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About FWL

Far West Laboratory for Educational Research and
Development is located in San Francisco. With
primary funding from the U.S. Department of
Education, it conducts research, provides technical
assistance and training, and offers evaluation support
to schools and education agencies. In addition, for
22 years, FWL has been a federally designated
regional laboratory w.th the charge to provide
service and support for the public schools in Arizona,
California, Nevada and Utah. Other funding comes
from state and private sources, and addresses the
entire range of educational concerns—from pre-
school experiences through adult literacy.

About ERIC

The Educational Resources Information Center
(ERIC) is a national information system operated by
the U.S. Department of Education. The ERIC
Clearinghouse on Educational Management, one of
several such units in the system, was established at
the University of Oregonin 1966. EK!C serves the
eduation community by disseminating research
results and other resouce information that can be
nsed in developing r_ure effective educational
programs. Research results and journal articles are
announced regularly in ERIC’s index and abstract
bulletins.

Besides processing documents and journal articles,
the Clearinghouse prepares bibliographies, literature
reviews, monographs, and other interpretive
research studies on topics in its educational aiea.




FOREWORD

Dean H. Nafziger PhilipK. Piele
Director Director
- Far West Laboratory ERIC Clearinghouse on
. for Educational Research Educaticnal Management

- and Development

The Far West Laboratory for Educational Research and Devclopment
and the ERIC Clearinghouse on Educational Management are pleased
to make this publication available to their respective clienteles. The
Far West Laboratory has a rich history of helping chart new paths
ineducation, while the Clearinghouse is committed to disseminating
information useful for the operation and improvement of elementary
and cecondary schools.

The Mentor Teacher Casebook is an example of the Laboratory’s
commitment to building and using p.actitioner knowledge. In partner-
ship with the Los Angeles Unified School District, FWL developed
real-life vignettes for role playing and case study activities in work-
shops for training mentor teachers. As a training document, this
volume works well. At the same time. the content of the vignettes
yields a goldmine of information on the types of help new and
beginning teachers need and want.

Presenting the vignettes and training discussions in a casebook format
is an additional contribution of this volume. There is too little room
forteachers’ own voices in materials used to train them. The practical
knowledge and insight that years of experience provide are often
used to train new professionals in fields other than education. This
volnme confronts that void with humor, pathos and know-how —
indeed, with the very qualities that go into truly fine teaching.
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This book is dedicated to all new and veteran
mentor teachers who have assumed the
invaluable task of supporting newcomers to
the teaching profession.
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INTRODUCTION

The Mentor Teacher Casebook represents the first in a series
of Close-to-the-Classroom Casebooks published by the Far
West Laboratory for Educational Research and Development
(FWL), as part of the Effective Support for Beginning Teachers
Program. This casebook was developed collaboratively by

a researcher from Far West Laboratory. a staff developer/
researcher from the Los Angeles Unified School District
(LAUSD), and 22 mentor teachers from LAUSD The book
contains case litc: ature on the work of mentor teachers written
by the teachers themselves.

These Close-to-the-Classroom Casebooks are part of a larger
effort tobuild and use practiioner knowledge in teaching and
teacher education While research-based knowledge of the
teaching experience has grown in volume and usefulress,
practitioner analyses remain a relatively small part of a
teacher’s information about teaching and learning. The
profession has not developed mechamisms to record and
preserve a particular teacher’s accumulated knowledge about
teaching. When teachers reiire or otherwise leave teaching.
their understanding, methods, and materials which should form
alegacy to the profession, the community, and the school are
generally lost. By combining research and practitioner
knowledge. the Close-to-the-Classroom Casebooks contribute
to the growing body of case literature on the practitioner
experience.

What do we mean by a “case™ A case 1s not simply any
narrative account of an event. To call somethiing a case 15 to
make a theoretical claim — that 1t1s a “case of scmething,” or
annstance of alarger class (L. Shulman, 1986) Forexample,
avignette that describes a teacher observing a colleague «ach
alessonand later engaging that colleague 1n an analyst: of the
lesson1s a case of coaching. Cases may also be exemplars of
principles, de-cribing by their detail a general pattern of
practice.

All the narratives (or vignzttes as we often call them) included
m this casebook meet ths criterion They have been selected
because they are reprzsentative of a larger class of experiences
They are in that sensc cases.

The cases presented n this book are narrative vignettes, written
by practicing mentor teachers. about an event or series of
events. The vignettes describe the circumstances of each event,
its consequences, and the ungoing thoughts and feelings of the

participants. Unlike case studies, which are analyucal
documents written by outside observers or researchers, these
vignettes are brief accounts about the challenges. successes,
and fatlures that mentors face as they a.empt to assert their
new roles as mentor teachers Some of the vignettes are
accompanied by reactions of other mentors The reactions give
a multiple perspective of the situation descr bed All of the
vignettes are grouped by the principles illustrated or questions
raised. Brief analytical commentaries by the editors accompany
each case grouping.

This casebook describes LAUSD mentors’ work with first-year
teachers The first year is the critical year of teaching, often
determining whether a person will stay in the teaching
profession and what type of teacher the person will become
Unfortunately, beginning teachers are typically left to work
things out on their own in a sink-or-swim or trial-and-error
fashion. They typically concentrate on survival skills alone.
and are likely to focus on what 1s necessary to keep the class
under control. Concentrating on survival skiiis may encourage
beginning teachers to explore only a narrow range of
alternatives, and discourages them from continuing to learn
and to hold high standards for effective practice (Feiman-
Nemser, 1983).

The hiterature on teacher training reveals few precedents for
providing teachers with intensive help with pedagogical
practices Historically, support for beginning teachers hasbeen
in the form of iriformal buddy systems. 1n place 1n many school
systems for decades. With no specific role, a buddy typically
acts as a friend and a sounding board for the beginning teacher

The most recent reform documents (e g., Carnegie Forumon
Education and the Economy, A Nation Prepared, 1986; The
Holmes Graup, Tomorrow's Teachers, 1986) have argued for
a more formal differenuation of teaching roles within schools

A key function to be formalized, thev argue, is that of guiding
the development of new teachers or of rendering assistance to
veteran col' :gues. This 1s seen as one of the important
furctions ol cad or mentor teachers.

Many states have already begun to formaiize the role of lead
teachers by developing clearer selection and training procedures
and defining specific responsibilities. Forexample, Tennessee,
South Carolina, Utah and Florida have created career ladder
plans for teachers. California’s Mentor Teacher Program has

12
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several elements of a career lacder. it introduces the concept
of differentiated responsibilities and stipends for excellent
tachers.

The California Mentor Teacher Program - funded by the state's
Hart-Hughes Education Reform Act < + /83 (SB 813) This
legislation, in effect as of January 1, 1984, is intended to reward
and retain excellent teachers and to contribute to school
improvemen;. The statute allocates funds to participating
aistricts on a formula basis, allowing $40%J stipends for
designated mentors, an’ $2C00 per mentor for district
implementation. Th- 's” vrmary role is to guide #nd
assist new teache «ay also guide and assist more
experienced teachers _..a develop special cu:ricula. The statute
leaves considerable latitude for California's diverse school
districts to design their own pro~rams.

We would like to thank the 22 mentor teachers who contributed
to this volume. These ou...anding teachers not only spent hours
writing compelling vignettes about their interactions with
assigned colleagues, principals, and other teachers, they also
made useful suggestions about topics for the vignettes and
formatof the casebook. Withou: " e « ontributions, this book

oy

would not exist.

The publication of teachers' writings typically produces a
tension between the protection afforded by anonymity and the
credit earned through authorship. Though the mentors were
enthusiastic about being published, they preferred not to have
their names associated with specific vignettes. We resolved
this dilemma by listing the contributors alphabetically on the
title page, but leaving unattributed the authorsl - »f each
vignette.

We would also like to recognize several individuals who made
valuable contributions. Norm Marks and Judith Warre.: Little
for establishing the link between FWL and LAUSD and
providing feedback on various drafts of the casebook; Elsie
Gee and Carolyn Cates for the'r enlightening comments; and
our typists Margo M-.cvin and Rosemary De La Torre fcr their
patience and suggestions. A special tribute goes to FWL’s
editor, Linda Nelson, whose enthusiasm for the project was a
source of constant support.

Judith H. Shulman. Far West Laboratory
Joel A. Colbert, Los Angeles Unified School District
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CHAPTER ONE
AN OUTLINE AND METHODOILOGY
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The Mentor Teacher Casebook draws from Far West
Laboratory's two-year study of first-year implementation of
the California Mentor Teacher Program. The cases take the
form of namrative vignettes, written by practicing mentor
teachers in the Los Angeles Unified School District (LAUSD),
aboutan event or series of events. The vignettes describe the
circumstances of each event, its consequences, and the ongoing
thoughts and feelings of the participants. Some of the vignettes
are accompanied by reactions by other mentor teachers.

The casebook is directed primarily to mentor teachers, or
master teachers and lead teachers, who are either currently
engaged in the support of new teachers or who jook forward
to becoming a mentor. It serves two purposes. First, as a guide
toundesstanding, cases can help mentors general.ze about the
recurring patterns of practice. Mentors can understand their
experiences not as unique occurrences, but as instances of a
more general pattern or a set of principles of practice. Second,
as a guide to action, cases enable mentors to see how other
mentor teachers confronted situations similar to their own.
Cases also suggest practices that mentors might try out with
their assigned teachers (Shulman, 1986)

The vignettes presented are not a prescription for correct
behavior. Rather, they are tools to help mentorteachers develop
their thinking and decisionmaking capabilities. We hope that
casebook readers will reflect on the emerging role of the mentor
and will share observations with their colleagues. We alsohope
that the readers will be stimulated to write theirown cases and
contribute to the accumulation of case knowledge about the
mentor role.

The casebook is divided into three main chapters. The first
introduces the general process of mentoring and discusses how
mentors provide assistance to novice teachers. Here mentors
describe how they negotiated initial contacts with their assigned
colleagues, how they beg~n their work, and what the ground
rules (or lack of ground ru.es) were for their work together.
The chapter also gives successful and unsuccessful examples
of the instructional >upport process ’

The second chapter consists of a collection of cases that are
particularly relevant to admimistrators Some vignettes
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illustrate the importance both of an appropriate match between
mentor and colleague by subject area and grade level and of
close contact and continued support. Other cases deal with the
fine line between confidential assistance and evaluation of new
teachers and the vncertainties in the emerging new relationships
between mentors and principals.

The third chapter examines both the positive and negat: e
aspects of what it feels like to be promoted to the status of
mentor teacher. Several discussions focus on the rewards of
helping other teachers and the personal professional develop-
ment that accompanics the new role. However, mentors also
write about their apprehension in asserting their new status.
‘They discuss jealousy and hostility directed toward them from
some other teachers and the burden of being a model teacher.
Mentors’ guilt at leaving their classes with a substitute and the
need to renegotiate some old relationships are also highlighted.

Each chapter contains four parts:

* introductory com.nentary about issues and questions raised
by the vignettes, both for the chapter and sections within the
chapter;

e the vignettes, grouped by themes;
- sample discussion questions for each vigne.‘e: and

* an annotated bibliography.

Authors of the Cases

The 22 authors are active mentor teachers in LAUSD and are
participating in a master’s degree program designed specifically
for mentor teachers through California State University, Los
Angeles They were all enrolled in a course in staff develop-
ment, taught by Joel Colbert. The cases were written as part
of the course requirement. Each mentor wrote at least five
vignettes.

These mentor teachers were assigned to assist from three to
14 new teachers. They also performed additional professional

duties, suchas conducting staff development session., writing
grant proposals, and assisting the principal in school planning.

15
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Selecting Vignettes

Of a total of 140 cases. 49 vignettes were selected for the
casebook based on the principles or questions that each vignette
illustrates. The general appeal of the story told was also
ceasidered. An attempt was made to include at least one
vignette from each member of the class. Categories were
developed in answer to the question, “What ssue 1s reflected

in this case?”

Potential Uses of This Casebook

Though this book was intended for use 1n training new and
experienced mentor teachers, others may also find 1t valuuble.

* Adminisirators and policymakers can understand the
complexity of the new reform from the perspective of the
participants themselves.

* Teacher educators can see the relationship between
mentoring new teachers and - ipervising student teachers.
The difficulties of establishing a working relationship and

coaching neophytes are inherent in both kinds of activities.

* Teachers may be stimulated to write cases about their work
so that they can learn from one another.

The cases illustrate principles of common mentor practice and
can serve as a guide to understanding and action. Example
discussion questions tor each vignette appear at the er,d of each
chapter. Users of the casebook can either use the given
questions as discussion tools or substitute questions of their
own. Foreducators who wish to pursue the research literature,
an annotated bibliography 1s presented at the end of each
chapter.

Staff developers should feel free to pick and choose indiv'dual
cases that would be appropriate for their own staff devciopment
act.vities. Gaps 1n the present document can be filled with
cases by other mentor teachers. Forexample, only one mentor
writing here has described the use of reflective interviewing
and problem-solving. This may indicate that LAUSD had not
emphasized this strategy in their training sessions. Staff
developers are adding an instruciional component that will
enable mentors to use reflection 1n their feedback sessions.
Mentors will also be asked to v.rite cases that describe the use
of this strategy.

Staff developers in LAUSD have used selected cases tn several
situations. For example, writing and presenting cases has bee:
used in a graduate course in staff development for mentor
teachers. District staff development personnel will tncorporate
case material in future coursework. {ndividual cases are

| incorporated into the inservice activities of new and experienced

teachers. A leader’s guide which includes sample cases is
currently being developed for the 30-hour series of workshops.
Pilot tesing of the use of case material has been particularly
effective during workshops on observation and coaching.

Dustrict staff are also using individual cases during adminis-
trator training. § .ce the mentor role is new in Los Angeles,
and principals and mentors are expected to work together, both
groups need to understand one another’s needs. Cases provide
opportunities for administrators to study and discuss the mentor
role and responsibilities. Mentor teachers and admimistrators
may also discuss the cases together as they begin to grapple
with issues of joint instructional leadership.

In any cas~, readers are encouraged to be creative with the

uses of case material and to communicate with the editors about
some of the ways that these cases become incorporated into
local programs.

Site Description

The Los Angeles Unified School District is a compelling

partner for FWL for several reasons. One 1s the sheer magnitude
anddiversity of the district. As the second largest school district
in the United States, it has over 27,000 teachers and enrolls
over 570,000 students. In 1985-1986, LAUSD selected over
900 mentor teachers. These mentors serve a three-year term.

Second, the mentors’ primary role is tosupport teacher trainee
and ofl.cr first-year teachers. This differs from mentor
programs 1n other districts that focus more on curriculum
development and out-of-class support. Because of natural
attrition, the large number of retiring teachers, and difficult
working conditions in some of the schools, the district has had
to hire over 2,000 new teachers for each of the past two years.
This number 1s projected to increase inthe near future due to
increasing population.

Third, several regions tn LAUSD have year-round schools In
these regions, teachers’ salaries are paid over a 12-month
period The term “on track™ refers to the pzriod of time that
teachers teach their assigned classes; “o.f track™ refers to the
period of ime that teachers are on vacation.

New teachers in the district fall into one of three categories.
Approximately 50 percent are the probationary teachers who
graduate from a university with avalid teaching credential and

have had prior classroom experience including, but not limited

to, student teaching. Those who teach in the remaining two
categories require a temporary credential.
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Approximately 45 percent of the teachers participate in the
Joint Venture Program. To teach in Los Angeles, they must
participate in a joint venture program with a cooperating
university and work towards their teaching credential. Until
that time they are employed on an emergency/provisional basis,
but they have their own classroom and are full-time teachers.
They receive assistance from university supervisors, mentors,
and other school site personnel.

The third and smallest category, the Teacher Trainee Program,
includes a select group of teachers for grades 7-12. They are
assigned to classes in areas of critical need and participate 1n
atwo-year programorganized by the district where they receive
training for their district credential. Their classes meet during
the summer and weekly during the school year. In addition,
trainees have their own classrooms and teach full-time. Support
is provided by the staffs of the Human Resources Development
Branch in each region or division. but some district adminis-
trators feel that the real key to their training program’s success
are the mentor teachers and other school site personnel who
provide assistance to the trainees on a daily basis. At the
conclusion of the program, trainees receive a teaching
credential and credit towards permanent status within the
district.

ERIC
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Implementation of the Mentor Program

The mentor program in LAUSD 1s designed primarily to assist
teacher trainees n grades 7-12 and new and inexperienced
teachers at all grade levels The mentor teacher's respon-
sibiliuies as outlined in district guidelines include (1) assisting
new and inexperienced teachers; (2) planning and leading staff
development sessions In order to provide opportunities for
teachers to share 1deas with other successful teachers; (3)
assisting teachers with solving problems in curriculum,
classroom management, and discipline; (4) sharing knowledge
of new materials, curriculum, and teaching methods, and (5)
explaming district goals and instructional programs to parents
and other community persons or groups

Funding from the California Mentor Teacher Program provided
mentors with 23 substitute teacher days, a $350 allocation for
mileage, and a $100 allocation tu1 materials. To demonstrate
its support to the Teacher Trainee Program, the district
provided secondary mentors with an additional 70 substitute
teacher hours. The time and manner in which mentors render
service is determined on an individual basis in collaboration
with their principal and the regional or divisional superincen-
dent. But first, all mentors complete a 30-hour series of training
workshops which are somewhat broad in focus. Effective
instruction, cooperative learning models, content instruction,
and classroom observation strategies are among the workshop
topics

18
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A House of
Babel

** Teacher trainee a
secondary teacher with a
bachelor’s degree 1n the
subject area she teaches
whois enrolled in teacher
preparation courses
taught by the district

** Emergency/provisional. a
secondary teacher with a
bachelor’s degree in a
subject area she teaches
enrolled in teacher
preparation courses at a
local university.
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The following vignette written by one of the mentor teachers
in LAUSD perhaps best describes the complexity of working
in that district.

The Los Angeles Unified School District 1s many things, but
mostly it 1s large. From the foot of the Tehachapi Mountains
in Mission Hills to the harbor 1n San Pedro. it is bordered by,
and often surrounds, other school districts. Within the district,

it is possible to find schools similar to those found 1n any
imaginable American community. There are also schools
unique to Los Angeles The ethnic diversity of the nner-city
scnools and the educational challenges that 1t presents can
overwhelm even the best teacher This reality must be firmly
grasped in order to understand the special problems faced by
new, inexperienced teachers

Los Angeles’ inner-city high schools frequently enroll inexcess
of 2500 students. Of that number, approximately one-third
must learn English in special English as a second language
(ESL) programs. Another third of the student body may have
only recently phased out of the ESL program into mainstream
courses alongside their peers.

Unlike some geographical areas where the student body is
ethnically homogeneous, in Los Angeles the student population
in many schools is very diverse. Spanish is the dominant
foreign language, but Spanish-speaking students come from
nearly every country in the southern nemisphere From A<ia
there are large numbers of Thai, Korean, Vietnamese.

Cambodian and Chinese students as well as an increasing
number from Japan Pacific lslanders, Poles and Russians
attend many <chools as well Both sides of the Sahara are
generally represented, adding Arabic and several tribal African
languages to the mix. Many schools have 30 or more languages
represented on campus

It may require a vivid imagination toenvision an 18-year-old
student, labeled a tenth grader, standing in front of the teacher's
desk, enrollment card in hand, not understanding a single word.
This is a frequent experience for the unsuspecting art, home
economics, ROTC or math teacher. It results when the
counseling office feels that a particular student can deal with
a relatively language-free class. Unfortunately, because the
inner city has the greatest need for teachers, this scenario occurs
often for a teacher trainee* or emergency/provisional** who
has virtually no classroom experience to fall back on.

Working with cultural, linguistic, and academic diversity
becomes more complex when one considers such items as the
daily bulletin, open house, athletic teams, cheerleaders, and
leadership class, to mention only a few. Of special concern s
the way these variables affect the universally American
organization, the PTA. The majority of parents cf many
LAUSD students do not have the language facility to
comprehend the purpose of the organization Nor do they
understand United States schooling well enough to participate
actively or promote a parent group

20
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This manuscript presents a collection of case studies,
written by researchers and teacher educators with differing
views of what is important in the classroom episodes
described. Each case includes teachers’ and students’
explanations of classroom events as well as the resear-
chers’ analyses of the events within a particular theoretical
framework. The case studies — individually and as a set
— mix description, recollection, explanation, and
opinion.

This paper describes how cases ought to be used during
nstruction. A case is defined as a “description of a
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and requiring analysis. decision and the planning of a
course of action.” The case method is defined as the
student discussion of a sequence of cases planned to
develop within the students (1)an understanding of scme
of the problems important to an admin:strator, (2) some
proficiency in producing useful ideas about ways of
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notes soon after the class session, touching on matters identifying successful and unsuccessful solutions. ¢
which need correction and including these notes in a case 2
folderto be reviewed before preparing a new case outline. o
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This chapter is a state-of-the-art essay on qualitative or
interpretive research methods. Erickson argues that
teachers can do this kind of research well by reflecting

Shulman, L. S. (1986). Those who understand: Knowledge
growth in teaching. Educational Researcher, 15(4), 4-14.

Shulman argues that the development of a case literature
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CHAPTER TWO

THE PROCESS OF MENTORING




» ESTABLISHING THE WORKING RELATIONSHIP
» INDIVIDUAL CONSULTATION

OBSERVATION AND COACHING
MODELING

Mentors can help neophytes in many ways. This chapter
identifies five major areas, beginning with the easiest kind of
assistance and ending with the most difficult.

* Atthe beginning of the year, mentors can help new teachers
‘earn about the procecural demands of the schoel, such as
atiendance and grading procedures.

* Mentors can provide opportunities for teachers to observe
other teachers so they have access to several kinds of models.

Mentors can share their own knowledge about new materials,
unit planning, curriculum development, and teaching
methods.

* Mentors can assist teachers with classroom management and
discipline.
* Mentors can engage teachers in reflection about their own

practice and can help them adapt new strategies for their ow1.
classrooms.

Al types of assistance discussed in this chapter require both
direct observation ana additional training, and are important
parts of the mentoring process. The first four types help
teachers survive in their classrooms, but the last one represents
the key to continuous learning. Engaging teachers in an analysis
of their teaching provides opportunities for teachers to continue
learning about their craftand gain a sense of self-sufficiency.

This kind of teacher analysis is called coaching — one teacher
observes another teacher conduct a lesson, makes a record of
the lesson that is revealing and convincing to the teacher, and
then engages the teacher in an analysis of the lesson. This
technique isrelatively new and rewarding for the learner — if
done well. This chapter highlights coaching techniques.

