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Leadership

Block Scheduling and
Student Achievement

by Elizabeth Howard, Arizona State University West

" ®lock scheduling erupted—some
. would say disrupted—in the
A.__¥1990s, accounting for as many

as 40% of the high school bell sched-
ules in the U.S. today. (See “A Short
History of Block Scheduling,” p. 2.)
Imagine my surprise, therefore, when
two calls for papers for this newslet-
ter went almost unanswered. It seems
that few people know quite what to
say about block scheduling.

Much of the writing on the subject
reflects perceptions of block schedul-
ing, articulated by students, parents,
and teachers. Although there are
exceptions, Internet sites lean toward
arguments opposing the reform, while
journal articles tend to present ac-
counts in favor of the block. Both
research venues rely heavily on ques-
tionnaires and surveys completed by
students and teachers as they
struggle to adapt from a traditional
schedule of seven 50-minute periods
to a block of varying proportions.
Anecdotal evidence, that which a
defense lawyer would call “hearsay,”
also favors block scheduling, offering
kudos for affective and less measur-
able gains: lower stress levels, fewer
discipline problems, less wasted time,
less record keeping, and so on.

Generally popular with teachers
and students, block scheduling plays
well with school culture. However,
adjust the lens to focus on student
achievement and your picture goes
dark. Where a few studies offer
student achievement test data, con-
founding questions about methodol-
ogy arise. For example, a 1996 study
offers state-mandated achievement
test scores to compare two schools
(one block schedule, one traditional).
The block school received higher
scores, but the study took place in the
very first year of the test mandate so
there were no previous scores for
either school. Further, the authors do
not say whether the schools were
comparable with regard to instruc-
tional and economic variables. They
rather prematurely interpret their
data as reflecting the reform’s posi-
tive impact on student achievement.

A couple of years ago, I scrutinized
the AP mathematics student test
scores of several high schools in
Dallas. I had scores representing
several years before and after the
schools went to block scheduling. I
wanted to find an answer to a
straightforward question: Do stu-
dents on a block schedule score com-

LriC

IToxt Provided by ERI

National Council of Teachers of English
1111 W. Kenyon Road, Urbana, Illinois 61801-1096

3

for Excellence

INSIDE

Block Scheduling and Student 1
Achievement
by Elizabth Howard

Block Scheduling for ESL Classes 5
by Karen Grimwood

Less Is Not More! 6
by Frances O’Connell

Block Scheduling to Escape “The 7
Prison of Time”
by Holly Johnson

Realizing the Promise of Block 8
Scheduling through Effective Staff
Developement

" by Louann Reid

Call for Manuscripts 11

parably with those on a traditional
schedule on AP mathematics tests?
Ultimately, I was unable to draw any
conclusions about the effects of block
scheduling on AP mathematics scores
because of another reform that was
introduced along with block schedul-
ing in Dallas high schools: a district-
wide AP “thrust”-that encouraged
more students to take AP exams,
inflating the pool of test takers. Back
to square one.

Research on block scheduling and
math student achievement, meager
as it is, far outweighs the research on
block scheduling and achievement in
English. Here in Arizona, approxi-
mately 40% of the public comprehen-
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A Short History of Block Scheduling

Toward the end of the 19th century, shortly after
the birth of the American high school, the National
Education Association’s Committee of Ten (1883)
defined secondary curriculum’s academic subjects
required for preparation for college, and new high
school administrators planned an equitable time
allotment for each subject. In the early years of the
20th century, the “Carnegie unit” blended high
school bell schedules into a symphony of six or seven
hours of classes per day.

However, critics argue that traditional schedul-
ing is not conducive to deep reflection on the part of
students, that the frenetic pace inhibits students’
other opportunities for success. Juggling schedules
and adapting to various teachers can be difficult for
young people. Hallways and locker rooms are often
crowded during the day, providing increased oppor-
tunities for discipline problems. There are fewer
opportunities for teachers to reteach and retest
when they deal with over 100 students every day.
Moreover, teachers tend to rely almost exclusively
on the lecture method to make the most of short
periods of instruction. Time, that precious commod-
ity, is wasted with starting and stopping instruction

so often and passing to the next class. Record keep-
ing 1s multiplied with five classes five days a week.
Clearly, critics insist, a traditional schedule is a
most user-unfriendly time frame.

Block Scheduling

The 1970s saw flexible scheduling, a reorganized
school day that allowed a variety of class durations
for a variety of class sizes, rise and quickly fall
victim to roiling social and political unrest. Al-
though experiments with flexible scheduling failed
for the most part, innovative scheduling remained
on the scene as a reform concept, resurfacing in
some early 1980s reform literature. Offering, as it
did, more “opportunity for sustained conversation
between students and teacher,” block scheduling
was an idea gathering support.

Fanned by stinging indictments of educators’ use
of time in such national reports as A Nation at Risk
(1983) and the more contemporary Prisoners of
Time: Report of the National Education Commission
on Time and Learning (1994), the growing momen-
tum toward school restructuring has swept almost
half of the nation’s schools into some form of block

scheduling. (See “Prisoners of Time,” p. 6.)

