kardos, S. M. (2005). Bridging the generation gap. 

Educational Leadership, 62(8), 8-14. 



Kutsyuruba, Godden & Walker (2020). The Effect of Contextual Factors on School Leaders’ 

Involvement… 

 

 

717 

Jones, M. (2002). Qualified to become good teachers: A case study of 

ten newly qualified teachers during their year of induction. 

Journal of In-Service Education, 28(3), 509-526.  

Kamman, M. L., & Long, S. K. (2010). One district’s approach to the 

induction of special education teachers. Journal of Special 

Education Leadership, 23(1), 21-29.  

Kapadia, K., Coca, V., & Easton, J. Q. (2007). Keeping new teachers: A 

first look at the influences of induction in the Chicago public schools. 

Chicago, IL: Consortium on Chicago School Research, University 

of Chicago. 

Kono, C. D. (2012). Comprehensive teacher induction: Meeting the 

dual needs of principals and new teachers in rural schools. 

Journal of College Teaching & Learning, 9(2), 129-134.  

Kutsyuruba, B., Walker, K. D., & Godden, L. (2017). Creating 

supportive school cultures for beginning teachers: Mitigating the 

cultural contextual factors. International Journal of Educational 

Organization and Leadership, 324(2), 1-18. doi:10.5038/2577-

509X.3.2.1057 

Kutsyuruba, B., Walker, K. D., & Godden, L. (2019). Contextual 

factors in early career teaching: A systematic review of 

international research on teacher induction and mentoring 

programs. Journal of Global Education and Research, 3(2), 85-123. 

doi:10.5038/2577-509X.3.2.1057 

Lambeth, D. T., & Lashley, C. (2012). A reflection of the perceptions 

of alternatively prepared first-year teachers in an urban high 

school: The necessity for improvements of mentoring and 

induction. Teaching & Learning, 26(1), 35-52.  

Main, S. (2008). Pedagogical oversights: age and experience in New 

Zealand's teacher induction. Journal of Education for Teaching, 

34(2), 121-136. doi:10.1080/02607470801979566 



 

Research in Educational Administration & Leadership 

5 (3), September 2020, 682-720 

 

718 

Moir, E., Barlin, D., Gless, J., & Miles, J. (2009). New teacher mentoring: 

Hopes and promise for improving teacher effectiveness. Cambridge, 

MA: Harvard Education Press. 

Nasser-Abu Alhija, F., & Fresko, B. (2010). Socialization of new 

teachers: Does induction matter? Teaching and Teacher Education, 

26(8), 1592-1597. doi:10.1016/j.tate.2010.06.010 

Parkinson, J., & Pritchard, J. (2005). The induction experiences of 

newly qualified secondary teachers in England and Wales. 

Journal of In-service Education, 31(1), 63-81.  

Patton, M. Q. (2002). Qualitative research & evaluation methods. 

Thousand Oaks, CA: Sage Publications Inc. 

Perry, B., & Hayes, K. (2011). The effect of a new teacher induction 

program on new teachers reported teacher goals for excellence, 

mobility, and retention rates. The International Journal of 

Educational Leadership Preparation, 6(1), 1-12.  

Rhodes, C., Nevill, A., & Allen, J. (2005). How will this help me? 

Evaluating an accredited programme to enhance the early 

professional development of newly qualified teachers. Journal of 

In-service Education, 31(2), 337-352.  

Sabar, N. (2004). From heaven to reality through crisis: novice 

teachers as migrants. Teaching and Teacher Education, 20(2), 145-

161. doi:10.1016/j.tate.2003.09.007 

Tillman, L. C. (2005). Mentoring new teachers: Implications for 

leadership practice in an urban school. Educational Administration 

Quarterly, 41(4), 609-629. doi:10.1177/0013161x04274272 

Towers, J. (2012). Administrative supports and curricular challenges: 

New teachers enacting and sustaining inquiry in schools. 