The success of coaching appears to depend on several

conditions: (1) collaboratively agreeing on the purposes for the
observation, as in a pre-conference; (2) demonstrating
credibility by offering analysis supported by concrete evidence,
e.g., a written record; (3) engaging in ir.quiry or problem
solving during the pre- and post-observation conferences;
(4) creating an atmosphere of mutual resnct and trust; and
(5) ensuring that help is confidential.

Reciprocity between mentor and colleague plays a central role
in the relationship. The teacher must defer to the mentor’s
asserted competence, but teachers do not like to be told what

to do as if they were a blank slate. The mentor must provide
credible recognition of the teacher’s performance by addressing
teaching rather than the teacher.

All of the mentor teachers in this casebook were eager to help
and attempt to use coaching and observation with their assigned
teachers. The mentors had participated in training workshops
and were anxious to try out their skills. However, the mentor
teacher was only one part of the relationship. The other party
had to be assigned and convinced of the rela* »nship’s
advantages. If the mentor-colleague relations - failed, the
mentor could be all dressed up with no place to go (Bird, 1985

The cases in this chapter describe the tactics used by the
mentors to support their assigned teachers. The chapter is
divided into four parts. The first describes the difficulties of
establishing a working relationship with teachers and illustrates
how some mentors initiated contacts. Following is a pair of
cases whichdescribe the importance of individual consultation.
The third section consists of vignettes which describe strategies
mentors used to coach assigned teachers. The last section
describes the advantages and disadvantages of modeling by the
mentor teacher in another teacher’s own classroom.
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Aruitoxt provided by Eic:

ESTABLISHING THE WORKING RELATIONSHIP

The First Meeting
The Right Track

No Happy
Ending

The Real
Breakthrough

Caught Off Guard

Reluctant
To Ask

Surprised

Never Got
A Chance

Discussion
Questions

One of the first challenges that mentors face 1s establishing a
working relationship with theii colleagues. “If they assert
themselves too strongly, or inappropriately, they may be
perceived as rude or disruptive. If they assert themselves too
little or unskillfully, they may be ineffective. For either error,
they are likely to be criticized, rejected or ignored” (Bird &
Little, 1985). Atrisk is the possibility that an excellent teacher
could be an unsuccessful mentor.

The cases in this chapter describe participating mentors’ walk
along the narrow path. They realized that the initial interactions
would set the stage for a longer lasting relationship. Deciding
how aggressively to assert their expertise ina credible manner
was a challenge.

Most teachers in the vignettes treated mentors’ offers of support
with some degree of caution. Traditionally, direct assistance
has only been offered to teachers whom principals suspect are
having difficulty. It is reasonable that such offers are greeted
with skepticism.

This section addresses several questions: How does a mentor
manage a group of novice teachers who are at different schools?
How do they encourage teachers to request assistance? How
dothey observe another teacher when they haven’tbeen asked
to? Whatcan be done whena teacher refusesall offers of help?

“The First Meeting” describes how one mentor tried to meet
the demands of a group of teachers at different schools. A
group meeting to establish ground rules was effective.

Other cases describe strategies that mentors used for establish-
ing contact and asserting their expertise. These cases represent
a continuum of assertion from useless to rude. “The Right
Track” is on the “useless™ side of the continuum and “No
Happy Ending” 1s on the “rude” side. In the former, the
mentor’s general offer of assistance toa group of teachers was
useless. Often new teachers are either embarrassed to request
any help or do not know how a mentor can be useful. Thus,
it was notuntil the mentor established precisely how she could
be helpful with individual teachers, and began to establish

some collaborative agreements, that relationships began to |
evolve. (Since the authors of the vignettes prefcrred anonymity,

all references to unknown mentors, teachers, and administrators

wili use feminine personal pronouns throughout the book

whenever itis necessary to avoid the cumbersome use of terms .
such as “s/he” and “he or she.”)

In the latter vignette, “No Heppy Ending,” a well r eaning
mentorembarrassed Ms. F. 1n front of her students — a cardinal :
error. Fromthen on, the mentor’s credibility was damaged. It

is difficult to recoup any sense of trust after this kind of

experience.

The remaining vignettes describe various less extreme tactics

to assert assistance. Three of these cases, “The Real Break-

through,” “Caught Off Guard,” and “Reluctant to Ask”

desciibe mentors who either waited until an appropriate time

or chose an unusual sirategy to show their expertise. In all

three of the cases, the teachers were initially resistant to their

mentor's proposals of assistance. But each mentor’s patience., '
continued availability, and creativity appeared to vnlock the

door to a constructive relationship.

The fourth case, “Surprised,” richly describes a teacher '
receptive from the onset to her mentor’s help, but uncomfort-

able with theidea of an obseration. Two months passed before

the teacher finally invited the mentor to watch a lesson. This

observation marked a :zming point in their relationship, and

resulted in several similar requests.

In the last case, “Never Got a Chance,” none of the mentor's

tactics were successful. Like Ms. F. in “No Happy Ending.”

the teacher described is older, more experienced, and entered

teaching as a second career Neither individual saw the need

for a mentor. This raises some interesting questions' Should .
older, more experienced neophytes be treated differently from

their younger colieagues? What alternative strategies can

mentors use with these teachers? What can mentors do when

a teacher continues to refuse offers of assistance?

29
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The First
Meeting*

* Attherrrequestthe authors
of the individual vignettes
will remain anonymous.

ERIC

Aruitoxt provided by Eic:
4,

3

This year [ have been assigned to work with two teachers from
kindergarten, one first-grade and one second-grade teacher.
Each teacher is located at a different school site except one
who teaches at the same school I do. As you can probably
imagine, servicing them all effectively was becoming
somewhat of an exhausting task; each teacher had her own
particular need, and each felt that hers was of the utmost
importance. I needed to formulate an effective management
system that would give each teacher quality time since
increasing the quantity of time was not an option

Fortunately. I was able to get substitutes for all four teachers

L&

O ' -

for aday so that we could meet together as a group. When we
met, I explained my situation and availability for meeting with
each one on aregular basis. We all agreed on a system where

I would meet with each mentee three times a month and, if
needed, on an emergency basis. Phone calls, of course, were
open for any time. In addition we agreed to meet as a group
once every two months to regroup, share ideas and visit various
science and educational centers. I found that working
collectively as a group we were able to come up with alternative
ways of scheduling my time effectively so that I felt comfortable
and my mentees were comfortable, too.
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One dilemma I faced in the beginning of the school year was
getting started on the right track ‘ith my mentees. My mentees
were also quietly perplexed about how to proceed. Some, |
felt, even resented my presence and the incentive pay I was
receiving as a mentor.

They were alsouncomfortable with my open-endea invitation
to use me. I later discovered that they felt ihis might cast me

in the role of an aide. At the same time, I was hesitant to
propose specific projects with them for fear of stepping on

someone’stoes. The result of all this was a totally superficial
scenario. We were all at a polite distance and rarely in
comfortable environs. To get through this phase, I sought out
each of my mentees on a one-to-one basis. I made my pitch
about working together, and then I went into specifics: “This
1s what I’ ve done before; this 1s what I can: do for you.” Then,

I focused on one or two key questions, issues, situations, or
problems 2nd addressed them with depth, persistence,
imagination and, above all, good humor
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Ms. F. came to our school mid-year. I helped her with lesson
planning and survival skills the first few weeks. As time went
on I assisted her when I could. I didn't see her much, but I
blamed it on my involvemeni with two mentees that adminis-
tration had asked me to work with intensely. It never dawned
on me that she was unhappy or avoiding me.

One day, I went to Ms. F."s room after the school day had
ended to ask her if she needed any help. When I entered, she
was casually cutting paper as students worked on an art project.
My mouth fell open, and I thought back to someone my
administrator had complained about the week before for getting
his kids out late. “Hi! I think you had better get your kids
downstairs,” I said

“I'know my responsibilities!” she yelled, causing all students’
heads to snap up and look directly at us. I felt offended and
embarrassed.

“0.K.," I said sheepishly. “I-ah-just came in to-ah-say that I
will be 1n my-ah-room if you need any-ah-help.” She glared
at me, and I ducked out of her room.

I walked back to my room in a dazed state. “Perhaps I had
embarrassed her since she was late,” I thought. I decided to
give her some time and then talk with her.

Atoursign-outarea. I rannto her tnatday “I'd like to speak
to you,” she demanded 1n a tone that I try to avoid even with
my students.

“0.K., Ms. F..," I said.
“We seem to have a problem here.” she said
“What's wrong, Ms. F.7" | asked

“You and some others around here treat me like I don't know
anything,” she sneered. “I worked in the business world for
20 years before I came to teaching,” she glared. “And you
treat me like an idiot.”

I apologized and shared that my intent had always been to
help. I said that I understood too that the job could be quite
overwhelming.

“I am not overwhelmed!” she balked.

I knew that this was not so. I taught next door to her, and I
heard the yelling going on all day long. I had also been :old
by administration to work with her more because she was
beginning to develop a mean rather than a stern rapport with
her students. YetI didn't want to hurt or embarrass her or rile
her any further. I said that I would try to be a better listener
and be there for her ina better way. I worried that she would

use me as her scapegoat for her own frustrations and fears.

I'had discovered that virtually no one enters a new job,
especially one as demanding as teaching, without some fears,
reservations and a need for help. I feltbad that I had alienated
her. Even though she had been rude, I felt for her and more
than ever wanted to help. I knew that I would have to figure
out a better approach. I also thought long and hard about what
she had said, deciding to look more critically at my professional
and personal skills. I vowed to do a better job.

Well, each time Ms. F. and I have worked together since that
episode, she has been cold and only tolerates my input. I have
asked her if she would like to work with the other mentor. She
has stated that she would not

And so we continue to struggle. It 1s very emotionally
frustrating and painful to be with her. I have decided to senJ
others to help her whenever possible. She does not know that

the helpis coming from me, but that’s O.K. She needs it and
would probably not accept 1t from me anyway. I will hang in
there and remain positive and optimistic, yet I am not used to
people rejeciing me either personally or profe<cionally.
Unfortunately, there 1s no happy ending to this story.

: dIHSNOILVIId ONINYOM IHL ONIHSIN1EVIS]

i




Th e R e Ol Norma had always been so nice and “agrceable” whenever 1 decided to devote the day to her. She Jtdn’t quite know what

visited or offered assistance. However, I kept getting the she wanted so I made a few suggestions which she took
feeling 1 was only being tolerated or regarded as a nuisance. cautiously.
Breo k_. I decided to give her some space and wait for something to We spent the entire day working and talking. We got to know
develop. each other better, and I felt she really started to trust me. We
The real breakthrough came when we both went off campus. talked shop as well as personal things. I shared my fears and
Th roug h The principal suggested we get together during our vacation failures as well as successes with her. She thanked me several
to work on curriculum or whatever we deemed necessary. We times for helping her and being a friend. For the first time, I
agreed to spend a day at the curriculum lab making center felt she was really sincere

materials. I had things I wanted to make for my class but I
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Guard
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Liz left no doubtin my mind about her attitude. When I happily
informed her that [ would be her new mentor teacher. Liz heard
tormentor. not mentor. [ would be another tormentor to check
up on her, to chide, to criticize.

“I'don’t need anything! I'll let you know if I need anything!
Everything's fine!”

Everything was definitely not fine. Liz became that day not
only acharge butachallenge. Over the next couple of weeks.,

I planned “impromptu™ encounters and went out of my way to
be visible and available. She was civil, but her firm, set lips,
encased in that sad. unsmiling face, told me resistance was the
name of the game.

Precious teaching time kept slipping away. None of the tactics
that I tried could break the stalemate. I could conjure up only
one more approach. The next Thursday afternoon, I walked
slowly, deliberately from my classroomtoLiz’s. Since it was

a hot and humid afternoon, she had taken her class outside
under two large trees. Some students were on task. most were
not. Liz’s back was to me. A girl motioned my presence to
her. She was startled and flustered. She tried to explain why

she was out of the classroom and what the students were
working on. All the while, a cross, questioning “Why are you
here?” was written across her face.

We talked' She was not prepared for my answer to her unspoken
“why"?*“Liz, [ just wanted to stop by and see if you can help

me with something. Y ou see, my first report on my mentoring

is due, and I feel that I have failed you. I haven't been able

to help you in any way. Can you suggest some ways [ might
be more approachable or helpful?”

I caught her totally off guard. She looked at me strangely.
Then. her tight little lips relaxed and the words tumbled out
on top of one another. Her first semester mentor had been
insensitive and harsh. she thought. The principal seemed not
to like her. Everyone was down on beginners, on her, just
waiting for her to make a mistake.

The stalemate was broken. A fresh, cool, breeze swept over
us as we stood there. It felt good. We planned to meet third
period the following day. Liz left no doubt about her attitude

in my mind.

39
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Reluctant
1o Ask

Bob S., a second-year probationary teacher, was assigned to
me as a mentee for the year. I felt this would be a really
pleasant assignment since I already knew Bob and could not
foresee any problems in dealing with him.

I'wentto Bob's room to let nim know that I would be working
with him during the year I felt that I was very nonthreatening

in my approach, letting lum know that I knew he had already
been in the school for a year and that I was simply there for
him if he needed me.

Bob’s attitude was a surprise. “I don't need a mentor. I've
ten getting along fine all this time. So why do I need someone
to watch over me suddenly?”

I'thought of the many times I had felt insecure with the thought
that s~ meone was “watching over” me. And I really did
understand exactly now Bob felt.

“Listen, I don't have any desire to watch over you,” I said.
“That’s not what the mentor program is all about. I just meant
that 1f there is anything you need, or anything you might need
help with, you can let me know, and I'll be glad to help. I'd
be glad to help1f I weren'ta mentor, so my position has very
little to do with my willingness to help "

Bob's attitude softened a little then, and he apologized for
being sobrusque. But he never came to me for anything, and

I found myself reluctant to ask him if he wanted anything
Then some time later we were having lunch in the cafeteria.
Bob was talking about a lesson he was planning for the end
of the year, about two months away. I listened, and though I
had some suggestions that I thought were very good ones, !
again felt hesitant to discuss them with someone who did not
want my help.

Finally, I decided to simply deliver some printed information
directly related to the project he was working on, without
telling him it was from me. I put the information in his mailbox,
and I didn’t sign 1t or tell him where it came froni. The next
day, Bob came to me and asked me if I had put the material
in his mailbox. “Well, yes,” I admitted, “but you don’t have
touse it. I just thought it was interesting and thatit fit in with
what you were talking about at lunch the other day.”

Bob was more than appreciative. He asxed my advice on some
aspects of the project he was working on When we finished
talking about it, he said, “You know, this kind of stuff should
go on more often. This really is how teachers should work
together.”

Well, I agree. I wish I had thought of a way to get to him sooner.
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Surprised

* For some cases, mentor

teachers wrote reactions to

a colleague’s vignette.

Janice is a first-year probationary teacher for third graders at
an inner-city elementary school of 2,500 students of various
ethnicities. The composition of the schoul is mostly Hispanic
with about one-third Korean, Vietnamese and other Asian
backgrounds. I am a fourth-grade teacher. As a mentor, I have
been working with Janice since the beginning of the school
year, now about ten months. We see each other usually once
aday with more meaningful contact (conference, observation,
staff development) about every other week.

At the beginning of the school year, “ met with Janice and all

of the other 18 first year teachers to orient them and offer iny
services as one of their two mentors. From the outset, Janice
was quite interested in my help. She came to me often with
questions and ideas and basi :ally kept me informed about her
room and her progress. She had had student teaching in college
but was from out of state and was unfamiliar with the California
system, to say nothing of our school with its inner-city ethnic
potpourri.

At first, discipline was the biggest weakness 1n her program.
She was quite frustrated at not being able to run a quiet
classroom and very surprised that the children were not falling
at her feet to learn. She was really having to put energy into
disciplining them before she could teach content. This was
making her feel very inadequate and unsuccessful. I was
offering her ideas on different control and management
techniques based on her performance lining up her students on
the playground. But aside from that she did not want me to
come into her room. In fact, she was most incistent that neither
Inor the other mentor needed to come in forany reason. She
always had an excuse why we couldn’t or wouldn’t want to.
She continued to solicit our ideas and help, however. After
about eight weeks she reported that things were settlingdown
and that she felt really able to teach now.

During this time I did not push an entrance, but would stand
outside the door and peer in while talking toher briefly. Or |
would meet with her on neutral ground in the cafetcria or the
office. I took her on a field trip to the Teacher Center once
and released her from class several times to observe control
techniques in other classrooms. I had her come into my room

to observe management and control as welt as some language
lessons. We continued to meet about once a week ther in

conferences, staff development meetings or for casual chatting.
Ioffered many suggestions in response to her questions They
were always received positively. In fact she began to refer to
me as “my mentor teacher” to the other teachers. She also
began to tell me what a great job she felt I was doinz. That
always felt good to hear. But she still didn’t feel comfortable
with anyone coming into her room.

I was able to observe alot of progress in her control lining her
students up outside and was positive that this was reflective of
the classroom discipline. Then one day around Halloween as
I was exiting the adjoining room, Janice came bouncing to her
door and called after me to come over ifThadtime Che said
that she had anartlesson in progress and wondered if 1 \vould
be able to give her some feedback on it. Needless to say, I
was very surprised but jumped at the chance. She said that
administrators had been in her room before but had not given
meaningful feedback. Finally she was ready to have me come
in.

Since then, Janice has been almost cager to have me come by.
She is still very receptive to the help I give her, though she
needs less and less. She has offered to do lessons for other
teachers in art and ESL and has even had a couple of new
teachers come in to observe her. I have plans to do some video
taping next year and she has been onc of the first to volunteer
to do lessons. Meanwhile, I continue to offer support. She has
truly been a joy to work with.

Reaction*

The fear some mentees experience when observed is very
strong. Knowing someone s actually watching you do your
Jjobputs alevel of stress on teachers that is hard to imagine.

The sensitivity shown by both the writer and the otiier mentor
inallowing this new teacher the space she needed was excellent.

The mentor's being there vhen needed but low key in the formal
observations enabled Janice to grow enough to let other adults
see her work. In fact, he “easy" approach to classroom
observation let Janic: make the overture when siie w as ready.
Finding all the clever ways to observe the mentee was
outstanding and nonthreatening throughout the growth period
and resulted in a successful level of confidence for lanice.
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Never Got
a Chance

STABLISHING THE WORKING RELATIONSHIP

I'had an occasion to mentor, or try to mentor, Gayle, a brand
new teacher with the Los Angeles Unified School District.
Gayle’s previous experiences had been as a Deputy Sheriff in
Los Angeles and as a teacher with preschool children. Gayle
joined our staff in September as a sixth-grade teacher. She
appeared very confident. She said that she neither wanted nor
needed help ia setting up her classroom or in developing
curriculum units because of her previous experience.

As soon as I became aware that I would be Gayle's mentor
teacher, I introduced myself as a friend and mentor and stated
that I would like to observe her to see if there might be
something I could do to help her get started. Gayle stated right
away that there was nothing I could do.

About two weeks later my attention again focused on Gayle
when she asked a question at a faculty meeting, “What does
ESL mean?” Gayle also told about new techniques she was
using in her class. The techniques were well tried for a thousand
years. Therefore, after the meeting, I was very anxious to see
her. I insisted on seeing her. I stated that I would like to see

some of the wonderful things she had mentioned. Gayle firmly
stated that she did not want a visit at that time because of a
play they were working on and because of time conflicts.

I'scheduled to see her anyway. She was absent that day, so
did not see her. Because of my schedule at other schools, 1
did not see her again until my principal asked if I would give
her some help with her room envirecnment and bulletin boards.
I happily agreed. My principal mentioned that it was not going
to be easy and said, “It’s like walking on eggshells.”

I'again conferenced with Gayle in the cafeteria about visiting
her room. She was very rude at this pvint. Unfortunately, I
never saw Gayle in her classroom, even though I used a variety
of foot-in-the-door techniques.

At our 110onthly mentor meeting, a new mentor teacher had
been added to our school, and Gayle was put on her roster.
At my last conference with Gayle's new mentor teacher, she
told me that she was having the same problem that I had had
with Gayle. “Can I see you?” “No, you cannot!”

~
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Discussion Questions

The First
Meeting

The Right Track

No Happy
Ending

The Reai
Breakthrough

This vignette describes how one mentor teacher arranged for
her mentees to meet as a group for a day during which they
agreed on amanagement system for service. How do you divide
your time among you: mentees?

Why do you think that an “‘open-ended invitation to use me”
might not result in requests for assistance?

What was this mentor’s faux pes when she saw that Ms F
kept her students after schooi?

How would you havc dealt with Ms F ?

Why do you think that teachers are often suspicious when
mentors offer assistance?

Why did the mentor say that the day working together at the
curriculum }ab was a breakthrough?

How d= you make decisions about whom to see and when?
If you were to meet with all of your mentees as a group, what,

besides a management system, might you discuss 1n the
meeting?

Why did this mentor’s second approach appear to have been
more successful?

How do you get on the "right track”” when you meet a mentee?

What strategies can you suggest for helping older, more
experienced neophytes?

What are your techniques for establishing trust with other
teachers?

g dIHSNOILVIIY ONINIOMIHL ONIHSIT18VLISI




‘STABLISHING THE WORKING RELATIONSHIP

Discussion Questions

Caught Off
Guard

Reluctant
to Ask

Surprised

Never sot
a Chance

15

Do you think that L1z had gi sunds for initially refusing the
mentor’s offers of assistance”

What was Liz's mentor’s tactic for breaking the stalemate n
their relationship”?

What was Bob's .nentor’s strategy for establishing creditility”?
Why did it work?

Mentors need opportunities to display what they know and how

they can be helpful. What are some ways that you can
demonstrate your experuise to teachers?

What were Janice's mentor’s strategies of mentoring?

What was the turning point in Janice s classroom that allowed
her to concentrate on improvirg her teaching?

What was this mentor’s strategy of establishing a working
relationship with Gayle”?

Would you have handled the situation differently?

How would you feel if your help were rejected by a teacher?
What would you do?

Why do you think that Janice suddenly asked her mentor to
observe her lesson?

What might have happened 1f the menior had nsisted on
coming 1n to observe”

What would you do if a teacher continued to refuse afi orfers
of assistance”




INDIVIDUAL CONSULTATION

Planning

Everything
is Fine

ERIC

Aruitoxt provided by Eic:

The two cases in this section highlight the importance of both
formal and informal individual consultation outside the
classroom. It is during these kinds of interactions that mentors
canact as asounding board, demonstrate their expertise, and
create an atmospherc of mutual respect and trust. Often
informal conversations about teaching and more formal
consultations about specific pedagogical practices are needed
before teachers are ready to be observed and coached by a
colleague.

In the first case. “Planning,” the mentor was able to help a
neophyte understand the concept of unit planning. After one
conference, the teacher was able to plan a unit herself.

The second case, “Everything 1s Fine,” illustrates how
important it is for a mentor and her colleague to establish
ground rules for their relationship. In the vignette, the mentor
makes several offers of assistance, but it seems to her that her
colleague does not invest the same amount of energy. This
kind of arrangement does not constitute a relationship. No
shared agreements about problems to work on together were
mentioned. According to this frustrated mentor, Sam was not
interested in taking the time to plan and often acted 1rrespon-
sibly. This may be correct. Butthe mentor also noted that Sam
spent an hour athis desk after school during a workshop. What
alternative explanations can be offered to account for Sam’s
behavior?

91
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CONSULTATION

NDIVIDUAL

" ERIC

Aruitoxt provided by Eic:

Planning

One of my early successes was with a teacher who had
absolutely noidea how to plan lessons around a particular unit.
There was no continuity in the skills she was teaching All of
her lessons were extremely creative. yet they had no relation
to the lessons before or after. They were justahodgepodge of
activities.

I sat dr wn with her with several textbooks available at her
school and her instructional guid: , and proceeded to show her

how to plan a unit argund a tist of objectives. 1 will never
forget the look on her face when we had finished. It was as if

I had shown her the most marvelous thing in the world. She
admitted that she was glad that she no longer had to spend
hours each evening preparing new lessons. She could see now
how everything would simply flow together.

You canimagine how good I felt when this teacher put together
the plan for the next urit completely by herself!

5.3
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Aruitoxt provided by Eic:

Everything
Is Fine

One of my assignments as a mentor teacher was to work with

a person who had just started teaching as a substitute i
December and had become a full-ume teacher in the spring.
Sam had some experience with computers and some student
teaching experience in a computer magnet school Because ~f
this experience and his eagerness to teach computers, he w
given three computer sections and two basic ESL math classes.

I was assigned to be his buddy and later his mentor teacher.
During the first day of school, a pupil-free day, we spent hours
going over the textbo s and matenals to be covered in class
with a schedule of things to do each day. I saw hum later 1n
the afternoon and asked him to try to make plans for the
foilowing week. and he said, “I do not know what to do; I
have never done this before.” So we sat down and worked
tegether writing each activity as we talked about each day’s
lesson. We got through the first week, struggling through
opening bulletins, new students ard t.eir programs, textbook
procedures, roll book. attendance and so forth. Most of the
first week was spent with introductory activities in the use and
function of a computer.

The second week was a Iittle harder because some lecturing
had to take place. As I continued working with Sam. i found

out that all he wanted was to receve all the lesson plaps and
activities I was using with my students without taking the time
todo ithimself. Most of the time he would say: ‘I do nct have
the time to do 1t. T g-ess I will just give them something to
work on with the ¢ »uters for the whole period.” I tried to
getk mto prepar. . .slessons a week at atime, but it required
atleast half an hour each day, so I did not insist on 1t as much

as in the beginming He managed to survive for the first ten
weeks. But as the class was repeated with another set of
students, I thought he won' ke better prepared for the second
ume around This was not the case. 5am looked for activities

inmy desk, xeroxed them and handed them to his students the
next day without any sense of continuity or organization.

When lasked how he was doing, he always said that everything
was fine since he was doing 1t for the second time. I really
needed to take the imc to observe him because I found the
room in amess. Computers were left on, loaded with games
Printers were left on and stripped.

Sam asked to obtain coverage for three of the classes because

he wanted to go back and visit his master teacner and obtain
copies of lessons used 1n a pariicular class. | agreed and we
tried to set the day, but it was left in limbo. A couple of weeks
ago, he again asked f .his coverage. In response to my
question about what he was going to do, he just said, “I nced
time off to take care of a traffic ucket because I cannot getan
extension.” I had to turn down his request and tried to help
him 1n another way.

I have not been able to spend much time with Sam, b “e
leaves me notes almost every day. I should keep ther o
make a collection of them Some of them read: “We are out
of paper. Please get some.” “Use machine at your own risk.
I donot know what is wrong with 1t.” “Please do not use the

box on desk.” “I let the students take the books. I did not know
you were using them.” “Why are these teachers in my room?”
(There was a teacher workshop in the computer room after
school. He stayed there for the first hour using the desk anc
working in front of the classroom as the workshop was 1n
progress.)

I find that some teachers are weak and need a lot of help Some
are not interested or do not want to spend the time ;.eeded to
getorgan >d and plan ahead. They want to zet by with the
minimum 2mount of work needed to survive in this job. and
they always have excuses for not completing their tasks
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CONSULTATION

NDIVIDUAL

Discussion Questions

Planning

Everything
is Fine

How did this mentor demonstrate the importance of umt
planning”

In additionto curriculum guides and textbooks, whatkinds of
resources could you suggest to enrich a unit?

What would you do 1f you encountered ateacher like Sam who
made what you considered inappropriate requests?

How might establishing ground rules lead to amore constructive
relationship”?

How dothe different subject areas nfluence ihe content of unit
plans?

The mentor suggested that Sam was lazy and did not want 1o
take the time (o plan What alternative explanations can you
offer for Sam’s behavior?

What ground rules do yo-  stablish with your colleagues?




OBSERVATION AND COACHING

Really, | Did
That?

A Key to Mentorir 3
The Moat

Mutual Benefit

Be Preparea:

the Problem May
Be Bigger than
You think
Defensive

Caught In Tre
Middle

The cases 1n this section describe classroom observation and
coaching. This 1s the part of mentoning that has the greatest
potenual of getting close to the actual work of teaching The
coaching process necessarily begins with something to coach
— ashared agreement about some knowledge. skill or practice
that mentors and their colleagues decide to work ontoget'eer.

What makes observation and coaching work depends on a
number of conditions. The first 1s sufficient opportunity and
ume to observe and talk about what you have observed. A
written record of the oh,servation that is convincing enough to
the teacher and muxes her teaching and methods public can
provide the ba‘1s for talking about the lesson.

It 1s often apropriate for mentors to make suggestions about
how to imptove teaching This 1s particularly importaut if a
teacher is having difficuity. But real learning only occurs when
teachers participate 1n a reflective analysis of their lessons.
Mentors must then help teachers adapt new knowledge to what
they already know

The first four cases, “Really, I Did That?,” “A Key to
Mentoring,” “The Moat,” and “Mutual Benefit” show the
importance of shared agreements, appropriate feedback, and a
convincing script of a classroom observation.

“Mutual Benefit” is the casebook’s mo~ =xtensive description
of a coaching expenience. The mentor helped Ms. R with
survival techniques during the f{irst three weeks of the term.
ncluding arranging for visits to veteran teachers. When it was
clear that the class was flowing, the mentor felt that Ms R
was ready to address more significant concerns The vignette
describes several strategies the mentorused tocoachMs R |
inciuding the use of different kinds of observation instruments

It is one of the few cases that hint at engaging a teacher in
reflecing about her teaching

The nexttwo cases. “Be Prepared” and * Defensive deal with
teachers who had considerable ditficulty during the class
observed. and cried during the post-conference How to
respond constructively to a teacher’s emotions was the topic
of much discussion among mentors. It highlights the difficulty
of the coaching task.

“Be Prepared” 1s a detailed story of a mentor who watched a
neophyte obviously 1n trouble and who grappled with how .
provide appropriate feedback. Though the mentor had taken
voluminous notes, she realized that the teacher was in no
position to integrate all of the information Her strategy was
*~ nrovide companionship and assurance and to identify a few
suggestions to maintain order in her classroom. The teacher
said that she would try the suggestions. Several mentors reacted
to this vignette. One recommended some organizational
techniques that the teacher could use to get the class started
more quickly.

“Defensive” deals with a similar situation, but the conference
ended on a sour note The mentor's straiegy was to tell the
teacher shie needed to work on classroom control. The teacher
became defensive, began tocry, an¢  !d the mentor that she
did not understand pnimary classes. How could this mentor
have handled the situation differently? Perhaps open-ended
questioning might have encouraged the teacher to reflect on
what happened and might have been more constructive.

The last case, “Caught in the Middle,” illustrates a mentor's
frustration when the teacher did not use the mentor's suggested
discipline techmques The mentor's strategy was to tell Norma
that her repuc..ion was at stake if she did not improve her
cliassroom order. Several mentors reacted to this vignette. Some
«upported the mentor’s tactics, others suggested alternative
ways to deal with the qtuation
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J)BSERVATION AND COACHING
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Redlly,
| Did That?

60

“What a reassuring visit,” were my thoughts as I walked from
the classroom. “She’s a natural.”

I had visited a very new teacher trainee for the first time She
had been assigned to me during my first week as a mentor
teacher. A bit apprehensive of what I might find, I arranged
through a pre-observation conference to visit Jane during her
first period of class. We talked of her objectives and goals,
the makeup of the class, and problems she might be having.
Jane indicated she was worried about her ability, worried about
the visit, and just plain worried. She worried she wasn'tupto
the task of teaching in general. She conveyed an obvious
concern for her students during the conversation. She truly
cared about their welfare

As I sat in the back watching students armve, I observed a
warm, caring adult greet sleepy students for an 8:00 a.m. class

Very quickly the students were on task, busy, questioning, and
learning. Open discusston continued, the class shared a clear
mutual respect for the teacher and each other. This atmosphere
prevailed throughout the period.

The post-cbservation conference was ajoy It must be because
of the isolation of teachers that they don’t know how good
they are. Jane is a fine new teacher, she even has the potential

to be a truly excellent one as things become easier. Responses
to praise included: “Really? I did that? I can’t see myself so
I'm not sure that what I do 1s good.”

My feelings after the corfzrence were joyful. To know that
with assurance and guidance a good teacher will flounish and
grow in confidence makes up for all the frustrations Jane
progressed from a worried teacher to one who welcomes a visit
anytime with a confidence that <hows.
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A Key to
Mentoring

ERIC 62

Aruitoxt provided by Eic:

The feedback process after an observation has been akey factor
in my mentorship. I have made 1t a point to conference with
my mentees on the day of an observation or, if impossible,
the very nextday. We usually use after-school time, when all
the students are gone and quiet once agamn reigns supreme in
the classroom. We talk leisurely about what the mentee and I
experienced from the day’s visit.

Some conferences have taken place immediately after the
observation. if students have left the room for recess, lunchor
some other reason Usually that ime slot 1s not as beneficial
as after school because the teacher still seems to be geared up
from the lesson.

On the other hand, when the mentee has had to wait for
feedback for more than one day, for whatever reason, the
mentee has sometimes forgotten various parts of the lesson, as
I would have. had it notbeen for my notes Therefore, I have
found that after-school feedback sesstons on the same day are
an asset

The 1ssue of my notetaking during the lesson and using the
notes during the feedback session has recently come under
scrutiny by some of my mentor peers Therefore, I'mreviewing
this practice. Up until now. the feedback that I have been giver:
by five out of my six mentees has been that my notes have
been thorough and thought-provoking. My fear in not taking

!
i

'

notes during the lesson has been that I wouldn'tdo as good a
Job n recalling the experience for my mentees However,
because I only focus on one major objective which my mentee
and I have agreed upon before observation time, I could
probably commit most pertinent information to memory Other
mentors’ comments about their notes have certainly given me
food for thought I plan to survey my mentees again in the
week ahead to get their feedback as to whether or not they
would prefer me to take notes during their lesson.

Feedback is atwo-way street, and my mentees have been very
responstve withme They have helped me with how I am doing
and whether or not I am meeting their needs. Most of the input
has been posiiive  When 1t has been negative, I have tried to
be a good listener and adjust to their suggestions, whenever
possible and appropriate.

Conference time has beena sharing time as well Mentees have
conveyed fears, frustrations, tears, successes, and lots of
laughter to me. It has allowed me to get to know these special
individuals personally as well as professionally

Feedback sesstons after an observation have become many
things to my mentees and me this year As we continue to
dialogue. I am certain that we will grow as we all <eek to be
the best te. chers and people that we can be.
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Aruitoxt provided by Eic:

The Moat

I'was assigned to work as a mentor with three new teachers at
anotherschool site for five daysonly. I did notknow them or
have any background information at ali. At my school site,
I have invested a lot of time getting to know the mentees by
chatting, socializing, and building a rapport before actually
doing anything. I was afraid of not being well rece1ved and of
not being successful What could I do in five days?

With some trepidation, I began my first day. After introductions
by the principal, I began by spending the entire day observing

n the three rooms, chatting, asking questions, finding out
needs, and making notes on what I perceived as problem areas

I did feel comfortable doing this. I also solicited from the
teachers what they perceived to be their needs and problem
areas. Each was very willing to share 1deas with me on this
This felt better.

In Jim's room I noticed serious control problems, difficulties
dvninglessons in getting the children’s attention and monitoring
acuivities and independent work. About midway through the
first day. I couldn’t help but make a suggestion or two about
the arrangement of furmture, which [ felt contributed greatly
to inis problem There was a moat between the teacher and
the class, and the students’ desks were arranged in closed,
wall-like formations around the back of the room.

I must not have handled this well because Jim countered
immediately with resistance *“{'ve moved the desk four times
already " *“I've already tried that " “I've tned this, and 1t didn't
work.™ His responses indicated that he didn’t want any input
here. So we discussed time on task, which we had agreed

would be the focus of my observation, and went on to other
areas of need.

Before leaving that day. I gave him the room plan I had made
with no discussion other than what the symbols meant. He stll
wasn’t at all interested 1n changing any furniture around. I
promised to bring 1n some requested materals and see him the
following day. I felt I had failed disastrously in communicating
the importance of room arrangement in good classroom
management.

The next day Jim and I worked on groupings, gathering
materials for reading, ESL, and other needs. We also talked
over lunch about some of the personal problems he was having,
namely too muchto do, too little time. No mention was made
by either of us about room arrangement, out he was still having
the same or even worse problems with control during his
lessons and independent work time Jim didbegin noticirg the
time-off-task behavior of many of his students. I had not
planned to return for three days and was a little wornied about
the follow-up to our discussions.

When I returned. however, I was astounded. Jim had
rearranged the entire room according to .he plan I had left He
had placed desks for center acuvities in the corners, brought
the students closer to him and grouped them 1n a much more
manageable way. He was bubbling over with excitement about
the changed behavior of some of the students He couldn’tstop
talking about what the children were doing, what plans he had
for cnanging this and that, what else he wanted to work on,
and how successful he felt for a change
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Aruitoxt provided by Eic:

Mutual
Benefit

I'have worked with Ms. R., anew teacher with an emergency
credential, since September We are both Englisn teachers
teaching seventh through minth grades at an inner-city junior
high school. The student body is made up of black and Hispanic
students. Our faculty has a high transtency rate

Ms. R. had no prior tcaching expenence. She worked
previcusly as a housewife, deciding to go 1nto teaching after
her divorce. Being a single parent as well as attending might
school to work on her credential keeps her extremely busy

Since September, Ms R. and I have worked or: various kinds
of activities to help her become acclimated to the teaching
profession. We meet, on the average, about twice a week . At
the beginning of the school year, we worked mostly on lesson
planning and classroom management. We made semester
outhines and did preliminary needs assessments for each class.
We worked out a set of classroom rules and discussed ways
to handle certain discipiine situations. I helped her set up a
filing system and arrange her bulletin boards to reflect current
nstructional units. Arrangements were made for her to visit
and observe other veteran teachers at our school. After each
visit, Ms. R. seemed genuine'y impresced with her ohservations
andexpressec eagerness to implement some of the things she
had seen demonstrated.

nce the semester was well underway, i R and I began
conferencing to discuss her concerns. She was especially
concerned with the overwhelming paper load and with
misbehaving students I showed her ways to have students
correct some papers in class and to develop alternate
assignments to reduce her load We talked informally on
several occasions before I went in for formal observations
After each visit, J would leave Ms R. a list of several good
things that were observed. and maybe one or two suggestions
about things I noticed that could be 1mproved

As the year progressed, I began using more formal observation
instruments such as the At Task/On Task Chart, which
measures which students are engaged in certain types of
activities at given times durning a class peniod. Another
mnstrument I used was the Flanders Interaction Chart. which
measures the kinds of interaction and response« between
teacher and students. One of Ms. R.’s primary problems was
in the area of discipline After using some of the more formal
observation instruments, Ms. R and I would look at the
findings and discuss ways to get more students involved in
problem solving and keep them on task. Eventually, the
discipline problems lessened. They didn'tdisappear. but there
was great improvement.

Ms. R.’s strength lay in literature discussions I was able to
kelp hera great deal with finding appropriate stortes and poems
which fit her instructional umits. I also helped her determine
levels of ability and alternate ways of handling varying levels
within classes.

Perhaps Ms. R. was the ideal mentee She was always eager
for assistance and very receptive to my suggestions. With each
visit, there was visible evidence that she had acted upon one
or more of my suggestions. For example, during one visit |
noticed that there were two students who talked tc  ther most

of the period. I suggested that she move one of them The next
time I came to visit, they were separated.

Iam convinced that the interactions between Ms_ R. and myself
have helped us both immensely. In helping her, I found myself
reflecting on my own classroom practices and striving for
improvement. And for her, the comments I've received about
how much I have helped her are proof that in our case the
mentor-mentee relationship was beneficial
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AND COACHINSG

Be

Prepared:

The
Problem
May Be
Bigger
Than

You Think!

I'am not yet a seasoned mentor, and Jane 1s nota young, new
teacher. She is a second-year probationary teacher who came
to our school from an unsuccessful year at a junior high She

is atiny woman, quite shy and soft spoken, a recent immigrant
from an Eastern European country Her biggest problem
seemed to be class manag .ment: how to keep ti.. students 1n
their seats and cn task for a significant portion of class time.
I was expected to help her solve the problem and show
significant improvement

My first observat on began normally with a pre-c hservation
conference in which she asked me to pay attention to behavior
problems. The lesson would be concerned with basic math and
seemed well planned. Jane seemed quite com.posed when she
talked about the behav.cr problems she was experiencing and
explained that the class I would visit was her worst problem.

I was a few minutes early in arriving for the observation A
short chat and the decision on where she wanted me to sit
brought us close to the iardy bell. I was curious to note there
were still only four students present. At the ringing of the bell
none of the four were in their seats, there was confusion at
both doors with students walking in, walking out, talking, and
milling around. Jane was writing on the board. The confusion

in the room seemingly went unnoticed. Two minutes after the
beli she went to her desk and pi~ved up the roll book. There
were now about twenty stu ats :u the room but only three
were In their seats. Jene began asking individuals to sit down.
Ontwo occastons students who had taken seats got up again,
one to go 1o the pencil sharpener, the other to cross the room

and speak to anotler student Ten minutes into the period all
the students were in their seats, but few were quiet or paying
attention.

Overthenoiseot  versation Jane announced what the lesson
was and proceeded t¢ vork a sample problem on the board
Very few students were even facing the board, let alone paying
attention to what was written on it After five minutes of

explaining sample problems, she passed out a aitto problem

class charged the door. Since lunch was next, and the situation
seemed so out of control, ; decided to attempt some debriefing
right then

We sat down together, and the only thing to come tomy mind
was 19 ask her about the class pei.od. She replied that she
wasn't very happy with it, she exclaimed, “What am I to dr~""
and burst into tears. I mentally tossed out the seven pages of
anecdotal records and attempted to be personally supportive.
Even though we got through the tears, and I helped her
understand that she could overcome manv of the problems she
was having, I was not happy with the outcome. We set a date

for the next day to go over my notes and went to lunch

The next meeting was not emotionally charged but was
strained. She seemed uncomfortable, and I struggled to identify
one single thirg which needed to be done to settle things down
in class. We agreed that the beginning of the class must be
" “ore orderly, and she vowed to begin working on the tardy
problem.

I am having many problems juggling personal empathy,
collegiality and professional help in this case. I am prone to
think T became too emotionally involved from the beginning.
I'c. unlyamconcerned for myego 1f I am unsaccessful and
Jane loses her job.

Reaction

My immediate reaction to “Be Prepared™ 15 “Yes, some
problems may be bigger than yo: are " Jane has many
management problems, some can be corrected, som? probably
cannot be changed. Recognizing our own limitations as
mentors is just as important as recognizing Jane's. The :eew
to help. the desire to do well, affects mentors strongly
However, realicing that mentors cannot solve all problems and
cannot create teachers from raw clay 1s mandatory for mentor
teachers.

The job of mentor must be one of helpi~g, advising, being

z sheet without explanation and proceeded to help individuals at
o theirdesks Fewer than ten percent of t' = class was on task at supportive, and guiding when we can. . he role must not
_ a <ngle time. and they were always the students in the hecome, even in the mentor's deepest thoughts, one of solving
- imu.ediate proximity of the teacher f all problems for all people. Some teachers will farl no matter
< The class dth ne t n h the l what the mentor does, and they must be allowed to 4o so Fear
> alt:ema T}:ontmu; X Ie rem:m f\j"pfe hr:uc e satnh,; e | for one’s ego 1f a teacher does not improve places a huge

P < ) ¢ T .o
(4 pere m :i;‘:c oan rr]ecorrl tvtv: ! 'Ctu . gvtvré ?s | emotional burden on the mentor Let Jane take the *baby
w were so many [urgs gning on atthe same time  Students came l steps " Guide her, but don’t accept her exotional load as well
» and went from the room many tumes. Rude remarks were . .

i Her failure 1s not necessar iy vours

) constant. I had written seven pages when the bell rang and the ‘ :
n 6 N |

’
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Reaction

My initialreaction to “Be Prepared” is that Jane 1s academ-
ically prepared but needs ruch guidance in working effectively
with this particulur group. The mentor has to help her, she
has 1o put her personal feelings aside and get 10 the root of
the problem. Jane needs sirict guidelines to follow. A
suggestionwould be to provide those guidelines written in the
Jorm of “Technmiques to Try ™ Jane mught not fine this
threatening, and this could alleviate some of the mentor's
Seeling of betraval. The following suggestions may be

¢ ppropriate:

* The tardy problem: The class should be made aware of the
fact that the door will be locked immediately after the late
bell. It weuld then be necessary for students 10 go to the
office for an admittance shp.

* Disruptive behavior- Some of the problems might be
eliminated if Jane has the work «n the chalkboard prior to
the students’ arrival She should never turn her back on that
class to write on the blackboard.

* Resolving conflicts The mentor has experience in resolving
conflicts and reducing discipline problems. She should 1alk
to the class regarding school and class rules. (She has «
responsibility to all students in the school, not just the
students in her class.) The mentor should make herself vis:ble
in that room as often as she can.