Canadian Journal of Education, 35(1), 259-278. 



Kutsyuruba, Godden & Walker (2020). The Effect of Contextual Factors on School Leaders’ 

Involvement… 

 

 

719 

Turner, M. (1994). The management of the induction of newly 

qualified teachers in primary schools. Journal of Education for 

Teaching, 20(3), 325-341.  

Unruh, L., & Holt, J. (2010). First-year teaching experiences: Are they 

different for traditionally versus alternatively certified teachers? 

Action in Teacher Education, 23(3), 3-14.  

Wang, J., Odell, S. J., & Schwille, S. A. (2008). Effects of teacher 

induction on beginning teachers' teaching: A critical review of 

the literature. Journal of Teacher Education, 59(2), 132-152. 

doi:10.1177/0022487107314002 

Waterman, S., & He, Y. (2011). Effects of mentoring programs on new 

teacher retention: A literature review. Mentoring & Tutoring: 

Partnership in Learning, 19(2), 139-156. 

Wechsler, M. E., Caspary, K., & Humphrey, D. C. (2008). State-funded 

induction and mentoring programs in Illinois: Findings from the 

original ten programs Menlo Park, CA: SRI International. 

Wong, H. K. (2004). Induction programs that keep new teachers 

teaching and improving. NASSP Bulletin, 88(638), 41-58. 

Wynn, S. R., Carboni, L. W., & Patall, E. A. (2007). Beginning teachers' 

perceptions of mentoring, climate, and leadership: Promoting 

retention through a learning communities perspective. Leadership 

and Policy in Schools, 6(3), 209-229. doi:10.1080/15700760701263790 

Yendol-Hoppey, D., Jacobs, J., & Dana, N. F. (2009). Critical concepts 

of mentoring in an urban context. The New Educator, 5(1), 25-44. 

doi:10.1080/1547688X.2009.10399562 

Youngs, P. (2007). District induction policy and new teachers’ 

experiences: An examination of local policy implementation in 

Connecticut. Teachers College Record, 109(4), 797-837.  

Youngs, P., Holdgreve-Resendez, R. T., & Qian, H. (2011). The role of 

instructional program coherence in beginning elementary 



 

Research in Educational Administration & Leadership 

5 (3), September 2020, 682-720 

 

720 

teachers' induction experiences. The Elementary School Journal, 

111(3), 455-476.  

About the author 

Benjamin Kutsyuruba is Associate Professor in Educational Policy, 

Leadership, and Law in the Faculty of Education, Queen’s University. 

Throughout his career, Benjamin has worked as a teacher, researcher, 

manager, and professor in the field of education in Ukraine and 

Canada. His research interests include policy studies, leadership 

development, positive organizational scholarship, induction and 

mentoring, and trust and moral agency.     

E-Mail: ben.kutsyuruba@queensu.ca  

Dr. Lorraine Godden is an Instructor II at Carleton University, 

Ottawa where she teaches career development courses in the Faculty 

of Public Affairs. Dr. Godden’s research investigates how career 

development, work-integrated learning, adult education, and other 

educational multidisciplinary and public policies are interpreted, 

implemented, and enacted. 

E-mail: lorraine.godden@carleton.ca 

Keith Walker is a professor or educational leadership in the 

Department of Educational Administration, University of 

Saskatchewan (Canada).  Keith’s academic interests revolve around 

executive leadership, organizational development, positive 

organizational studies, governance and applied ethics in education, 

public administration and not-for-profit sectors. His website is: 

www.KeithDWalker.ca 

E-mail: keith.walker@usask.ca  

 

mailto:ben.kutsyuruba@queensu.ca
mailto:lorraine.godden@carleton.ca
http://www.google.com/url?q=http%3A%2F%2Fwww.KeithDWalker.ca&sa=D&sntz=1&usg=AFQjCNF6JUOoeLLVAQiEd-dnOKt5jxTP8w
mailto:keith.walker@usask.ca