There 1s nothing wrong in being emotionally or personally
involved Jane needs that kind of supportas much as she needs
professional expertise However, if she fails, ir 1s not the
mentor’s fault

The problem is bigger than Jane . It takes an assertive person
with a variety of experiences with students of different
socioeconomic and ethnic backgrounds to effectively manage
a situation like the one in Jane's room. Doing ull shecc lo

1o help, her ego should stay intact. She has not failed
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Defensive

71

Diane 1~ akir cergarten teacher in her first year of teaching. |
observed Diane teach areading lesson Itold her ahead of time
that her lesson should be simple and that I didn't expect her
1o use the seven-step pian

When [ first walked into the room at the expected time, the
room was screaming with noise The aide was sitting at a table
doing nothing. Diane was at ti:2 board trying toteach beginning
sounds. I couldn’t hear anything. All the commotion in the
room disturbed my corncentratior: terribly. Unable to take
anymore, Ileft the roomquickly Tep minutes later, Itried to
cunfer with Diane.

Ttried to think of some positive things to say to Diane before
lowering the boom. I told her how nice ker bulletin board
looked and how quietly one little boy sat at the back table
practicing writing his name Afterward, I asked Diane about
the noise and about her aide not participating 1n any way

Right away Diane became defensive She told me the more
noise inthe room. :he better for her because she felt the children
were expressing verbally what they had learned. As far as the
arde was concerned. I had observed at a time when 1t was her
break Itold Diane that in order for the children to concentrate
and be successful at atask, the room needed to be alot quieter
and that she needed to work on control

Diane startedtocry She saidIdidn't understand her because
I had no expenence at the primary level.

I tried to be as positive as possible by telling Diane that |
understood how she felt and that I'd be happy to assist in any
way She sobbed even harder and said she felt it would be best
not to go on with our conference 1 felt very confused about
our conference I also felt like a sixth grader pushing a
kindergartner around Under these circumstances, I too feit it
best not to go on
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I’ ve been offering assistance to Norma for several weeks now.
She 1s always very positivz and seemingly appreciative.
However. I'm beginning io wonder if she's genuine

I've shared matenals and strategies to which she has seemed
receptive, but I haven't seen her put them into practice The
admunistrators asked me to help her with discipiine techmques.
particularly with lining up her students on the playground |[
shared several strategies with her, but she wasn't able tofollow
through ecause I was approached again with the same request

My solutio. *nthe problem was to be frank. I told her teachers
are judged by tne orderliness of their classes, regardless of
their ability toteach and that I had been asked to help her with
her problem She seemed to try to improve only after she
understood that her reputation was at stake

I found this incident to be the most disagreeable part of my
Job. I felt caught inthe middle. but I suppose it was worth it
because the principal inforined me that she has <hown growth
in this area.

Reaction

I've been very fortunate to have had many successful
experiencesinworking with new teachers. It s difficult for e
1o evaluate a situation such as that described regarding Norma

In spite of the principal’s remarks, I think there are many more
important areas to improve upon than a teacher's line 1find
that a very picky item to be concerned with New teachers have
10 hear about their positive achievenients Negative situations
may have to be ignored ninally just to pain the teacher's
confidence.

Eventually concerns such as straight lines, fanc. bulletin
boards, and perfect registers will be worked out 1also think
that 1t 1s important for the new teacher to come to her own
conclusion that her line needs improving A mentor teacher
can lead her thinking in that direction, bu* the recogmtion and
resolution should come from the new teacher It mav take
longer to resolve. hut 1 feel the solution 1y more long-lasting
and internalized

Reaction

1 feel xour approach way probably the best vou could have
taken. I think the solution was a good idea also 1 have
experienced a similar reaction with one of my mentees She
actzally was a pool teacher who was assigned to my class for

six weeks toapprertice She was never able to control my cluss
during lessons or in the line-up outside When [ left on mentor
assignments, the whele program fell apart. We worked together
on teaching strategies. discipline techmques, and methods of
control. I modeled for her, pointed out my technigues, gave
her as much help with lessons and planning as 1 knew how,
and led her through my already established discipline sy stem.
Snull, though she was most receptive, alwaysfriendlv, and truly
likedbeingn the class and working withme, she was unable

fo carry out any of the suggestions or make any of the plans
work

Nevertheless, she was given afourth grade md ear She has
also been unable 10 control this class All of the suggestions
I've made and help I've given her have been .2 no ava:l. She
soaks themup with srules and granitude but ca. not carry them
out.

I am gowng to trv your solunon of being frark. I don't know
that anything will really be able to help her, but perhaps if I
confront her with harsh reality and do not mask the truth, she
will be able to take some action Her problems are too bad,
Jor she 15 a dear person and really loves children

Reaction

lthink that the way this situation was handled was fine Norma
1s obvioush concerned wath the unage she presents to her
supertors and also with how well she does her job in general

! think that in the future a gnod wav to handle this teacher
wouldbe to give her one tusk at a ime to complete, and v hen

i 1s done well, make sure she know s she has succeeded by

guang her the proper praise Thea move on to another area
that she can addres
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Discussion Questions

What did the mentor accomplish during the pre-observation
conference with Jane”

What kinds of things did the mentor notice during her
observation of Jane?

What 15 *he value of thorough notes of an obseryation”
How has the mentor improved her skills as a mentor teacher’

What tactics did the mentor use when she was fisst assigned
to three new teachers?

Why did the mentor tend to biame herself when things
apparently weren't going weil with Jim?

This vignette 15 the most detailed description of a mentor’s
assistance over a period of ime What were some of the tactics
that this mentor used with Ms R.?

What kind of feedback did the mentor gine Ms R after the
iitial observations?

How would you react if a teacher cried during a conference’
What was the mentor’s strategy during the feedback session”

‘What wouid you have done in this situation”

What would you do if you observed chaos 1in a Classroom?

Why do you think that Diane hecame defensinve during the
post-observation conference”

Three mentors reacted to this mentor’s tactics with Norma
How would you have handled the wituation”

How would you feel if you were caught in the middle betwecn
aprincipal s request and your own strong feelings about w hat
is appropriate behavior”

Why was Jane more self-assured alter hearing her mentor's
feedback during the post-observation conference”

Why do you think that Jane now v elcomes a visit anytime
from her ~entor”

The mentor states that during the pre-obsery ation conference
she oniy focuses on objectives thai are agreed upon Why is
this important?

Whatalternative explanations can ve made to account for Jim's
mitial defensive behavior?

How did the mentor’s room plan represent an apparent turning
point in this raentor-colleague relationship”

How did the various observation forms centribute to a joint
analysis of Ms R s claseroom mranagement?

How did the mentor henefit from helping Ms R ?

H w was this mentor’s strategs different from the mentor’s
tactic in "B Prepared

What wouid vou do if vou were contronted with a sipilar
situation”’

o E)
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NMODELING

Successful
Modeling

Back to the
Drawing Board

77

Modeling 1s akind of coaching strategy By being shown how
to teach a lesson. a teacher gains access to a new model of
mstruction. It is always important to discuss and analyze the
lesson after the modeling has occurred, and help the teacher
to adapt the techmque to her own pedagogical practice.

Te: :hers gain access to models of instruction by watching

a veteran teacher teach her own class. Occasionally, a teacher
will ask a mentor to model mnstruction in the teacher’s class-
rcom. Though often useful, this strategy can have a detrimental
effect if the teacher loses status with her own students as a
result of the modeled techmque. In the two cases presented
here. the results were different for one mentor teacher who
mocdeled a lesson for two different teachers
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Successful
Modeling

C., my mentee. 15 never afraid to ask for help. always applies
what she learns. is eager and enthusiastic in her teaching. is
adored by her students and peers, and is blessed with a natural
gift todo her job well Therefore. when C. asked me to help

her with her afternoon program. I readily agreed. She stated
that her second graders had trouble sitting through the long
afternoons. no matter what subject was being taught.

One prearranged day . I left my students with a substitute and
went mnto C 's room after lunch. She had just begun to teach
alanguage lesson As she skillfully introduced a concept. the
drizzle of rain that had been plaguing us all day became a gush
of water The tap-tap-tapping was now bang-bang-banging

C raised her voice to be heard as the children shifted focus
between her and the rear window where the whole weather
story was being told The rain got worse instead of better
AgainC. raised her voice. this time pleading. “Children. please
1ignore the rain! It will stop any moment now!” With that. a
clap of thunder made her a liar. More heads turned to the back
to look out the window I had the distinct feeling that Noah
would be floating by at any second

Finally. in wild-eyed desperation. C turned to me and said.
“What do I do now””

I calmly replied. “May I show you”"

“Sure!” she saild “Please do'" With any other teacher. |
probably wouldn’t have stepped in so readily However. the
trust and respect that C. and I had developed for each other
warranted 1t I got up and said hello to my lovely friends and
then proceeded to talk to the students about the rain. I sent a
representative to the door to look outside for all of us to make
sure that it was really raining . The child did his job and reported
back that. "Yes. in fact, «t was really raiming."” Then I had the
students turn around and watch the rain for awhile. After that.
Ttaughtthemarain song I persuaded themto copy a sentence
off the chalkboard that had to do with their language lesson
I'sang the song’s chorus each time itcame around About half
way through the lesson. I'turned things back over to the grateful
teacher. After that things went well

Atconference time that afternoon, the mentee thanked. lauded
and praised me over and over again. She said that she had
learned 1t was more important sometimes to “*go with the flow"
than resist it She said that my example had been tnvaluable
to her

I'smiled. realizing that it was only a variation on an old teaching
adage that I had learned long ago. “When abug crawls across
the floor. it’s the lesson' And so it was that day along with
the language lesson. the thunder. and the tap-tap-tapping of
the rain




Back to the
Drawing
Board

My first day observing one of my new mentees was filled with
excitement and anticipation 1 arrived at her class midmorning
after my own class had been tumed over to a sub who had
arrived late. 1 walked into th ntee’s classroom which was
full of hustle and bustle. 1toc itall in, making mental notes
o: whatto say to her at that arternoon s conference, hoping to
use praise generously as well =« make suggestions carefully

About 20 minutes 1nto my cbservation, D.. my mentee,
struggled to gain student attention  She yelled above the roar.
“l am going to the lichts to turn them out. Remember what
that means, childien. Get ready, everybody! Yere | go' Get
ready to stoptalking! Here 1 go!" D. turned off the ligh:s and
hittle, 1f anything, happenred.

When D and| conferen~=d that afternoon, 1 asked her about

the light system She said that she wanted to use 1t to quiet
her students down or to get them to change from one subject
to another. 1 asked her if the students knew and understood
what her objective was, and whether or not they had been
nstructed 1n how to use 1t. She said, “No,” and asked me if
I would explain 1t all .0 them. | agreed.

Fofficially met the students the next day. I did an introduction,
explained background information on myself and then sharec
my purpose for coming, and a httle bu about the mentor
program. They quickly warmed to me 1 then went into the
hight system. discussing its purpose and usage. We practiced
several imes D. practiced with them ., and then | had t-
«ike mv leave | promised ! urn the next day to see hcw
well they were domrg with 1t

Days three and four were cancelled by D On day five, as |
entered, I could see that things were not going well. Children
were out of their seats, voices were at a roar, D was yelling
across the room for quiet. A tap dancing be-  1d a juggler
would have made the scene complete My he.rt went out to
this new teacher becauce we've all been there'

I walked directly over to D feeling that another interruption
probably wouldn’t make too much difference and suggested
using the lights to end the chaos. She faltered and expressed
concern over its effectiveness. 1 offered to model again and
she agreec

I waiked over to the lights and turned t.. >m out Many voices
continued. I boomed in the dark, “The lights are out' All talking
15 to stop now'" Whether or not it was the strange or
authontative voice that got them quiet, I'll never know, but
they stopped talking immediately. Lights came on, and 1 told
them tobe seated We went back over the light procedure and
its purpose 1asked D. to stepinand practice 1t with them. |
finally left when all face> were smiling and D. had color back

1n hers again. | gave myself a mental pat on the back.

Later thatday, when Imet with D for a follow-up conference,

1 was smiling from ear to ear. “Barbara,” her first words
snapped, “1 think we’ll have to come up with - * _teer plan.
Every time you interrup: my kids, they seen: o do fine. but
nght after you ..ave, they fall apart.”

Back to the drawine board, | thought ] could te!l that this was
going to be a very long, challenging year




Discussion Questions

In these two vignettes, the same mentor demcnstrated a How would you have hardled the situation for D ?
SUCCGS.SfUI lesson or discipline technique for two teachers, however
MOdellng the recults were different. What were the circu nstances . Under what circumstances 15 1t constructive to model a
under which the mentor took over for each teacher? ; lesson 1n another teacher’s classroom?
BOCk TO The How do you account for the different results?
Drawing Board | :
i
(These vignettes should be

discussed as a pair) ‘ ;
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ANNOTATED BIBLIOGRAPHY

Apelman, M. (1986) Working with teachers The advisory !
approach In K Zumwalt (ed.), Improving teaching 1986
ASCD yvearbook. Alexandna, VA Association for Supervision
«nd Curriculum Development

As a staff person for a university-sponsored teachers’
center, Apelman oresents ar. advisory approack for
working with teachers. Adviscrs only provide assistance
to teachers on requz2st, and begin with their expressed
needs for joint work The success of advisory work
depends on arelationship of mutual trust and respect that
develops gradually as teachers and advisors work and
lcarn together Advisors can play a variety of roles.
Among these are observing teachers and engaging them
in reflective deliberation based or notes taken during the
observation, arranging for visits to other classrooms,
commenting on journal entries which encourage teachers
to reflect on their teaching, and helping teachers to use
curriculum guides to develop their own units.

Bang-Jensen, V. (1986) The view from next door: A look at
neer “supervision.” InK. Zumwalt (ed.), Improving reaching :
1986 ASCD yearbook. Alexandria, VA. Association for
Supervision and Cwiculum Development.

Bang-Jenser a teachei and writing consultant for the |
Ithaca City School District, identified several factors that
helped her make colleagueship an effective means of
improving mstruction. Sne had a reputation among her
colleagues for being able 1 help them improve their
writing instruction; her contributicn was not seen as a
contractu. 1, supervisory obligation The relationship was
nitiated by teachers who wished to improve their writing
nstruction. Finally, she became available for supervision
due to daily release time and ~onstant presence 1n the
school builaing.

Bird, T., & Little, J. W (1985) From teacher to leader
Training and support for instruc tional leadership by teachers
San Francisco: Far West Laboratory for Educational Rcsearch

and Developmen?

i
This essay describes the teacher-as-leader role and |

explores ways that district officials. principals and other
teachers can support teacher-leadeis

Borko, H. (1986) Clinical tearher education: The induction
vears. InJ. Hoffmanand S Edwards (eds ), Realitvandr ‘orm
in clinical teacher education. New York Random House

Borko explores teacher induction practices and programs
that are consistent with the Research in Teacher Education
(RITE) framework of clinical teacher education The
chapter describes some characteristizs of beginning
teachers and focuses on the importanc.e of supporting these
novices by experienced teachers during the induction
years Formal prozrams, such as Califorma’s Mentor
Teacher Program, which include stipends. increased
recognition and responsibility, and release time, have
potential for prov’ ng appropriate support. Several
alternative models 1or providing assistance and a
curriculum for the delivery system according to the RITE
framework are presented in detail

Cook, G. (1986) Teachers helping teachers: A training
program in peer supervision Paper presented at the annual
conference of the Association of Teacher Educators, Las Vegas

A suggested list of concepts and assumptions inherent 1n
the clinical supervision model is (1) a focus on the
teacher's own gnals; (2) the use Jf classroom data as a
basis for analys:s and discussion, (3) an inquiry or
problem-solving approach including hypothesis genera-
tion and testing: (4) acommitment to a long-term program
of growth and development, with a focus on teacher
strengths; (5) an atmosphere of mutual respect and trust-
and (6) awareness of the ultimate goal of improvement of
student learning.

Goldhammer, R., Anderson,R H., & Krajewski, R (1980)
Clinical supervision Special methods for the supervision of
teachers New York. Holt, Rinehart and Winston

This book is one of the state-of-the-art texts on the chinical
supervision of teachers. The authors suggest several
strategies for establishing a climate within which
supervision may take place. For example, an atmosphere
of credibility can be created offering analysis supported
by concrete evidence. Some of the goals of the supervision

conference are to provide adult rewards and satisfaction,
4
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to define and authenticate 1ssues n teaching, to offer
didactic help «f appropriate, to train teachers in techniques
' or self-supervision. and to develop incentives for

Z professional self-analysis

i

one county Six principles of face-to-face advising are
discussed common language. tocus. hard evidence.
interactions. predictabihity and reciprocity.

Showers. B. (1983) Peer coac huag und s effects on transfer
of tratming. Paper presented at the annual meeting of the
Amencan Educational Research Association, New Orleans

1 Goldsbury, L. (986) Colleague consultation Another case
of fools rushin Paper presented at the annual meeting of the

! Cr., .
Amenican Educational Research Association, San Srancisco Like teaching performances. leadership performances can

Goldsbury attempts to clarify the value of colleague
consultation, whereby two professional associates who
are interested incommon work give advice to each other.
as distinguished from peer suj. crvision, which conncees a
more authoritarian overseeing. Included in the description
of consultaticn are both direct observation which yields
a descriptive data base, and confidential collaborative
assessments of the meaning of the data. Colleagueship

be ntroduced through training and then mastered with
continuing support This support includes providing
companionship and assurance. pros:uing technical
feedback on the use of practices. engaging teachers 1n a
continuing analysis of the desired <kiils and metheds so
as toncrease tu2ir facihty . flexibility . and understanding.
and adapting the practices and methods to the situations
and curriculum which they face day to day.

includes reciprocal assessment, each part.cipant learns l
from the other how to refine practice (i.e., teachers also
help consultants evaluate and refine their own consuita-

‘ tion) A model of colleague consultation is presented

All peer coaches in this siudy were full-ume teachers
released by project funds for classroom observations and
conferences. Though <ev- -1l coaches expressed concern
that their “superior” role with their peers would possibly
have repercussions. all managed to overcome their
anxseties during the coaching period. The teachers who
worked with the coaches uniformly agreed that. despite
early anxieties about classroom observations. all the

Gnffin. G A (1986) Clinical teachereducation InJ Hoffman
| and S Edwards (eds ). Realins and reform in cluucal teac her
educanon. New York Random House

© This chapter suggests a framework for clinical teacher coaches handled themselves professionally. in the fullest
f education programs that can be used with prospective senseof the word The experience proved to he heneficial
o~ teachers. beginning teachers. and career teachers The for both peer coaches and teacher tramevs
o Research in Teacher Education (RITE) framework 1+
- useful for examining programs that are based on a Smytn. 3 W (1985) Pee-clinical supersision as * empower-
=z conception of teacher c.owth and ‘mprovement Gniffin ment versus “delners of a service " Paper presenteu at the
w proposes seven critical fuxiures The program mustbe (1) annual meeting of *he American Educational Re«earch
s sensiive to school and cla<sroom context: (2) purposeful Association. San Francisco
and articulated: (3) participatory and collaboratise. (4) Smyth arzues that collegial supervision among teachers
w based on knowledge of theory and teacher craft. not on 15 a form for empowerning teachers to reflect on their ov n
0 a set of prescriptions based on “{inding<”. (5) ongoing practice Inherentin the process is that teachers” thoughts
and «ystematic. not periodic. (6) developmental and and mtuitions abow their own teaching are valued and
» attc..uveto career stages. and (71 analvtic and reflective important. and that the issues teuchers regard as important
» L . be :ome the baus for collaborative dialogue Empower-
w © Litte.} W . Gaiagaran. P . & O'Neal. R (i984) Professionul ment is less a handing down of know ledge. which Smyth
8] deve .’upme.r-lt roles und relunnnslnym Principles and skills of <alls “delnery . and more of a partnership — a mutual
o) “udvising T San Fr.ncisco Far West Laboratony for Educa- <haring of 1deas. mtumons. and expericaces Clinical
tional Research ard Development supersision 1s only useful if st 1 1+ bued with a spint of
2 Conferences between advicors and tea sers based on critical inquirs Without this sptet. superyvision can be
classroem obsersations were videota; *d and analyzed in used only 10 raise technical quesiions coout classroom
gy 4 Instruction
1 ;
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Zumwalt, K. (1986). Working together to improve teaching.
In K. Zumwalt (ed.), Improving teac hing- 1985 ASCD
vearbook. Alexandria, VA: Association for Supervision and
Curriculum Development.

This bock offers a rich array of alternatives designed to
facilitate the professional development of teachers Eleven
educators (researchers and practitioners) observed two
teachers and responded to the followng questions: What
did they look for? What kind of in1ual recdback did they
give to the teachers? What kind of discussion or reaction
did they hope wou!d ensue? How would they envision
working with the teachers 1n the future”

Though the authors had different goals and approaches to
observation, they all vanted 1o involve each teacher in
self-analysis and reflection. Generally . they obtained the
teacher’s impres.ions of what i appened, shared ther
observations, and tried to engage the teachers in an
analysis of what happened. The authors seemed to share
acommitment to self-generated professional growth, and
viewed research findings as tools to “eip teachers de velop
their thinking and decisionmaking capabiities rather than
as a prescription for correct behavior




CHAPTER THREE
MENTORS AND ADMINISTRATORS

gy _




= MENTOR-PRINCIPAL RELATIONSHIP

» CONFIDENTIALITY/EVALUATION

» APPROPRIATE MATCH

» CLOSE CONTACT AND CONTINUAL SUPPORT

Inthe last chapter, mentors® challenges, successes, concerns,
and failures 1 working with other teachers were discussed.
This chapter addresses how the mentor program affects
administrators. The new mentor role 1n schools introduces 2
new relationship between principals and mentors. The lack of

| clearly defined boundanies between mentors and principals is
. reflected 1n these vignettes about mentor interactions with

The chapter is divided into four sections The first deals with

the mentor-principal relationship The vignettes highlight the
importance of negotiating ground rules for their respective
responsibilities for eginning teachers. A series of vignettes
follow which describe the dilemma of confidenuality — how
tokeen interactions with tezchers private and avoid contributing
to the teachers’ evaluations. The third section concerns the
principals. Al in this chapter are vignettes that may help umportance of the match between mentors and teachers by
administrators determine specifically what mentors do and how content area and grade level, and its influence on the mentor's
they are assigned assistance. The last section deals with the importance of
mentors’ close contact and continual support for neophytes.
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MENTOR-PRINCIPAL RELATIONSHIP

A Collegial
Relationship

Feeling Like A
True Professional

A Jeooardized
Relationship

Resistance to
Change

LAUSD versus
US. Nowy

Administrative
Support

33

Mentor teachers in LAUSD are asked to provide support and
leadership to beginning teachers, a task that has been
traditionally delegated to principals Thus principals and
mentors are being called upon to negotiate a shared leadership
arrangement, where each must respect the responsibilities of
the other. Often this new arrangement may require that mentors
and principals set ground rules with each other so that they
clearly ui:derstand each other s domains

What happens if mentors ard principals do not negotiate some
ground rules? What can happen if a principal goes beyond the
boundaries of acceptable behasior and asks for confidential
information? How can mentors prevent their colleagues from
viewing them as an arm of the administration?

The vignettes in this section address these questions The first
two, A Collegial Relationship™ and *'Feeling Like a True
Professional,” describe a positive relationship between a
mentor and principal based on trust and mutual regard Both
of these mentors describe their principals as supportive of their
work.

The next two vignettes describe principals who dampened their
initially positive relations with mentors because of nappro-
priate requests. In the first case,* A Jeopardized Relationship,™
a principal asked the mentor w0 help an experienced teacter
and to "put everything in wniting.” In the second case,
"Resistance to Change, " the principal asked the mentor to help
a " 20-year veteran,” and wanted both of them to observe the
teacher together. The mentor wanted to help this teacher, but
was concerned about Feing viewed as an arm of the adininis-
tration by other teachers

“LAUSD versus U S. Navy™ addresse« a somewhat different
1ssue Itappears as if the mentor and principal never negotiated
their respective responsibilities with new teachers, which led
to some unforturate circumstances for the mentor and teacher.

In the last vignette, “Administrative Support,” the mentor
praisesthe s yport of administrators bu. criticizes the principai
for indiscriminately recommending unqualified teachers to
apply for the mentor program “in a desize to make teachers
feel good.™ The mentor maintains that the role ought to be
reserved for master teachers, not for teachers who sorely need
a mentor themselves
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A
Collegial
Relation-
ship

The mentor-principal relationship is very important My
principal and I have a very good relationship He 1s very
supportive and lets me run my own program for the new
teachers. I usually start out with a new teacher orientation n
my room. Itisa very informal situation. I set up demonstration
lessons, classroom visitations, staff development and anything
else I feel would help my mentees be successful

I usuaily conference with my principal every other week to
keep him abreast of what I am doing He never asks me to

give him any confidential information about my new teachers.
Anything I ask him for regarding the new teachers, matenals
orother support I feel that the new teachers need. he tries his
best to get for me

When he hires a new teacher, he usually asks me to come into
his office 1o meet the teacher. He usually tells teachers that 1f
they histen to me and follow my suggestions, they will have
no problems. He also tells them that if they have any probiems
to see him, not the other teachers on the staff
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My principal believes 1n allowing ieachers to participate in the
developn-entand design of instruciional programs at my high
school. The principal calls upon k¢ mentor teachers to heip
withinservice for the entire staff Thus outstanding educational
leader suppo:ts mentor-sponsored multicultural fairs with
money. t.ansportation, and general encouragemert. Mentors
are able to purch.ase videotapes. posters. and teachers” time n
order to upgrade heir instructional programs These materials
are also shared w.th mentees and teachers new to the high
school.

This principal goes out of her way to publicize the mentors’
special projects and major accomplishments. The principal s
bulletinboard 1s usually covered with letters of congratulations
tomentor teachers When I work with this principal. | feel like
atrue professional, and I feel that my work 1< truly appreciated
and highly valued
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[ B

Mrs. Brown 15 a competent leader who supports the mentor
program. She views 1t as a step 1n the right direcion With this
stepping stone are many jobs and extra responsibilities. I share
my expertise by participating 1n all extracumricular activities
leading staff development meetings. evaluating materials.
<oordinating special programs and projects, developing materials,
and helping in all situations There 1s mutual rapport and respect
Mrs Brown 1s pleased because I am flexible and motivated

Recently, a permanent teacher was having trouble with her reading
program. I was told that all else had failed. and I was to go in
and observe, demonstrate. suggest and save There needed to be
a change

|
i
i

i
!
|
|
i

This ten-year teacher resisted the 1dea. She was angry. hostile and
did not want me 1n her room

I was told by my administrator to put everything — all acts and
words — in writing. The teacher was told that I wculd be in her
room Ifelt very uncomfortable doing this and decided to discuss
my feelings This discussion put a damper on a wonderful
relationship

I am now often treated Iike my peers This doesn’t bother me.
but I would like to e of greater assistance to this teacher Iwould
like to be the one that effects the change However. the situation
at present 15 not likely to boost my ego
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My job as a mentor teacher i< to work with a probationary
teacher in his second year. This teacher has the reputation of
using any kind of audiov isual materials to entertain the students
n hs general science classes. He usually comes in during his
conference period. which 15 at 8.00 2 m.. and looks for
materials to show tohis students that day He has taken some

of the chemistry fiimstrips that we just recenved for preview.
indicating that he will preview them and giv e us <ome feedback
Most of these were not related to the topic he was covering
that week.

I set up a conference with him. and we planned a whole umt
fortwowecks We planned a daily activity schedule including
lecture material. gurded group practices. and .ndividual work.

1 obtained other materials to supplement the book and xeroxed
them for himi touse inhisclasses Ttook the time to orgamze
him. and we prepared laboratory activities for each week. I
went to observe him during the first week but he was out the

two days I tried to obsenve. I felt that since | had given him
advance notice. he was apprehensive about it So the following
week, 1 just showed up 1 class

He had the ohjectives written on the board and had planned
lectures and activities that broke th~ monotony. The students
were active'v engaged 1n the class work. Some of them were
doing <omething else. but overall the class was more tnvolhved
than before.

The teacher was happy that some changes had taken place and
was eager to introduce other activities to supplement the
lectures and the book He was very pleased that he could apply
this knowledge to things that were happening i the world.
such as the nuclear plant meltdown

After this success. the dean had talked to me about him and
wanted me to work witn him untl she could see a change She
has not talked about him. but now she has given me the task
of working witha 20-year veteran who i< revstant to change

* She wants him to do laboratory activities with his general

science classes His excuse not to do it 15 that he 15 in the
bungaiow end has no access t equipment or matersals. and it
would takea long time to bring them 1 and setthemup He

15 a person that 15 10 school from 800 am. to 315 pm . ;s
1n the cafeteria during his conference period and during every
break. and does not take any work home The dean wants us
1o gon together and observe him. Findicated that 1 would try

to see him this week

I do not feel. however. that I should go in with the dean to
observe him. I am concerned that 1 will be viewed as part of
the admimistration and not part of the mentor program | feel
that the assignment 15 fine. and 1 can work with him as 1 do
with othernew teachers. 1do not need zn administrator to tell
me what to do. especially n fron: of another teacher

Reaction

I can relate 10 xour experience with the dean who asked \ou
10 work wah someone and then did not ecknowledge am
positive progress you had made with the teacher. The princi »al
I had last year did this all the ume She 1old me evervthing
she wanted me to do (1o the letter). but never responded o
any results.

The other request of having vou go wn with the dean 15 even
more subversive How dare this dean ask you 1o back her up
i her evaluatine capacity and have vou share the negatse
aspects of an observation by the admnistration’ It would
destrorn your working relationship wath teachers

My past principal nught hase done this also though I never
had u chance 1o find out She was transferred The prncipal
I work for now 15 great She never mives menior tasks with
admumstrative ones and never asks for evaluations
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Jasonknew how to keep a roll book: acleast he should have

I'had ex plained the importance of accurate records. shown him
the corre-t symbols to use. and provided him with a mimeo-
graphed form for his reference. Because of the attention pard
to all of our new teachers, he probably would have coped with
his first few weeks of «caching if ithadn 't been for the navy'

1 had neverconsidered that as a mentor | would have to contend
with the influence of the military after all these many years

Jason was still acommissioned officer inthe U S Navy when
he was hired as an emergency pros:sional teacher. After five
vears as a hospital corpsman and threc years as an officer. |
assumed that Jason would have a firm grasp on handiing records
and responsibility So much for assumptions!

ln order to satisfy the navy. Jason wa- required to travel to
San Diego Wednesday aftcnoons. spend the evering. and
return to Los Angeles Thursday momings ioteach His teaching
effectiveness was on par with the other new teachers. in our
conversations and observation time he appeared to be handling
the paperwork adequately: and because he did not have
questions or express concerns. I had no worries about him

Justprior tothe day ten-wesk report cards were due. the navy
decidec o act like the nav ' and demanded that he report back

1o his station prior to his separation Emergency leave was
arranged. and Jason turned 1n his roll book and keys to the
assistant principal and left I was not aware of this development
until the day after he departed when. at 7 30 a m . the principal
met me and demanded. “What the hell 1s going on with Jason's
roll book 7" This was nota good way for1 :tobzagin the day '

I certatnly did not want to hear about Jason having only three
grades per student. no attendance for the first six weeks and
many students entered without a date Since 1 could not tell
the principal how a substitute was supposed to give midterm
grades. 1 decided to ask the head counselor to show me the
ofiending roll book Again. I was subjected to. "1 thought you
were supposed to be helping him with things like this ©

After a day of cursing the navy. school administrators. new
teachers and myself, I was asked to meet with the principal
again | began tofeel that | really wasntall that hot a mentor
After a short period of feeling like a piece of the carpet. 1
pointed out that I was only remiss 1n double checking. and
after all. the assistant principal had checked him out without
looking at the roll book And furthermore. 1 wasn't all that
sure the princtpal had the right to be asking me questions about

,
!
|
i
|
.

Jason in the first place. After the smoke settled to about chair
revel. the principal agreed that I wasn't such a bad guy and
that poor jason would catch 1t when he returned

During the next week | conferred wth the principal and head
counselor to ascertain what they felt my role should be n
assisting Jason upon his return. 1 was assured that all 1 needed
to worry about was showing him how to correct his errors
This suited me fine since 1didn’t want to be any kind of a bad
guy. and Jasoncertainly wouldn't need that from me anyhow

Tke next week 1 overheard a student conversation about Jason
My ears tuned in to discove: that he had returned — a day
earlier' Swell. there was ameeting for new teachers the same
afternoon. Back | went to the head counselor to find out what
was going on 1 was shown a two-page letter addressed to
Jason detailing his problems and. in short. bawling him out
When laskedifhe’ dreceivedthe letter. the answer was no.
Since 1 was going to be interactiig with hirn that afternoon. I
was curious what my position should be. “Don’t worry . | was
told. “T'll see hirn before you do.”

When Jason walked into the meeting he was reading a letter.
When greeted. he mumbled that he would talk to me in a
moment. To make a long story short, he had no meeting of
any kind with the principal. The first inkling he had of a
problem was when he found the letter in his box It was left
to me to cxplain the whole mess to him — just what a
wet-behind-the-ears mentor needs to getinto' Taking the bull
by the homns. | decided that I had been elected principal and
gently but firmly told him that he had to keep his roll book
current each day In the ensuing conversation, 1 discovered
that the navy had been the extra straw on the camel's back
Bauically. Jason had too many things to deal with and had
reallv notbeen coping He had ail of the needed records: they
were just on temporary roll sheets that he had never had the
time to transfer to the official roll book He was intensely
frustrated by the Jack of time to get all of the record keeping
accomplished

I informed the princtpal tha: Jason had been raked over the
coals once by me and that further reprimand would probably
he counterproductive Since then, Jason and 1 have been able

to communicate quite easily. and his roll book 1s amasterpiece
He only needed a Iittle time without a lot f pressure coming
from too many diverse places

10{
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Administra-
tive
Support

The admimstration in my school 15 very supportive of the
mentor program and its mentors We nave meetings once a
week to discuss future plans and any problems we have The
assistant principal who supervises mentors always has hts door
open to us. This makes it very easy to do our job:

Though each person is assigned a specific mentee in the
program, there 1s no possessiveness inthis If someone needs
help. any mentor can give it. New teachers and mentors interact
regularly.

I would say that the only negative aititude about the adminis-
tration 1< that our orincipal, 1n a desire to make teachers feel
good ofien writes on their evaluations, “should try out for the
mentor progiam.” He has dcne that in some cases where the
teacher needed a mentor. Nevertheless, these teachers fill out
applications and go through the process of being observed to
become a mentor. Other teachers in the school sce this and
begin to think that the mentor program 15 a bit of a joke

I think that the principal 1n our school 15 not discriminating
enough in the people he recommends tor the program Irealize
this may sound a hittle pompous, but I ara truly sincere when

I say that some of the applicants sorely need a mentor For
example, one woman who was selected as a mentor was never
observed teaching her own classes since she was on vacation
atthe time when she was to be observed This teacher has such
poor classroom control that she yells all period, and the noise
level in her classroom 15 deafening. I know — I teach next
door to her The major problem with this 1s that anyone
observing her might think that this sort of classroom atmosphere
15 acceptable I think the administrator's undiscriminating
atutude 1s responsible for the placement of such a mentor.

However, there is a very positive attitude 1n our school towards
meutors, also generated by the principal Mentors are respected
1n our school. and they are all very active on campus.
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Discussion Questicins

A Collegiai
Relationship

Feeling Like
a True
Professional

A Jeopardized
Relationship

Resistance
to Change

LAUSD versus
US. Navy

Administrative
Support

Why is umis mentor-priacipal relationship collegial?

How does 1t compare wiih your relationship with your
principal?

Why aoes tjs mentor title the vignette “Feeling Like a True
Professional™?

Y™y a5 the mentor uncomfort ble about putting her
observauons 1n writing?

Why do you think that a discussion about the mentor's
discomfort put a damper on a wonderful relationship?

Describe a scenario of a mentor visiting a colleague with the
dean

How could this problem have been avoided?

What kinds of ground rules could the mentor and principal
have negotiated?

Hew would you handle the principal's : ttitude 1n this vignette?

iny o

How do you feel about assisting principals with hiring new
teachers”

How does the principal demonstrate her support for the mentor
program?

How would fulfilling the principal’s request affect the mentor’s
relationship with this teacher?

What would you do 1n this situation?

What would you do 1f your principal made a similar request?

How do you plan to negotiate boundaries with your principal?

If you had to confront this principal , what tack would you use?

Ing
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CONFIDENTIALITY/EVALUATION

Shattered
Kiss of Death

The line between talking about a colleague’s vork and
evaluating heris a fine one. In California. the state regulations
stipulate that mentor teachers are not allowed to evaluate their
colleagues. To observe the law, on= of the ground rules that
has evolved is the “confidentiahty rule”: mentors agree not to
talk to their principals about the teaching practices of any one
teacher All interactions between mentors and other teachers
are strictly confidential.

The mentor-colleague relationship in LAUSD 15 grounded 1n
the expectction that their interactions will be confidential That
expectation can contribute to an atmosphere of mutual respect
and trust between mentors and their colleagues How 1s the
relationship affected if the trust is violated? The two vignettes
presented here. “"Shattered" and “*Kiss of Death,” describe how
a mentor's relationship with a colleague was compromised
*/hen this happened
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Shattered

George was a first year icacher on an emergency credential
He was a music major and had no working experience with
children. He began the school year as a kindergarten teacher.
He wasteame dp with anotheremergency credentialed ieacher
who also had never worked with children

The year began very shakily for George. Both he and his room
partner were having personality conflicts. In addition, neither
one was able to share any expertise for professional growth
It was the blind leading the blind. George continued to have
problzms. Finally the principal transferred both teachers to
other classrooms. George continued working in kindergarten,
but continued to have problems with classroom management.

I worked with George very closely, planning, observing,
sharing materiais, 2nd demonstrating various lessons with him
The principal stulled [evaluated] George for the first ime and
gave him anunsatisfactory evaluation She was very displeased
with his work.

She called me to her office, and asked how he was progressing
I'told her that that information was confidential, she apologized

111

for asking. She knew George was scheduled to observe my
class on a Tuesday and asked how long he observed 1 told
her that he did not show up for the observation. She was furious'

The next day she called us both into her office She had written
an objectionable memorandum to George. In this memoran-
dum, she used my name 1n a way to prove his incompetency

As you can probably imagine, I was shocked and disappointed.
She had broken a confidence that I had built with my mentee.
George's confidence was shattered to say the least. e asked
me if | was working with him or against him. Problems
escalated and I was eventually released from this assignment
due to conflict of interest of the principal and new teacher

Words cannot express how disappointed I was with how this
princ;pal dealt with this new teacher. Granted, George had
problems and was work'ng hard to impreve his weaknesses,
but the principai’s treatment of this situation was highly
insensitive and unprofessional
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Kiss of
Death

One of the most difficultaspects of mento-ing, at least at my
school, is keeping that ever-so-importar t confidentiality
between mentor and mentee. It is not ouly important to keep
this relationship intact, but also to prevent cther circumstances
from damaging or diluting the . apport between the mentor and
the mentee.

A small incident occurred with a new teacher at my school
that dramatized this to me. For obvious reasons, I will refer
to this new teacher by the pseudonym Tim.

I observed several of Tim’s classes, followed by post-
observation conferences and other informal chats. As usual 1
would first highlight the positive aspects of his teaching, briefly
mentioning one or two suggestions he might work on to
improve. During one of our post-observation chats, Tim
mentioned he did not have enough time to properly prepare
for his classes due to his new interest in working out in the
gym during his conference period. I suggested that he might
try some time management skills to make more efficient use
of his ime and reconsider the use of his conference period.

Several days later while ] was meeting with a school
administrator regarding menior activities, he asked me to asstst
Tim in his lesson planning. Without any discussion, the
administrator told me about Tim using his conference pertods
to work out.

During Tim’s evaluation, an administrator expressed to him
his concern about Tim's use of his conference period and
mentioned that I as the mentor was aware of it. This was fie
kiss of death Tim incorrectly inferred that | had related this
mnformaticn to the administrator instead of the other way
around. Subsequently Timdid not avail imself of mentor time
and stayed away fromour new teacher meetings aswell After
hearing about this through other new teachers I met with Tim
and explained the situation

The resultof th s expenience is that I now try to avoid having
conversations or even listening to comments about new
teachers from adminsstrators. The level of rapport between
mentee and mentor hinges on strong confidentiality




Discussion Questions

Shattered

Kiss of Death

Why was George s relationship with his mentor compromised
when he discovered that his mentor bad talked with the
principal?

What can be done to restore Tim’s trust in his mentor?

Hew could this problem have been avoided?

What do you expect of a principal who has a teacher with
problems on staff”?

How do you differentiate your responsibilities from those of
the principal”?

What kinds of ground rules would you set with Tim'< principal
that might prevent a recurrence of this problem”
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Professional
Buddies

Working
Together

Expanding a
Mentor's
Resources
An Uphill Job

Utter Dismay

The successful induction of ne'v teachers often depends on the
availability of credible support from other teachers To be
credible is tohave expertise inthe subject areaor grade level

of the neophyte For example, a master science teacher may
be credible toa new science teacher whereas a master English
teacher may not be. Likewise, a master primary teacher can
be more credible to a new first-grade ieacher than a fifth-grade
teacher could be. There are exceptions a fifth-grade teacher
with past experience as a primary teacher could be acredible
resource for a first-grade teacher.

Three vignettes in this section show the importance of
demonstratin; -redibility in acommon subject area. In the first

two cases, “Professional Buddies” and “Working Together.”

the mentors were able to provide substantive assistance to their
colleagues because they taught the same content areatc similar
students. In the third case, “Expanding a Mentor's Resources,”
the mentor was assigned 13 new teachers. of whom only three
taught in hersubjectarea She was frustrated at not being able

to help ali the teachers. particularly those who taught different
sukjects The mentor recruited an outstanding retired teacher
who had taught two different subject areas With the help of
this teacher, the mentor was able to give more of her time 10
the science teachers whose subject area she taught.

The last two vignettes describe matches that may have been
tnappropriate. In the first case. “An Uphill Job." the teacher
had seven years of experience and was described as an excellent
teacher by the principal. When Ralph suggested that he did
not need a mentor. the mentor insisted on carrying out her
role. Two questions can be raised D.d this teacher need a
mentor? If not, does the mentor have the authority to change
her assignment” Several mentors reacted to this vignette

The final vignette, “Utter Dismay.” describes an insecure
teacher assigned to first grade, a level she had never taught
before. The mentor tried to help, but the teacher was absent
for several appointments The teacher resigned within six
we_ns Several mentors reacted to this vignette.
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Profes-
sional
Buddies

I'am currently working witha provisional teacher who teaches
world history and U.S. history at Huntinigton Park High School
Jeffiscreative, well organized and very knowledgeable in his
subject areas. As a matter of fact, when I first introduced
myself to Jeff as his new mentor teacher. I was concerned
about offering him assistance because I knew he was a
dedicated professional teacher

As itturned out, Jeff did have one major area of concern. He
did not know how to reach his ninth-grade world history
students who had severe reading problems. Since I was working
with similar students, I was able to explore motivational and
reading problems with Jeff We soon began to exchange lesson
plaris and world history reading materials especially designed
to meet our ninth graders’ needs We both became more aware
of our students’ frustration levels and our own teaching
behaviors. We observe each other whenever we use a new
approach or special activity in our classes.

By working together, we are able to understand each other's
strengths. Jeff, in particular, is a multimedia expert. He was
a professtonal filmstrip designer. and he has developed many
visual displays for the social studies department Since we both
teachworld history . it seemed logical for us to pool our energies
to create matenal for our low-reading-level world history
classes. As a mentor teacher, I carne up with the necessary
money, time and equipment to develop several multimed:a

projects. Jeff contributed his concern, expertise. and energy.
Jeff recently completed a video project plus graphics which
provide vocabulary words and definitions as well as questions
to enhance student comprehension of selected themes in the
film Amadeus. Selected segments of this film are shown,
immediately followed by questions on the screen which assess
student comprekension of precise learning objectives Jeff is
currently using the videographic display writer to provide a
visual vocabulary for world history. This includes the words
and their definitions, as wel! as visual images for concepts
such as pyramids, aqueducts, and so forth

We also meet regularly, during nutrition break, lunch or our
conference periods, to upgrade and share lesson plans.
Recently, we started to experiment with “Social Studies
Starters: Games Students Like to Play," created by John
William Benson, ateacher from Garfield High School. These
games enliven the classroom and create an exciting learning
atmosphere for our students. We teach in adjoining classrooms,
so we are able to see and hear each other experiment with
teaching games and audiovisual matenals.

Over the past four months Jeff and I have becon.e professional
buddies. We share ideas, jokes, learning theories, rooms,
books. teaching strategies, and our real concern about effective

teaching. I started out to help Jeff. but I ended up being his
teammate
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Before I started working with Mrs. Sergeant, she seemed to
be a very strict teacher. It was her first year working with
Junior high school studcnts. She had taught previously at a
junior college. Mrs. Sergeant ran her room as though the
students were 1n the army. They could not get up from their
seatsal.. chey satdown. Noonecouldtalk. Norm... working
conversations were out of the question. All assignments were
written, fill-in-the-space type. No work was corrected. Every
Friday student notebooks were corrected by placing a check
on top of the page. Students didn’t know if the assignment
completed that day was correct.

Since both of us taught English as a second language and were
on the same track, we shared some students. To go to my
room, I had to go by her room, and I noticed that she was
ofte absent. Sometimes the students would tell me that she
seemed like she was drurk and that she would wave the roll
book inthe air and scream “I got the power.” They thought it
was very funny. She seemed like she wco about to have a
nervous breakdown.

That was before ] became a mentor a7 started working with
Yher. She has come a long way 111 a year and a half! I'm very
proud of her She has become mo e relaxed. She is not absent

as often She has gotten a grasp of the material the students
cando. Now she doesn'tassign work that 15 over their heads
She’s not so uptight. Her classroom is well decorated, and she
seems to be a different person.

What exactly has made the difference, I don’t know. It took
ahout six months for her to trust me completely. I made sure
to tell her that I was there to help her And whenever she
needed help, I'd focus on her problem. Together we would
solve it. Itold her that I was not there to evaluate her. I shared
materials with her and spoke up for her with the ESL
coordinator. I got materials for her, gave demonstration
lessons, explained and re-explained whatever she needed help
with.

I was very patient aud encouraged her 1n all attempts to be a
better teacher. I'm very proud. She still has to learn to speak

up for herself since she is not yet permanent and doesn’t want

to rock the boat. She takes pride in her work. Her children are
learning. The last evaluation was a great improvement over
the one last year. She asked me to observe her and give her
comments on how she could improve thelesson Iwaslikea
beaming parent whose child receivea an excellent report, and

I felt like telling the whole staff, ““I helped her a little.”
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Expanding
a Mentor’s
Resources

As amentor teacher at Lincoln High School, my duties include
servicing two trainees and eleven other new teachers, only
three of whom are in science, my subject specialty. Most of
my mentees are teaching social studies or English. I also assist
other iew teachers from variods schools 1n the city. Neediess

to say, I am overextended and very often frustrated with the
lack ot time I am able to spend with my mentees. Like most
other mentors, I do not allocate my time equally to all new
teachers but try to assist those who have the greatest needs.
Unfortunately this means giving little of my time to the
strongest ones. I find my position more akin to that of a
firefighter, trying to stop small problems before they get serious
rather than dealing with the art of teaching. This is further
complicated by the fact that I have four science classes and
find it extremely difficult to leave these with a substitute so 1
can visit my mentees regularly.

Through the retired teacher program, I have found an excellent
way to improve the effectiveness of mentoring at Lincoln. It
was my good fortune to have recruited one of the most
outstanding teachers I have ever had the pleasure of knowing.
Twenty-five years ago when 1 was a student teacher, he was
my master teacher at Lincoln High School, which also happens
to be tus alma mater. In no small way he was responsible for

my success in teaching, and I still try to model n yself after
him. In the retired teacher program, he actively displays the
same dedication and enthusiasm for the teaching profession
that he did for the 30 years he taught social studies, English,
and English as a second language at Lincoln High School

Notonly does he have the expertise in the subject fields I lack,
but he also has the time to be with the new teachers when it
is most critical. This also gives me an opportunity to give more
of my time to the science mentees where I can be of greater
assistance.
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After several messages back and forth 1 finally made an
appointment with Ralph. I arrived at his school 30 minutes
before our meeting so 1 could introduce myself to the clerical
staff and the office manager. The office manager told me, “*The
principal wants to meet you, but she is in a meeting right now
so please wait.” Well, I waited approximately 45 minutes, and
Ibegan to get antsy. So I asked how much longer it would be.
She saia, “just a few minutes more.” Well, those minutes
turned into one hour and 15 minutes' I was getting angry so |
told the office manager I had other appointments that afternoon
and requested that she convey that message to the principal
A few minutes later the principal came out and invited me into
her office. By that time I had assumed my totally “professional”
attitude with no hint of friendliness.

The principal apologized for the delay anu asked me why I
was there to see Ralph. She said he was an excellent teacher
and thought the mentor program was only used upon request.
Already angry, I explained the responsibilities of my
assignment and told her if she had any more questions she
could refer them to my supervisor. She wanted no part of that
and mentioned she did have a new teacher she’d like me to
work with. I explained that  wasthere today to see Ralph but
that I would inform my supervisor that this school had a new
teacher on staff and have her assign thatteacher to the mentor
program. I asked the principal whether she had any problem
with me doing classroom observations. She told me it was
totally up to the teacher. I thanked her and was on my way to
meet Ralph.

When I arrived at Ralph’s room he began to explain his class

to me before inviting me in. After] pointed out that there was
no need to explain at that stage, I finally made it past the door.

I explained my position was one of a helper or co-worker. I
gave him a brief history about my background and asked him
about his. He told me he had taught an educationally
handicapped class for the district for seven years, left and went
to Paim Springs where he taught tramnable mentally retarded
students, and moved back here where he 1s currently teaching

a learning handicapped class.

i asked Ralph whether he felt there were any areas where he
needed help or any particular materials he needed and couldn't
find. Of course he said no. Ithen askedto see specific things
like lesson plans and how he handled behavier problems. He
seemed very in control of his classroom. I suggested a visitation
to another learning handicapped classroom, and he liked the
idea. I told him I would set it up and be back next week. He

told me he really didn’t need a mentor and asked me what the
requirements were for becoming a mentor. I explained. He
told me he may apply for the position Iwished him good luck,
we laughed, and I said, “I'll see you next week.”

After leaving, I didn’t really feel like I had reached Ralph. I
sensed a bit of resentment towards me I don’tknow if it was
because I was a woman, or if it was because I was a black
woman, but I knew this job was going to be all uphill.

Reaction

This commentary is important because 1t brings out significant
problems in mentor/mentee relationships. Firs: ~fall, when a
mentor works withan experienced teacher,~om a school other
than the mentor’s home school, there may well be a lack of
the rapport between the two teachers — a relationship vital to
a productive meeting. Also, it has been my experience that
when a mentor works with teachers in specialty fields like L.H.,
there ts usually a feeling that the mentor has little subsiance
to offer. Perhaps this is why this mentor felt resentment from
Ralph. I don't think sex or ethnicity necessarily adds to the
problems experienced by the mentor in this case. My last point
is simple but important: I think there should be a screening
process that matches mentors with mentees or new teachers
on a “real needs” busis. If this screening had been done
carefully, the tvpe of problems found in this case could be
avoided. The mentor should spend time only with teachers v ho
have a clear and definable need.

It appears to me that some principals’ random assignment
process of their mentors s designed only to make sure mentors
look good on the books as far as even distribution ts concerned.
The equation is something like this:

Number of New or Provisional Teachers
divided by Number of Mentors
Nuiiber of New Teachers per Mentor.

equals

This may result in everybody “being covered,” which s to say
the mentors look like they have official responsibilities.
However, this type of random selection leads to problems-
resentment, frustration, or misunderstanding.

I think it would be better to selectively match each mentor with
teachers who have real need of the mentor's special abilities
The inientor should be giverim sie responsibilities in inservice
training and curriculum work rather than be expected to visit
teachers who cannot or will not benefit from the mentor's
services
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Reaction

1 feel that the whole experience this mentor went through in
trying to help .- mentee was a total disaster. Being a mentor
myself, I know time is very important. When you have to wait
one hour and 15 minutes to see a principal, that is time being
wasted. I have found out that my time is very valuable and
precious because 1 don’t have enough time to do all the things

I have to do.

Ialso got the impression that Ralph rcally didn’twant any help.

Reaction

The Mentor Teacher Program s a very recent development :n
education and still lacks the understanding of many people
involved init. This lack of understanding affects the relation-
shipsand feelings of mentors, mentees, and administrators In
the case of Ralph, I can see some areas that need to be
addressed in order to avoid such a negative experience.

In thefirstplace, it is always important to make an appointmen;
withthe principal before a mentor begins working with a new
teacher. Principals have firsthand information about the
mentees . The information that reg.onal offices give to mentors
is usually secondhand, or the product of very short and
sporadic visitations. Should this mentor have made an
appointment with the principal and confirmed it before her
arrival, she could have avoided the long 75-minute wait. She
could also have had a broader scope of Ralph’s background.

ERIC

Aruitoxt provided by Eic:

In the second place, it seems to me that Ralph was nc: well
informed about the mentor program. Tke fact that he had
previously taught for the district for seven years made him feel
that perhaps he was not eligible to work with a mentor teacher
Itis common knowledge that the mentor program is designed
to assist primar ily those teachers who have not had any formal
training experience before they begin working for the district.
According to the principal’s and Ralph’s comments, he did no?
needany help. However, according 1o the principal, there was
another teacher who needed assistance. Maybe the regional
office was unaware of such a situation.

Finally, 1t is my personal experience that it 1s always better
1o meet the new mentee when the mentee is free of students.
An appointment before or after school to introduce yourself
and todraft assessment needs is usually more effective thana
visittothe classroom. Later on, after you sit down to perform

a formal observation, you can pinpoint areas of improvement.

We need to become more aware of the fine points that make
mentoring a more rewarding experience. These include

(1) understanding human emotions and developing better
professional atnitudes among all the people involved in the
program; (2) improving observation techmques, (3) criticizing
and evaluating the performance of a mentee; and

(4) establishing clear and consistent guidelines for maiching
mentors withnew teachers. Such considerations will certainly
improve the understanding and reiationships of all of us who
are trving very hard to make the mentor program successful.
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Utter
Dismay

I work inan inner-city school which 1s hard to staff. The ethnic
makeup of the school is black and Hispanic. Sometimes
discipline can be a problem.

When Denise entered the school for the first time, I was inthe
office. I introduced myself to her and we talked for a few
minutes. The principal came into the office and introduced
himself. Iasked him about grade assignments because we had
three new teachers arriving that day. He assigned her to a
first-grade class. Denise smiled and said O.K. As we left the
office to go upstairs to her room, Denise told me that she had
never taught first grade before. At her old school she was a
pool teacher and had taught third grade for six months. She
seemed to be very insecure about the grade-level change as we
talked.

When we entered the room, she looked around 1 observed her
face and could see utter dismay. I told her that this class had
been set up the week before she arrived. I also told her that
the reading teacher had been holding the class. I showed her
around the room, and I explained some of the school’s
procedures. 1 went over the attendance cards and showed
her where to pick up the children. I asked her if she had any
questions. She said, “Not night now

During the course of the day, I finished getting her supplies
and material that would be needed to run her class.

I'checkedon her every moming the first week she was there

She seemed to be having problems with the class. Every day
she would complain to me or the office about her room or her
class. This went on for about three weeks. I setup appointments
to work n the classroom with her, but when it was time for
me to go into her room she was absent. I really got disgusted.

Around the sixth week of school, I finally got achance to talk
with her Istopped her one day in the staff lounge and asked

If there were any problems She started telling me that she
couldn’tnandle the children. I gave her some suggestions She

thanked me. The next day she was absent She did not return
after that. She called n about a week later and said that she
was going to resign.

Reaction

Denise, as described in the article by one of our fellow mentors,
does not exactly fit with any mentee that I am working with.
Denise was someone who both avoided help and did not do
well. I do have two mentees who have had extreme problems
this year, yet both have acnively sought out help from me and
other resources. On the other hand, I have one mentee who
has avoided help from me at all cost, but she is not innmidated
ty her class in the least. She too needs to improve, but has
already conquered many of the obstacles new teachers face,
such as le sson planming. This mentee really came to our field
with these skills

It must have been difficult for the author of “Utter Dismay”
to watch Denise struggle so. I am a firm believer, how 2ver,
that all people who want to teach are not necessarily meant
t0 teach.

Reactiion

Itwas unfortunate that Denise was not afforded the opportunity
orluxury toy orkina classroom along with a mentor. It was
unfortunate to have her grade assignment changed to one
uncomfortable for her. Had i been the mentor, I would have
interceded for Denise. I would have gone 10 the principal
immediately and explained that Denise had never taught first
grade, was not comfortable with it, and asked if it would be
possible to assign one of the other new teachers to the first
grade Iwould have further explained to the principal Denise’s
expertence in third grade I would have inquired if he had a
third-grade assignment for Denise.
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Discussion Questions

Why 1s this mentor particularly well matched with Jeff?

Professicnal
Buddies

Working
Together

Expanding a
Mentor’s
Resources

An Uphill Job

Utter Dismay

Why does this mentor describe his collaboration with Jeff as
one of “professional buddies™?

Why was Mrs. Sergeant’s mentor a credible model?

What are some of the strategies that you think the mentor used
to help Mrs Sergeant?

Why was this retired teacher particularly useful to the mentor”
How might you use the Retired Teacher Program

What district resources can you use to facilitate your job’

Do you think that the mentor ought to have been assigned to
Ralph” If yes, why” If no, what would you have done n the
situation?

Why was the mentor angry with the principal” How could the
mentor avoid problems like this 1n the future?

How would you have helped Denise”

Do you think that the mentor could have prevented Denise
from resigning?

What does Jeff gain from his work with the mentor? What
does the mentor get from Jeff?

How would you help a teacher who demonstrated .iatic
behavior?

What are your responsibilities to a principal when you visit
teachers 1n that school”?
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CLOSE CONTACT AND CONTINUAL SUPPORT

A Mentor’s
Fairy Tale

From Soup to
Nuts

The final section deals with the importance of frequent contacts
and continual support for new teachers. The two vignettes
presented here show the influence of proximal support on the
professional development of neophytes.

Lisa, in “A Mentor’s Fairy Tale.” had the luxury of working
inher mentor teacher’s classroom for three weeks before taking
over her own classroom. The mentor continued to provide
on-site upport for Lisa throughout the semester. This vignette
provides an excellent example of how close contact and a lot

of support can help a new teacher gain a sense of self-sufficiency
to become a real professional

In the second case, “From Soup to Nuts,” the middle-aged
teacher, who had clearly just made a career change, did not
even know the logistics of how to accomplish a teaching task.
Were it not for the on-site availability of a mentor teacher to
show hirnthe ropes, this new teacher could have been bogged
down before he began the actual tasks of teaching.
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A Mentor’s
Fairy Tale

El{llC 134

Aruitoxt provided by Eic:

Lisa is a very pleasant young lady She came to our school
with some experience in teaching, having taught at a Catholic
school for a year before cuming into our school system. She
was very eager to learn.

My principal assigned her to me on the first day of school.
She worked very closely with me helping me to set up my
reading, math and spelling groups. I shared the responsibility
of running the room with her This made her really feel like
% part of the room.

Lisastayed with me about three weeks. She ad we.i the respect
of the chuldren by this time and it made things alot easier for
her. '1 my school this is very important.

When the time came for the principal to assign her to a
classroom, I felt that she was truly ready. She chose a
second-grade class She was very excited about that because
she wanted to teach second or third grade.

When she was assigned a room, | went in and helped her set
it up. She took great pride 1n what she was doing. Her room
was very attractively decorated. It was filled with pictures and
learning activities. She told me that she had been collecting
materials ever since she was in college. She had a nice
collection to start with.

On the first Monday of the fourth: week of school she received
her children. I went in for the first hour to help. I pretended
to be filling out -ome papers. She brought the children up to
the room. She gave them a nice little pep talk and laid out her
rules and regulations. The childrensat very quietly while she
was talking. When she finished, she asked them if thev had
any questions Some of ihe children raised their hands and
asked a questior or twe The answers she gave seemed to
satisfy them.

Tkept aclose check on her. Every morning I would pop in to

see if there was anything I could do to help her If there was
something that she didn't understand, I would try to clear 1t
up for her

She was verv receptive to new 1deas and accepted them very
graciously ohe was a nerson who would follow through on

ideas and suggestions. When I set up demonstrations, she
would always go and come back with lots of questions.

By the end of the first semester she was doing a beautiful job.
She felt at ease and just seemed to fit 1n with the school’s
routine. I was very pleased and proud of her. When the
principal observed her, shereceived an outstanding evaluation.
She was truly a great person to work with and really made
mentoring worthwhile.

Reaction

Lisa’s story does indeed sound very much like a mentor’s fairy
tale. If I didn’t know this particular mentor, that's just what
I would have believed. Everything went so well that most
mentors would be green with envy, including me. The truth of
the matter is that an experienced master teacher did all the
right things at the right time to assist a young mentee blossom.

An eager yourig mentee with some previous experience
assigned to a master mentor began this success story. Sharing

a room with the mentor before she started her own room did
much to instill a feeling of security in the young teacher. The
three weeks she spent working with her mentor and especially
the fact she was able to win the respect of the children were
crucial elements in building th- confidence Lisa needed to start
her own cloce

In my own situation, most of my mentees were introduced to
me the day before they started their five classes. There needs
tobe time for the mentor and mentee to work together before

the new teacher is thrown in front of his classes for the first
time. The mentor and mentee should learn about eac’t other
and establish a strong rapport so they can communicate and
work together.

Keeping in contact with the mentee by the mentor was a crucial
aspect of this storyv. The pride felt by the mentor for the success
of the young teacher was another indication of the commitment
demonstrated by this extraordinary mentor teacher My hat is
off to this 1 entor
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From Soup
to Nufs

Manuel i; a brand new teacher. Before he joined the profession
he was asoldier, a salesman, and an insurance consultant. At
40, he has chosen teaching for a career

We met today at the office. After a short introduction, we
walked to his room. There was a substitute teacher there. He
was not supposed to start today, but he was going to stay
anyhow because he wants to he ready for the big day tomorrow!

I took lim and showed hi n around: The bookroom, the
workroom, the retnieval room, the library, the teacher’s
cafeteria, and so forth.

“By the way, did you sign in today?” I casually asked.
*Sign in? What do you mean? Where am I supposed tosign in””

*“Oh, you don’t have to sign 1n and out today, but I'll show
you where and when to do 1t.”

We talked about e verything, from checking his mailbox every
moming, to sign.ng up for lunch if he plans to eat in the
cafeteria.

From the informal conversation, I deduced th-.t he needed to
learn every tnick of the profession. After lunch we went back

to the room to observe the routine and to become better
acquainted with the children.

“Mrs. Johnston, I have some handwniting worksheets that I
would like to use with the children Who can make me some
copies?”

*Oh, all you have to do is to make a thermcfax and run the
copies yourself,” I explained.

“A thermofax? What is a thermofax?”
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Discussion Questions

A MenTO[JS What are the merits of assigning ateacher to a meator’s class Describe your strategies for assisting new teachers
o for a three-week induction period?
-qiry Tale

Why are clese contact and continual support for a teacher
important during the first year?

What would you include 1n a care package for your new How are they different from teachers fresh out of college?
From Soup teachers to familianize them with their school?
TO NUTS How might you adjust your mentoring strategies to help these
What are some charactenstics of older teachers who are going teachers?

through a career change?
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ANNOTATED BIBLIOGRAPHY
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Borko, H. (1986). Clinical teacher education The induction
years. InJ. Hoffman & S. Edwards(eds.), Reality and reform
in clinical teacher education. New York: Random House.

Borkoexplores teacherinduction practices and programs
that are consistent with the Researchin Teacher Education
(RITE) framework of clinical teacher education. The
chapter describes soime characteristics of beginning
teachers and focuses on the importance of support for
these novices by experienced teachers during the induction
years. Formal programs, such as California’s Mentor
Teacher Program, which accompany stipends, increased
recognition and responsibility. and release time, have
potential for providing appropriate support. Several
alternative models for providing assistance and a
curriculum for the delivery system according tothe RITE
framework are presented 1n detail.

Callen,M F., Hall, G.E., Joyce, B., Lawrence. G , & Orlich.
D. C. (1983). Inservice education Practical Applications of
Research, 5(3).

This research showed that 1n schools where the principal
takes an active role in the implementation of new
programs, the programshave a greater chance of success
In those schools where the principal does not actively
participate, the programs are doomed to failure

Hall, G E, Rutherford, W L., & Gnffin, T H (1982)
Three change facilitator styles: Some indicators and a
proposed framework R & DReportNo 3134 Paperpresented
at the annual meeting of the American Educational Research
Association.

Hall found that the rolc uf the principal as a change
facilitator does no: function well at staff development
seminars and workshops because principals deliver
interventions on adaily basis through a variety of informal
and incidental interactions

McLaughiin, M. W., & March,D. D (1978) Staff develop-
ment and school change. Teachers College Record, 80(1).
69-94.

McLaughlin and Marsh concluded that the attitude of the
building principal is critical to the long-term results of a
change-agent project If the principal shows continued
support for the project, the potential for long-term
commitment from the faculty is increased.

Sheive, L. T (1985) Staffdevelopment: It doesn’t have to be
a pull-out program Principai’s Principles, 4(8)

Strorig instructional leadership is akey factor for teachers
learning at work, while weak nstructional leadership s
a barrier to the same
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CHAPTER FOUR
THE LIFE OF A MENTOR
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REWARDS

FRUSTRATIONS
RELATIONS WITH OTHERS
WHAT HAPPENS TO ESTABLISHED FRIENDSHIPS?

143

Participating mentors suggested this chapter. After writing
several vignettes about their work with other teachers, one
mentor asked if they could write about what being a mentor
teacher feels like. What were the concerns about conducting
demonstration lessons and coaching teachers? What were the
rewards and frustrations of their new role? How did the
mentorship affect their relations with other teachers? With
principals? With their students? And with their families? The
mentors agreed that their legacy for future mentor teachers
would not be complete without these added cases

The vignettes in this chapter address the above questions They
describe the vu'nerability of new mentor teachers asserting
their new role. They also examine the tradeoffs that some
mentors faced — increased professional development and
recognition versus compromised personal relationships.
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NoviCE TEACHERS AND NoOVICE MIENTORS

Ready to Quit

| Knew Whant
| was Doing,
Stil.....

The vulnerability of bc *h novice teachers and novice mentors
are described in this section. “‘Ready to Quit” illustrates the
difficulty of a young woman placed in an inner-city classroom.
She is unprepared for what she is about to face, despite previous
experience. The case demonstrates the importance of support
for beginning teachers. It is highly likely that Karen would
have quit teaching if it were not for constant support from her
mentor teacher.

“I Knew What I Was Doing, Still. . .”’ shows 2 novice mentor’s
hesitation to assist individual teachers. Mentors often ask
themselves, “Who am I to assist other teachers?" Giving
demonstration lessons and coaching other teachers is risky.
Mentors are not above criticism and can fail as mentors. If that
happens, higher status and higher pay are difficult to justfy.
Like novice teachers, novice mentors need training and
constant support for their new responsibtlities.
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Ready to
Quit

ERIC

Aruitoxt provided by Eic:

It was the second semester, and I was a second year mentor
when ] was assigned to Karen. Karen was a fifth grade teacher
atanother school. She was motivated and explained to . “= that
she felt like she was failing at what she liked to do most S..¢
tearfully explained at our first meeting:

I am fresh out of college, but my first student teaching
assignment was with a middle-class group of gifted sixth
graders, and 1 h.u a great time. I also had the oppor.unity to
work with seventh and eighth graders during intersession The
next semester I was mvolved in ateam teaching situation in a
school with students of low socioeconomic status and various
ethnicities. I was in charge of 60 second and third graders,
and I had to teach three directed lessons. After that I thought

I could tackle the world.

My first job was as an Achievement Goals Program substitute

I worked primanily reteaching skills to sixth graders who had
not passed mastery tests. Most of them were bigger thanI and
had serious behavior prebl>ms. My immediate supervisor told
me that after dealing with those children I would be ready for
anything. Ha'

None of my experiences prepared me for what I have
encountered this past semester When the principal first showed
me my class. mv thoughts were of how little and cute they
were to be fiftt  1d sixth graders. These thoughts exited my
mind as qui-* |, us they had entered when I heard one of my
“cute little girls” swearing like asailor But she was the least

of my problems. I'had one student who thought “nigger’* was
the first name of everyone in class , including me; another w ho
came to school with multiple monkey bites on her neck and
below; another whos: quesiin life was to find out whether cr
not I was a virgin; still another who was so enamored of his
new teacher that he did not function the entire first semester
exceptto tell the other children how he was going to make me
his woman. And last but not least, charmuing little Barrick,
who not only asked me todisrobe, but also confided to another
student that the only reason I kept them after school was
because I wantea «w have sex with them.

To make matters worse, 90 percent of my students were below
grade level in all subjects. On top of that, I was assigned toa
bilingual classroom with a Spanish vocabulary that consisted
entirely of si, no and gracias After two weeks of this ;nadness

I was ready to quit So you see why I feel this *

I combined Karen's nine reading groups into three, focused
most of my attention cn discipline and, for an entire month,
found some time to visit Karen’s room about four times a
week. Many times it was only for ten minutes I used many
of the days I had a subsiitute to observe her.

At the end of the year we could both see that some prc.gress
had beenmade. Karen 1s back this year. needs little help,  as
her class under control, and feels good about it. She told her
principal' I could not have lasted had 1t not been for my
mentor Thank God for the mentor program
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OVICE TEACHERS AND NOVICE MENTORS
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| Knew
What|Was
Doing,
Stili . ..

149

I had been asked by the chairman of the English department
in my school to teach a workshop about using demonstration
techniques in teaching vocabulary. After the workshop Dan,
a new teacher at the school, asked if it would be all nght if
he came to my class toobserve how this actually worked *“with
real students.”

Dan 1s about six feet, si¥ inches tall, but not very imposing
despite his height. He was a mixture of hesitant criticism and
diffidence. Somehow, at the time, I did not see the shyness
but only the potential criticism [ remember thinking, “‘Real
students? Does he think it will be different (worse) with real
students?” However, I told him to feel free to come to my
class the following week, so he coulc observe a lesson
firsthand. I was flattered that he wanted to observe, but Istll
had afunny feeling of nervousness, almost as if I had to prove
something, even though I knew what I was doing. After all,
I had developed this whole system of teaching vocabulary
Still

Dan arrived halfway through the lesson. He sat in the back, a
furrow between his brows the entire time. When the bell rang,
Dancame up to speak to me. *“I'm very impressed with this,”
he said, and I could hear the unspoken “but. .” in his voice.

“Yes?" Isaid. I could feel that tiny ridge inside that rises when
I feel I am about to be criticized.

“Well,” Dan continued, “you’re so quick at this. You have
three or four examples at your fingertips for every word. I'm
not sure I could do this as successfully as you.”

Suddenly my rather self-centered insecurity left me. Here was
aperson who needed help, and [ was worrying about whether
he was going to be critical! 1 took the better part of my next
day’s conference period (Dan got covered for the class) and
evplained how I had developed the quickness he saw. [ had
him pick three or four words and showed him how touse my
demonstration k.t (o demoisirate the words. I showed him how
to combine words in his vocabulary lessons, so that it became
easier for him to think of things to do.

Dan came to me a few weeks later and told me that he was
not only using tt Jea of demonstrating for vocabulary, but
that he understood how a t=acher needs to act to gain classroom
contiol The last time we spoke, Da:n was working on a class

to teach other teachers what acting “lements were needed for
a teacher to control a class, especially if he or she were shy.
The interesting thing is that he attributed his realization to the
lessons he had observed me do, and the lessons he had
subsequently taught himself using the same methods

Teachers teaching teachers goes far beyond one lesson!

15(

N




Discussion Questions

Ready ¢ Quit

| Knew What |
Was Doing,
Still . ..

How would you help a “green” teacher like Karen®”

What kinds of discipline techniques would you ,uggest”

How did Dan’s mentor resclve insecure feelings”

Like Dan’s mentor, are you nervous about demonstrating a
lesson for another teacher”

’.~
n‘—'
Jrn—t

How can you assist a teacher who has no knowledge of a
foreign language to teach n a bilingual classroom?

How would you help Karen plan instructional units”

Hav e y ou had similar expeniences” If yes. please describe them
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REWARDS

Challenges of a

Achieving a mentorship can be a rewarding experience. First

Mentors can also expenence professional growth from their

Mem‘orship and foremost, mertor teachers get increased recognition and additionzl responsibilities They learn new skills and new ideas
status for excellence n their craft. The mentorship provides {rom watching others teach. Perhaps most important, they learn

The Initial outstanding teachers with opportunities to influence the about themselves as teachers

Approach practices of other teachers. Mentors can provide their less Two cases describe the rewards thata mentorship can provide

experienced colleagues with companionship, assurance,
technical feedback on pedagogical practices, access to different
models of teaching, and chances to reflect and analyze teaching
practices. When the relationship with another teacher is
fruitful. the mentor ts rewarded with appreciative comments
and friendship.

“Challenges of a Mentorship richly illustrates both tae rewards
that a mentcr c2n gain from working with a neophyte and the
personal growth that can ensue. “The Initial Approach”
illuminates how one mentor teacher gained confidence in her
own strengths as a result of the new title

MENTOR

A
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Challenges
of a
Mentorship

I started my job with C., my shining starmentee, whom I have
written about before, and my other mentees by holding an
informal needs assessment meeting with them. I asked the
mentees w hat they had already learned from my predecessor,
as well as from college classes [ agreed to reinforce these
skills and set up workshops once a week to handle other
concerns as they would arise. I also suggested doing an initial
individual observation to assess the areas in which I felt they
needed further support and guidance. C. and the others fel:
that thrs approach would be helpful and so we were off and
running

At my first observation of C. I watched as she instructed her
students with a natural grace and stvle that told me [ was
working with a diamond. She certainly was a bit rough around
the edges, but she just needed some sinoothing and pelishing.

Later that day, I heartily acknowledged her ratural sense of
teaching and praised her for her effort and care with the
students I asked her for her own assessment and what areas
she wanted to work on. We chose discipline — specifically,
getting students to transition from one topic to another easily
and quietly — as a focal point. We talked about various
approaches and I modeled one for he. in class the next day:
“I am looking for the quietest table to send to the door for
recess,” I began. Then, by patting students on the shoulder
who remained st.ll once they got in line, I showed C. that
students could do what she had asked them to do. She was
grateful and used that approach the rest of the year successfully

There were many other times as well when C would bnng in
other areas of concern, and we would discuss them, analyze
them, and try to resolve them. Sometimes I would be the advice
giver Sometimes | would draw from herand let her come up
with the 1deas. Whether I had suggested or she had suggested
anidea. C. was faithful intaking it back to the classroom and
trying 1t out (unhke some of my cther mentees). and I truly
respected and admired her for this

Inservice training was another way I shared what I knew with
C. and the other mentees. Largely based on mentee request, I
did workshops in areas that our administrators had not covered,
or added to what they had done. Some of my mservice
workshops included room organization, yard duty, field trips.
bookbinding, and a tour of the resource rooms.

Lesson planning and getting teachers ready for theirevaiuations
from administrators became alarge part of my job. C. p:cked
the skill that she wanted to teach, and I helped her with the
step-by-step methodology and “spice™ or creativity for each
lesson Once C. had planned well, I knew that her execution
of the lessor would be excellent Her evaluations proved me
correct.

One of the most challenging parts of my job, however, came
when C. was discouraged. 3he shed many tears and told me
about her great frustration with administrative input that
pertiaps was offered in the name of assistance, yetoften came
across in the name of criticism and interference When the kids
were noisy and the day had fallen flat, then, too, I would listen.
comfort, console, and bolster Such emotional support brought
a special closeness, and we became personal friends during
this time. This greatly enhanced our work professionally.

One final role worth rentioning was that of time management
consultant. I frequently offered C. and tne others suggesuons

to shortcut or reduce their enormous workloads. Mentees have
great pressures from on-the-job traming as well as collegiate
and home responsibilities. I learned a lot about coping with
my own pressures, 100. of being teacher, mentor, graduate
student, and family member while I was advising them

Perhaps the greatest reward then came from how much I learned
about myself and my own abilities while | was helpiag others
Mentor teaching 15 far more der anding than | ever dreamed
possible It 15 also far more rewarding
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The Initial
Approach

I was reassigned to a school 1n the middle of th> year. I was
excited about my new school and my newly appointed position
as mentor. The inservice workshops at the Professiona!
Development Center had me highly motivated and anxious to
help teachers.

I'had previously worked at a school where there was very little
support by the administration for anything, and I had to have

my new principal’s support. The instial approach was very
difficult because I waited and waited for my principal to say
something to me about my new job title. I finally decided to
ask her to meet with me.

My first meeting with my principal did not lessen my
enthusiasm but gave me the feeling that I must not fail. I shared
my copy of “Mentor Duties and Responssbilities™ and assured
her that I was ready to “walk on water " Needless to say, I
was expected to do just that

T was assigned to two second-year probationary teachers and
one ten-year teacher. There was only one new teacher at this
school, and the other mentor worked with her My other

assignments included organizing staff activities like assemblies,
contests, drives. meetings, and so forth I was also expected

to have a model class and a model classroom The region
assigned me to a new teacher at another site I was sure that
I was capable of performing and adequately fulfilling the
responsibilities given me However, it took a little time for me
tocome to terms with the fact that I could not do everything.
Idecided to delegate responsibility : found out that I was very
skillful in this area

I recruited outstanding teachers to do demonstration lessons
appropriate to areas of need for the probationary-2 teachers I
set up committees to handle special programs, to help with
organizing a retrieval system, and encouraged them to lead
st>ff development seminars.

I will always remember that I believed that my success or
faillure was cependent on my principal I know now that my
success 1s dependent on me

My apprehensions were unuecessary. My job as mentor has
increased my adnunistrator's confidence m my abilities {'d
like to add that any mentor making an initial approach either
to their mentee or to their principal should do a skills inventory.
Had I done this, I would have known where my strengths were.




Discussion Questions

ChO“engeS What kinds of rewards and challenges did this mentordescribe” How did the mentorship affect her personal hife?

Of a What kind of shared agreements did this mentor have withC

Mentorship

What kinds of rewards are you expecting from mentorship”

The Iniﬂcl What was this mentor’s initial approach” What did this mentor learn about herself”

ApprOOCh How dic this mentor resolve the burden of the extra respon-
sibilitie,”
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FRUSTRATIONS

Ambivalence
Is It Worth It?

Just Any Warm
Bocy

Why Hasn't
Someone Helped
Her?

“Suggestion-
Giver’ Not
"Order-Civer”

In addition to tiw rewards ot a mertorsuip, the rcle also has
itsdrawbacks The higher status that accompanies a mentorship
can affect relationships with one's peers Some teachers are
jealous and make sniue comments. Others expect mentor
teachers 1o be perfect. Two cases addre<s these 1ssues,
“*Ambivalence” and “Is It Worth It”"

Mentor teachers also resent working with teachers who they
feel are incompetent Some mentors passionately care about
the quality of teaching that members of their profession offer
tochildren, and are concerned about their professional image
when they are assigned to help “‘untrained, inexperienced, and
questionably qualified people,™ as in “Just Any Warm Bodv ™
They suffer *vhen they see teachers assign what they beucie

are meaningless lessons. asin “*Suggestion Giver' Mot *Order
Giver." And they resent the expectation fro: - ,ume principals
that they can help all teachers They alsc wonder how
incompetent teachers can reach therr third year, as in “Why
Hasn't Someone Helped Her”™

Several important questions are raised Since the legislation
specifically states that mentor «eachers cannot evaluatz other
teachers, 1s 1t appropriate to report their findings? If yes, to
whom? What are the possible repercussions? What is the
responsibility of the principal? In short, what authority does a
mentor teacher have over incompatent teachers? In LAUSD,
mentors have no ical authonity in such matters, but they can
make suggestions for improvement




Ambiva-
lence

My feelings are feeiings of ambivalence when I'm involved
with teachers like Diane; I find myself not knowing what to
say or do. Sometimes I resent being a mentor because almost
everyone expects you to be perfect I feel like I'm being
watched all the time, and when I fall or make a mistake,
everyone hears about 1t. It would be nice to be accepted as
*“just one of the teachers,” but it is not so when you're a mentor.
I wish most of my colleagues weren’t so envious of my position
and realized that being a mentor 1s really hard work

Cn t'ie other hand. I really feel great about being a mentor
when my mentees are happy, and they tell me I'm doing a
wonderful job. I to~k my mentees to visit another school to
observe other teachers with different styles of teaching.
Afterwards, I took them to Osage Teachers’ Center for the rest
of the day. This was a positive learning expenience for them.
and they constantly reminded me of the wonderful time they
had I guess their happiness makes 1t all worthwhile




s It
Worth 1t7

THERE THEY WERE' I was taken by surprise when I saw
my colleagues standing 1n the doorway. I had forgotten a
committee was walking through to observe classrooms for the
rewnting of the school plan

I had been “running” for the past two days. I had been out
mentoring the day before (I had scayed with one tezcher until
4.00); J had been in a night class after that. Two days before
I had been out of my classroom again working on this same
school plan. I had walked 1n that moming and had gone straight
tomy desk to prepare the materials for changes in three centers
At the bell, I had gone directly to a grade-level meeting

Only now. as the children were quietly working and the
teachers began walking in, was I finally able to look around
the room: IT WAS AN ABSOLUTE MESS' Paperlay askew

at a couple of the centers: an art table had scraps all around
1t. and the custodian had missed sweeping my room again
Part of a bulletin board w. Jangling ntf the backing How
did that happen” The children’s desn. were a dull grey color

awaiting their washing on the “big day”™ — openhouse New
supplies were heaped on the table nearest the doorway. of
course, left by the morutor the day before

So. there I was — the always planned. perfectly organized.
and in control mentor — standing in a room that looked like
apigsty Iwas devastated Itdidn’t matter thatthe room was
beautifully decorated and well organized. or that ihe centers
were stimulating and educationally meaningful, < r that the art
bulletin board was magnifice- tly arranged w1th the children’s
work . or even that the whole class was ontask' None of that
mattered to me I, the mentor. was standing 1n a dirty room'
I was failing at one of the first things taught to every new
teacher. I was failing in front of my peers. in front of some
who had reservations about mentors already

1 22ouldn’thelp but wonder if it was ali worthit — this grandiose
1dea of upgrading the profession through mentoring It was so
easy to faill miserably in the little things
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Just
Any
Warm
Body

! “Donesn’t Ms Jones have a mentor?” asked the principal
sarcastically with one eye on me and the other on the
complaining office manager.

The truth was that Ms Jones had been through two mentors
and a vice-principal. She was one of those new teachers who
was being observed very carefully for possible dismissal Ms
Jones was proving to be emotionally unstable. and we were
all worried about the children in her care. Primary school

I chsldren did not need to be subjected to a teacher who could
trip over a television cord, fall to the ground, and then begin
screaming at the top of her lungs for help. Even small children
could not be convinced that their teacher was O K., when she
would just leave the room in the middle of the day and goto

a neighboring classroom to inform the teacher that she felt like
going home' No. children didn’t need someone like this. but
in these days of teacher shortages. our district had practically
hired any and all “warm bodies™ off the street. to use the words
of a district official

Furthermore, the last thing I needed was someone as ob- iously
troubled as Ms. Jones to continue questioning my position as
mentor Even working with teachers I thouzht would eventually
become satisfactory contributors to my profession was giving
me doubts. I had thought often 1n my year and a half as a
mentor. “How much am [ sabotaging the quality of my
profession by trying to mentor untrained. nexperienced. and
; questionably quahified people for teaching” How many children
| arebe ing penalized with chaos because the public has too tong
viewed teaching as glonified baby-sitting. and because few

| people want that kind of prestige?”” Well, the pubiic was getting
| what they thought now! I had thought of the many Ms. Joneses
around the state who had been lured into teaching by the new
i higher starting salanes. And I thought of all the good three-year
; veterans not earning as much as the new warm-bodied recruits
only because they began a year earlier in the protession With
all this, Thad concluded i .at something w as very wrong, and
my principal’s remarks were just reminding me of these
thoughts

My thoughts were dissolved as I heard the principal and the
office manager continux to joke about Ms. Joues™ mability to
do herregister correctly. I already knew the vice-principal had
helped her do her report cards. I certainly was aware of the
incoherent conversations I had had w:th Ms Jones (Interrupt-
ing a discussion about lesson plans with a question about my
preference between fruits and vegetables was my idea of
incoherent ) I was painfully faced with the fact that it was
necessary to dismiss Ms. Jones soon. before she had tenure
but somehow ali the joking seemed cruel. Even more pointed
was the principal's next remark directed to me. “And I thought
I was going to get some help frora you with this case ™ Of
course she meant [ should have been reporting to her all the
things Ms. Jones did or didn "t do. Of course she knew that by
law I couldn’t do thatkind of repori.ng. This at last was where
It came down to the public paying the piper.

I exited the office “arena™ and wondered how many other
mentors were slowly and «iiently dving inside a httle today
over a Ms Jones of their own
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Why Hasn't
Someone
Helped
Her?

I arrived at my mentee’s school prepared to observe and
conference, only to find that she was absent. Why hadn't I
called beforehand? I stopped in to say hello to the assistant
principal. She asked me to look n on a second year teacher
who had been having what she called “some real discipline
problems.”

Upon entering the teacher's classroom, [ realized that the
assistant principal’s description had been far too understated!
As I knocked on the door. which had the words “F--- You
Miss Curtis™ in bold black letters scrawled across 1t I could
hear pandemonium inside. My knock brought four to five
students scrambling to the door Throwing itopen wildly, they
loudly proclaimed my presence.

I introduced myself to Ms. Curtis, and explained why I was
here. She greeted me cordially, seemingly oblivious to the
chaos around her Students ware up out of their seats, some
combing their hair or applying makeup: almost all were
chewing gum and talk:ng to other classmates I saw no evidence
of anything that even resembled classwork.

“We're getting ready to see a film,” Ms Curtis 2xplained. |
cannot to this day tell you what that film was about. I couldnt
hear (or see) much of it over the loud talking, moving about,
gum smacking, and general confusion that wen? on throughout
the movie, with not a word from thz teacher!

How did this teacher make it to probationary-2 status” Why
hadn’t someone helped her? All I could think of as1left that
day was that she was not officially assigned to me'




“dsugges-
tion-Giver”
Not
"Order-
Giver”

ERI

Aruitoxt provided by Eic:

Last ivovember. I spent several hours observing 1~ the
classrooms of each of my mentees I wanted to visiteach one
during the reading instructional tine block 1n orderto develop

a better understanding of their individual management styles.
During my observaticns I recognized a common need 1n all
three classes: to develop a more orgamzed and meaningful
spelling program. Students were copying extensive lists,
looking up definitions in dictionaries much too advanced for
their grade level, and writing senterce« that made little sense

I decided to offer a mini-workshop after school to my mentees,
planning to share w:th them some nteresting and motivating
techmaues designed to improve students’ spelling I did a lot
of preparation in anticipation of the many concems that would
arse.

However, nothing sati~fied Ron. Almost every suggestion !
made was answered with " Yes, bui. " or"That won't work
with my group " I've always felt that my role a< mentor was
that of a "suggestion-giver” rather than an “order-giver.” sol
encouraged him to try things in whatever degree he felt
appropriate.

My two other mentees took many suggesiions from the
inservice and tried them 1n class They gave me honest
feedback. letting me know what worked and what needed to
be modified In Ron's class. students are still copying
meaningless definitions .. 4 memonzing lists of words n
150lation

Reaction

Ren won't change unnl he wants 1o As a mentor, I would
confinde to give him suggestions but attempt to remor e vourself
from responsibility of making hum use them; 1t takes too much
out of vou_ I see vou as more valuable as a functioming mentor
than as someone who 1s bending over backward to help
someone who 1sn’treally interested or able to accept the help
Back off and let him come to you for something meaningful
Continue to be friend!\ because he might need to get to know
You as a person nstead of the perfect mentor

Reaction

In this case I would take the epproach of thinking about the
children Ask him whethe, he thinks this 1s the best means for
them 1o learn Ask to see their papers or what forms of
assessment he uses. Then put the pressure on lim by saving
the purpose of his job is to educate the children the best that
he can. Depending on his response. keep putting pressure until
some change comes about

Reaction

You approached this suuation with posinive and meaningful
alternatives. | would probably . e taken this matter with Ron
a step further.

I would have told Ron to expect me 1n his class on a specific
duv and nme to demonstrate tnat indeed his students could
benefit and understand this program in some capacity. After
this demonstranon would discuss certain areas of modifica-
non, but I would certainh impress upon him the importance
of renrgamizing and reevuluating one's program




Discussion Questions

Ambivalence

Is It Worth It?

Just Any
Warm Bndy

Why Hasn't
Someone
Helped Her?

"Suggestion-
Giver” Not
"Order-Giver”

- ~ian
~3
)

Why did this mentor say that her feelings about the mentorship
are ambivalent?

What was positive? Negative”

Why was this mentor feeling exasperated”

How do you feel about being “on display™ at any time?

Why was Ms Jones” mentor frustrated”

How did this mentor’s principal exacerbate the situation”

What would youdoif you“unofficially” observed chaos ina
classroom?

Several mentors reacted to this vignette What would you do
if you saw incompetent teaching and the teacher refused to use
any of your suggestions”’

!

How do you feel about being a mentor teacher”?

How da you plan to handle the extra demands on your time?

What will you do when you see incompetent teachers in the
classrooms?

Whose responsibility 15 1t to help needy teachers who are not
assigned to a mentor”

How might you have dealt with Ron”




RELATIONS WITH O™ERS

What Happened
to Mentor
Teachers?

The Perils of
Becoming a
Mentor

My Life as @
Mentor

Many qualified teachers hesitate to apply for a menturship
because they are con.crned about the reaction of their
colleagues. Will they be applauded or will they be rejected”
In our interactions with several mentorteachers, we have seen
evidence of both kinds of reactions  One extreme response was
made during an informal meeting w.th mentor teachers from
many districts. A mentor noted that after scrving one yedr as
mentor teacher she would not apply again becavse of the
adverse reaction of her colleagues.

Mentors are also concerned about other aspects of the
mentorship. Several mentors feel guilty leaving their own
students with a substitute They wonder how they car add
responsibilities to an already full-ume job. The cases in this
section address all of these issues.

*What Happens to Mentor Teaclers™ portrays a range of

experiences, from discomfort with negative comments from
some of the mentor’s colleagues to pleasure with iureased
recognition from the administration. This mertor also touches

on feelings of zuilt from being forced to compromise her
students and her family because of the added burden of the
mentorship

In the second case, “The Perils of Becoming a Mentor
Teacher,” the mentor describes her surprise when many of her
“friends” made snide remarks and refused tohave lunch with
her {e g., "You should eat with the adm:nistrators™) This
vignette also touches on the cain some teachers experience
when they are not selected.

“My Life as a Mentor™ describes a mentor who did not
experience “sour grapes’ from the other teachers This mentor
teacher had already provided assiciance to novices and other
teachers before being selected as a mentor, maybe this made
a difference. INonetheless, the mentor initially maimained a
low profile. both to help those colleagues who were not
accepted to save face and to provide an opportunity to ease
into the new role.
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What
Happens
to Mentor
Teachers?

OTHERS
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As soon as my name appeared in the spotlight because I was
anew mentor tzacher for the schoor I started recerving many
negaiive comments

Every ime Mr Alex Complain would see me. he would rut
1t in. He'd say thing< like the following

“You get 34000 OO moreayear . Why don't you take me
out to dinner?” (He's married with two ch:ldren )

“You have sub days for someone to cover your class' You
really have it made "

Seeing the new briefcase I purchased on sale at California Stat.
Umversity, Los Angeles. “Oh. I see you are now making
progress in life . an expensive leather briefcase ™

“My. my! Now you get as much money as a vice-principal ™

“I can’t talk to you anymore, you're no longer one of us.
You're a mentor teacher

Commens like these would make me teel uncomfortable But
I"dtry to1gnore them and not get upset It would bother me,
and I remember telling my husband Mr Complain’s {atest
comment about me being a mentor teacher Luckily, he wasn't
my mentee so I didn't have to deal with him that closely.
Eventually, about four or five months la* , he stopped making
this type of comment. Maybe he got tired 1 just ignored him
s0 he just stopped bothering me.

The ESL coordinator and another ESL teacher also made
negative comments Their comments weren't as frequent.
Some of their comments were the follow.ing.

“You are out of the classroom agamn'”
“You can really take 1t easy now — just call someone to sub
for yo.1 and take the time off out of mentor funds ™

_>—

|
|

“You're a mentor teacher, you can afford to go

“Now that you are $1000 00 richer, you don’t need to sub
luring vour off-track time

Positive feelings were dernved from the administration It
seemed that now I had moved up & rank higher than the regular
teacher It seemed that now I could be trusted more with
information about teachers that were having a difficult time
teachinig T felt privileged to hear some of the problems they
were having with some teachers Being a mentor teacher
allowed me to do staff inservice workshops and to be thanked

n public for having done : good job. Many times I was asked

10 mentor some teachers tnat were not assigned to me.

My students were also affected by my being a mentor teacher
They suffered and missed me whenever I was out mentoring.

I always tried to get the same substitute, but 1t still was not
the same. M~ny times my directions were not followed. and
my students got behind, or they were just not taught properly.

It hurt me because I consider my students as ity own, and hike
amoth:  no one can take my place Even though I did have
substitute ¢ - and substiute hours. I tried not to be cut if 1t
wasn '\ absoiutely necessary. I teach English as a second
language n a junior high school

My family was also affected After working every hour at
school, by the ime I got home I was exhausted Sometimes I
had adifficult time sleeping because I hzd so many thingson

my mind, important things that needed to be done And then
there 15 the mentor log that needs to be turned 1n I haven’.
done 1t yet not enough time




The Perils of
Becoming
a Mentor

When I heard about the mentor program, I thought 1t was a
very good idea, but I was reluctant to apply. After rzading the
requirements for the position. I knew I had met them. yet |
was reluctant totry Aftermanyencouraging words from my
friends and the command of my vice-principal. | sent in my
appl:cation.

I never dreamed 1 would even get the appo:ntment for an
interview. So whenthe letter came I was excited and surprised
I shared what I thought was great news with everyone. and
that’s when th- attitudes began to change

Only my best friend and 1 got the appointment for interviews.
The other peopie who had applied were a hittle huffy. They
did not come rnight cut and say 1t but gave little nasty comments
like "I guess our school won't have another mentor.” and
“Well, we have one mentor teacher already, so I guess that's
why Ididn’t get an interview "I felt guiity and did not mention
the interview anymore As the tme for the interview
approached, | became more nervous 1 sought support from
everybody. My principal and vice-principal were extremely
supportive, and my best friend was great. We interviewed each
other to prepare, and she told me everything would b fine if

I just did what I do everyday

The interviewing commuttee did not tell us the exact day they
were coming During their first visit, our school was doing
progress reports, and they did not feel ] would be doing enough
directec :aching “"he comnuttee returned a week later. 1 had
had nosleen Both my daughterand I had colds, and she had
kept me up allmght My nose was red, my eyes were running,

and | felt miserable But I knew the committee was coming.

so0 I came to work anyway.

179

My class was perfect that day They knew we had company,

and they behaved like little angels The nterview went well,
and I felt relieved that 1t was over Iasked my friend how she
felt her interview went, and she said she felt ;t went well

After one week I received aletter saying I was accepted 1 was
happy. and once again | began to share my good news, thinking
everyone would be happy for me. Boy, was | wrong' They
said that 1 only got the job because I was friends with the
vice-principal, and they did not see why | got the job That
lasted acouple of weeks. Then my friend got her letter saying
“please apply again,” and ther the mess really started. (I am
very lucky my friend was iiot angry with me. but she was
disappointed. ) People began asking me purposely in front of
her, “How come you got to be a mentor, and Jan did not?”
and. “How doo Hufeel taking the job away from your friend””
People stoppe . _ating lunch withme because they said, “*Since

you have made mentor, you should eat with the administrators.™

Everytime I wore adress to work, they said, “Oh' Where are
you going today to mentor””" or "Why are you so dressed up?
Are you going to mentor today?”" | have always worn dresses
towork and taken pride 1n my appearance, so tis job did not
change that

Iremember asking 2 question to a fellow teacher. and she said.
“You are being paid four thousand dollars. you should know,”
or“Youcanfind itout: they notpay .ne enoughtoh 'pyou'”

Thave deai. with all the negative jabs and casual little msults,
and they seemed to make me determined to do a better 10b.
Besides. there were still a lot of peopie who were genuinely
happy for me, including my best friend.
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My Life ac¢
a Mentor

It has been with amazement that I have listened to fellow
mentors complain about how some of their colleagues pave
reacted to them since they were selected a« mentor teachers
Since i skinis relatively thin when 1t comes to dealing with
peers. I am extremely grateful that my experience has been
different from that reported by other mentors. I believe that
more .nformation 1s needed to form an * conclusions from
ieacher remarks to mentors and atout mentors whuch are of a
negative nature It is not known if people make sarcastic
remarks because they did not get the information about the
rogram in the first 1 ice. did not take the imiative to apply

for the position, felt that they would not be selected if they
did ap>ly. applied and were rejected. or completely misun-
derstand the role of a mentor teacher

I did not apply 1mitially because I did not want to risk being
trausferred to another school. I was already helping teacher-,
who either obviously needed help and did rot resist my
overtures. or openly asked for help With the advent of the
Emergency Provisional Program. I waded in and demanded
that I be allowed to help in order to keep from stepping cver
bodies by the time of the first open house I was to guide the

new teachers at least throngh the opening days of enrollment
and roll book preparaticn. [ formally obseryved and conferenced
with some teachers The stipend seemed too small to give up

many excellent teachers senior to myself whe did not appear
on the acceptance hist I maintained a low profile imtially
because I was fearful of cnticism from those people I was
also shightly awed by the job the district expected from mentors
and was not sure that [ would be highly <uccessful.

1am not sure that my imitial atutude was critical. but it probably
was a factor 1 not antagonizing critics No one has asked me
what I do for the extra money No one has made it clear that

a parucular problem should be assigned to me because. after
all. I was being [ aid extra. No one has questioned me about
being singled out as being somehow better. T have felt no
pressure from colleagues at all. inciuding those with whom I
have always had difficulty getting along

M. -e importzntly, the new title has done some very positine
things for me I have a new attitude 1 believe that I have
always been. more or less. a role model. but now I find it
necessary to remind myself of this constantly. I never fail to
greet a colleague * th a smile. and frequently go out of my
way to make small talk or simply to listen. I make an effort
to be upbeat and positive about today as well as tomorrow. |
have rejected cvmic.sm absolutely and try to talk others out of
itas well Ifeel more confident about being assertive with the
principal and his assistants When the assistant principal
remarked that he did not understand why he was left out of

@ the little kingdom that I had built the new teacher meetings when, after all. he was charged with
« . When our single mentor asked me to reconsider and apply. | school curmiculum. | found it quite easy to invite him to the
w +explaned all of my feelings with emphasis on the fear of being meetings. This did not change my rnina that it was we mentors
T , transferred from what I consider to be a second home She who could do the supersor job. I was pleased to accurai 'y
- ] pointed out that - a move was demanded. | could aiway s ask predict that he would attend once 2nd not return.
o 1o be removed fic the program and forcgo the supend My abunity to satisfy the new responsibility has not heen

' Additionally. she painted out according to her information from diminished by criticism or complaints 1 would have been ey
T ; meetings she attended. tiley needed mentor- badly enough that sensitive at the outset and greatly bothered by “sour grapes”
- they would not move people but would appoint sufficient types of comments made to me or about me. W..at we mentors
- numbers to insure coverage at all «chools de1snow gener.! knowledge amor.g our staff [ am sure that
2 The process of application and acceptance was quite ego the best course 15 «© make no important announcements of

boosting Not only was I asked to participate by a colleague congratulations but let the job get done naturally and save the
who'n I admired. I was accepted and began being paic for a feehings of the people who for one reason or another are
@ job that I always had felt 1 should recene 2xtra money for “wantahees” but aren’t
z domg However. | was imtially defensiv e because there were
o
(-
<
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w '
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Discussion Questions

WhOT Hcppens i This mentor recerved many negative comments from her
i colleagues afterbeing selected as a mentorteacher How have

"’O Men"’or . your colleagues reacted to your new ute”
TeOCherS? i How did the adminsstrators respond to this mentor?

The Per”S of What were the perils that this mentor described”
B min a * Did you experience similar “sour grapes ? If ves. how have
grape b
- you responded”
Mentor

My Life as \'-"h} do _\.?u think that thi« mentor’s colleagues supported her
4 seiection
a iMentor

What positive thinzs have happened to this mentor?

How did the mentorship affect this mentor’s students and
family”

How will you handie the additional responsibilities?

How did the administrators react o your new status’

What positive things have happened to you since yvou were
eiected as a menior teacher”
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WHAT HAPPENS TO ESTABLISHED FRIENDSHIPS?

Friend.
Mentors

"d

Observation by one s colleagues 1s arare occurrence. Teachers
are seldom given opportunities withini their tight teaching
schedules to formally watch each other teach The mentor
program changed this tradition of isolation. Suddenly time was
allotted for some teacliers to watch others 1n their classrooms
Neophytes could learn new models of tcaching irom observing
veterans. Mentors could provide support fo. their colleagues
based on o..-sste experience In short. the mentor program gave
teachers access to learn from each other

Sometimes. however, teachers feel threatened when they are
observed by their colleagues This case describes one mentor
teacher’s experience observing a friend whose anxuety about
impressing the mentor interfered with her teaching In
reflecting on the experience. tie mentor asked. "How. in the
mento ‘ing relationship. does one change from fear of making

a nustake 1n front of a friend to wishing the opportunity to
show off to the same friend?"
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Friends
and
Mentors

Lacy came to my school as a teacher trainee the year before |
became a mentor teacher. I was immediately 1npressed with
her self-confidence and positive attitude. We chared the same
science classroom since I was in another department part of
the day. W= also shased the same desk and file cabinet, and 1
provided a key for all the supply cabinets. The bulletin boards
soon blossomed with Ufe. I encouraged her to treat the room
as if it were exclusively hers Fish tanks and terraniums soon
appeared, as did nutniion and lunchtime students for
conversations with their “neat new teacher.” We rapidly
became persoral friends, sharing anecdotes of our personal
hives over midmormning coffee.

My program changed the second semester, and I moved to the
art department. A year later I became a mentor eacher and
she my mentee. Our contacts were very friendly and easy based
on the friendship which had already been establiched In due
time. I scheduled a pre-observation conference and set up an
observationdate I wa- looking forward tothe visitasI knew
from watching her teach the previous year that she was quite
cemfortable and skilled in the classroom

Tarrived several minutesbefore herclass was to begin on the
appointed day and was greeted by her at the door. Although
her dress had always been quite professional, it was obvious
that she had dressed carefully this day She could Lave stepped
into an elegant dinner party and notbeen noticed. Her tone of

voice and manner were not 1n the relaxed fashien that I was
accustomed to and expected. As class began, it became
immediately obvious that she was nervous Her relaxed and
well-paced presentation style was replacc . by stiffness and
skinping around. Parts of the lesson were omitted I most
missed her easy serse of humor which 1'd noticed while
casually observing her the year before

At the post-observation conference we went through the typical
debrniefing with the usual comphiments and discussion o what
had occurred. Near the erd of the conference I asked her if
she had been nervous She replied that she had been very
nervous. “Why?" I asked, when she had been very comfortable
with me being 1n and out her room the year before Afterall,

we were friends long before I came to observe her formally.
She replied that she was very fearful of inaking a mistake
Because of our personal friendchip. she wanted to impress me
and was worried that I might be disappointesd She stated further
that, for her, the closer she was to someone, the worse the
ne- vousness and anxiety wc _id become.

This was an eye-opener for me as it presented an aspect of
observation which was precisely the opposite of what I had
expected. How, in the mentoring relationship, does one change
from fear of making a mistake in front of a friend to wishing

the opportunity to show off to the same friend”
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WHAT HAPPENS TO ESTABLISHED FRIENDSHIPS

Discussion Questions

Friends and
Menitcis

Why did the mentorship affect this mentor s relationship with
her mentee”

I
!
|
How might the mentor have prevented the teacher's anxiety” %
|
r
|
i
I

How do you feel about observing your friends” What can you
do to dimimish the potentia! threat”
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Bird. T (i986) The mentors’ dilemma San Francisco Far
Wes: Laboratory for Educational Research and Development.

Based on the findings from a 1985 survey of district
coordinators and case studies of ten districts implementing
the program. Bird examnes first year implementation of
the Califorma Mentor Teacher Program. and makes
recommendations to the state legislature on its future The
mentors’ dilemma stems from the opportunity to create
instrumental status differences among teachers (the
mentorship) ~“The mentor program places teachers
betweenarock and ahard place. On the one hand. they
must make a favorable difference in other teachers’
classrooms to keep their responsible positions. On the
other hand, there 15 an absence of traditions. organizational
arrangements. and norirs of interaction that would allow
o7 enable mentors to do enough. with other teachers. to
earn their extra pay and resources

Bird. T.. & Little. J. W. (1985) From teacher to leader
Traiming and support for mstruc ional leadership by teachers.
San Francisco Far West Laboratory for Educational Research
and Development

As most schools are now organized. few teachers can
acquire the perspective. <kills. identities or standing of
instructional leaders Tratning and support activities are
needed to give teachers direct assistance 1n creating and
filling this new role This essay describes the teacher-as-
leader role and explores ways that district officials,
principals and other teachers car support teacher-leade >

Hanson. S..Shulman.J . & Bird. T (1985) California Mentor
Teacher Program cuse studv. Implementation in the Orchard
Unified School Districi, 1984-1985 San Francisco Far West
Laboratory for Educational Re-earch and Development.

This study describes the first year implementation of the
mentor program in a medium-size school district where
mentors offered confidential assistance to teachers on a
request basis The relations between mentors and.
primarily. experienced teachers who worked closely
together are described through vignettes based on
interviews Issues raiced through the vignettes include

hesitancy by some teachers to request assistance. the
tendency by mentors to diminish <tatus differences
between themselves and the teachers with whom they
worked. the scarcity of evidence that mentors had a
substantial effect on teachers” classroom pertormances,
Jealousy and “sour grapes™ of a small group of teachers
toward mentors: and some awkwardness between
principals and mentor< concerning the confidentiality of
mentors’ work with teachers

Little. J W (1986) Teachers as colleagues in V Koehler
(ed.). Educator's handbook Research into practice New
York. Longman

This chapter examines issues of teacher colieagueship —
what differences colleagues make. what teachers do as
colleagues. and the necessity of supporting collegial
activities. Little celebrates close. rigorous. enduring work
among teachers on fundamental issues of teaching and
learning, but cautions that such instances are rare in
schools today For teachers to work often and fruitfully
requires optimum conditions on all fronts. (1) demon-
strated value placed on shared work; (2) opportunities for
shared work prominent in the daily schedule. (3) a
compelling purpose for working together and a sufficiently
challenging task: (4) adequate material resourc® and
human assistance: and (5) recognition for the ac. omplish-
ments of individuals and groups working together

Shulman. J. (1986). Opportunites of a mentorship The
tmplementation of the California Mentor Teacher Program
Paper presented at the annual meeting of the American
Educaticnal Research Association, San Francisco.

Through the presentation of selected vignettes based on
interviews with teachers who worked with mentors. this
paper suggests that the mentorship has provided
opportunities for teachers to assert leadersh:p in their
profession and to support school improvement. Interac-
tions with mentors can also begin to transform the current
norm of 1solation and autonomy among teachers to one
of collegial consultatinii The paper offers an agenda of
orgamzational support for supporting the mentor program
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Shulman. J , & Hanson, S. (1985). California Mentor Teacher
Program case study. Implementation in the Waverly Unified
School District, 1984-1985. San Francisco. Far We st Labora
tory for Educational Research and Development.

This study describes the first year implementation of the
mentor program in one of the largest school districts in
California One interesting finding was that teachers were
generally less hesitant to seek assistance when mentors
introduced themselves than when teachers were left to
seek assistance on their own. It seemed that teachers
interviewed felt that something must be wrong before they
should ask for help In short, assistance offered by mentors
as “‘routine business™ was more effective than waiting for
teachers to request help.
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THE DEVELOPMENT OF A CASE

LITERATURE FOR MENTOR TEACHERS




The Mentor Teacher Casebook represents Far West Labortory’s
first attempt in devel oping case material written by experienced
teachers. Research-based vignettes were used to siimulate the
development of new vignettes. The casebook was directed
primarily at school personnel — mentor teachers. staff
developers. and administrators. Initial pilot testing of the cases
in inservice activities suggest that these vignettes stimulate
discussion of mentor issues and reflection on personal
practices. The vignettes may also serve a< precedents for action
and as a basis for developing principles of practice

The mentors who worked on this collaborative project with
Far West Laboratory have been uni..rm in their praise for
using case material in staff development They note that writing
the vignettes helped them toreflect on their practices with new
teachers and raised their consciousness about the dimensicrs
of the mentor s role . Equally important to the mentors was the
opportumity to share experiences and concerns with their
colleagues and to learn alternative ways of handling di+-rse
situations. Each case became a precedent for future action
The mentors learned that they wsre not alone — that their
experiences were not unique instances. The following are
representative comments from mentors who helped to write
this book.

“The vignctte experience has been a powerfui one [have
had the ~pportunity to reflect upon myself and my work
I feel that the experience would not have been as
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meaningful. however, if it had not been coupled with the
classroom sharing sessions. Not only did I need to write
about my own experiences. | also needed to hear about
others as well. . . . I realized that I was not alone. The
sharing sessions provided some insignt into how to deal
with problem mentees.”

“Writing about my experiences as a mentor has caused
me to focus on the individuals I deal with in terms of their
uniqueness as people, and not just as new teachers .

The writing forced me to slow down from the hectic pace
of doing the job and o reflect on how I was doing 1t ™

“Writing mentor experiences has been valuable because
1t has made me reflect on what went on and how 1
vercerved the experiences I had. It made me change some
strategies and focus on others. Sharing nas been valuable
because we learn from others and we also can find out
that we are not the only ones going through the experience.
Shanng them has given us other viewpoints and
approaches.™

‘When you wrnite about something. you have an
opportunity toanalyze 1t It {writing vignettes] has raised
my consciousness level to plan for my observations just
as I plan my lessons for my class The discussions
have given me insights into other ways of handling
probl..ns. I feel I am more tuned into my responsibilities
as a mentor ~
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Next Steps

What has been achieved in this casebook? What's missing?
What has been ach:eved 1s a series of compelling vignettes
about how novice mentors asserted (or attempted to assert)
their new role of supporting novice teachers The rientors
addressed such questions as: What were the challenges.
successes, and failures with their assigned colleagues. and
why? What went into developing a constructive relation with
another teacher? What were the lirutations 1n providing
assistance (e.g.. appropriate match of content area and gradz
level)? In what ways did mentor teachers provide assistance?
How did the new status of mentorship affect the mentors'
relations with others? The vignettes presentcd here have merely
scratched the surface 1n addressing the se questions. Those that
were accompamied by reactions from other mentors offer a
multiple perspective to the situations described

Grouping cases by themes has helped to initiate the develop-

content area contribute to the substantive assistance for
teachers Further, most of the mentors described their
assistance to neophytes in terms of specific suggestions that
would :mprove instruction Few mertors described the use of
reflective interviewing and problem-solving during the
post-cbservation conferences. While providing suggestions is
often appropriate. especially at the beginning of a novice's
year, asking the right questions that engage a teacher in a
reflective analysis of his orher own teaching will help teachers
learn how to ask their own questions and, ultimately, become
independent learners. This kind of facilitating is relatively new
to staff development and requires extensive training in research
and the principles of advising. Needed are cases by veteran
coaches to provide examples of how the process werks and
establish precedents for mentors who are learning how to coach.

In contrast to professions like law, medicine. and social work,

ment of a category syster1of mentorissues Some of the issues
were discussed 1n detai’. and questions that need further
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the discourse of schooling. We hope that this casebook wiil
stimulate teachers to write their own personal accounts of their
experiences. With the development of a professional case
literature., teachers will finally have the tools they need to learn
from one another.

What's missing 1s any concerted attention to the influence of
subject matter on the nature of a mentor s assistance Some of
the mentors alluded to their course content. but there was no
systematic effort to document how the unique features of each
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