The Conference on English Leadership
(CEL) of the National Council of Teachers of
English is an organization dedicated to
bringing together English language arts
leaders to further their continuing efforts to
study and improve the teaching of English
language arts. The CEL reaches out to
department chairs, teachers, specialists.
supervisors, coordinators, and others who are
responsible for shaping effective English
instruction. The CEL strives to respond to the
needs and interests germane to effective
English instruction from kindergarten
through college, within the local school, the
central administration, the state, or the
national level.

It is the policy of NCTE in its journals and
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open discussion of ideas concerning the
content and the teaching of English and the
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sive high schools have some form of
block scheduling. (See “Traditional
and Block Schedules in Arizona by
County” and “Traditional and Block
Schedules in Maricopa County,” p. 3.)
However, the testing environment in
Arizona is so unstable that pre- and
post-block comparisons of single
schools are impossible. In the mid-
1990s, millions were spent on a
performance assessment achievement
test, the Arizona Student Assessment
Program (ASAP). However, before the
test could be piloted, a new state
superintendent was elected. She
scrapped ASAP and began another
multi-million dollar testing venture,
the Arizona Instrument to Measure
Standards (AIMS). This test covers
mathematical concepts that a large
number of students have not studied,
so many students are expected to fail.
At the elementary level, the test is




given in both English and Spanish,
but at the secondary level, this
graduation requirement is adminis-
tered only in English. In a state
where a Hispanic population forms
the bedrock of the community, an
English-only high-stakes test is uncon-
scionable.

So what does all this have to do
with block scheduling and its effects
on student achievement? Simply this:
without a stable test environment
and without the ability to control for
variables such as teaching methodol-
ogy and socioeconomic levels of stu-
dents, it is impossible to assess block
scheduling and student achievement.
The next best thing is to report per-
ceptual research and anecdotal com-
ments. 7

Finally, a quick summary of block
scheduling plans might be timely.
There are really two basic kinds of
block scheduling, although each type
has endless varieties. Probably the
most common block schedule allows
students an opportunity to take eight
credits during the academic year,
each course meeting every other day
for about 90 minutes. The other plan,
sometimes called “semestering,” also
allows eight credits, but offers four
90-minute classes every day each
semester.

In this issue, Karen Grimwood, an
ESL teacher from Carl Hayden High
. School in the Phoenix Union High
School District offers praise for block
scheduling for students whose first
language is other than English. She
provides some creative activities that
can be completed in the longer 90-
minute classes. Frances O’Connell
describes her staff development
efforts and some advantages of a

7

semester block schedule in Massachu-

setts. Holly Johnson, former middle
school teacher and professor at Texas
Tech University, has experienced
several incarnations of block schedul-
ing in widely differing teaching
situations, but with similar end
results: tangible and intangible
benefits for students and teachers.
Her story gives us a look at how block
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Traditional and Block Schedules in Arizona by County*
County Traditional Block
Apache 4 3
Cochise 3 3
Coconino 3 4
Gila 4 1
Graham 3 2
Greenlee 3 0
LaPaz 1 1
Maricopa 34 24
Mohave 6 0
Navajo 4 4
Pima 9 7
Pinal 6 0
Santa Cruz - -

Yavapai 3 4
Yuma 4 0
* from a 1999 phone survey of all comprehensive high schools in Arizona

Traditional and Block Schedules in Maricopa County

District Traditional Block
Glendale High School District 7 2
Mesa Unified 5 0
Paradise Valley Unified 3 1
Peoria Unified 0 5
Phoenix High School District 2 6
Scottsdale Unified 4 1
Tolleson High School District 0 2

scheduling can be customized for
specific student and district needs.
And finally, Louann Reid gives us an
overview of block scheduling from
rationale to implementation.

If you believe proponents of this
reform, teachers’ creative activities
and student-centered classrooms are
behind the burgeoning numbers of
American high schools going on block

)

scheduling. However, in the absence
of all but the softest research, educa-
tors would do well to consider the
words of T.S. Eliot, who observed,
“Between the idea and the reality
falls the shadow.” On April 18, 2000,
Austin Independent School District
withdrew its high schools from block
schedules. (See “Austin ISD News
Release,” p. 4.)

continued on page 5
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Austin ISD News Release

Teachers Will Have Two Planning/Consultation Periods for 2000-2001

SUPERINTENDENT FORGIONE MOVES FORWARD TO IMPLEMENT DISTRICTWIDE SEVEN-
PERIOD SCHEDULE FOR ALL AISD SECONDARY SCHOOLS

Superintendent Pat Forgione today advised the AISD
Board of Trustees that he is moving forward to imple-
ment a districtwide, seven-period course schedule for
all Austin secondary schools for the start of the 2000-
2001 school year in August, and announced that teach-
ers will have two non-instructional periods each day for
planning and consultation.

The change to a common seven-period schedule at
all junior high/middle schools and high schools will
make it unnecessary for AISD to hire approximately 44
new secondary teachers in 2000-2001 and will save the
District approximately $1.8 million next year.

“Changing to seven instructional periods for all sec-
ondary students every day will bring AISD more effi-
ciency, while continuing to deliver a comprehensive and
quality education program across the District,” Dr.
Forgione said during a Work Session with the Board of
Trustees on secondary course scheduling.

“Each course taken for 50 minutes per day over the
177 school days of the 2000-2001 school year will pro-
vide an additional 15 hours of instruction in that sub-
ject,” Superintendent Forgione told Trustees. A block
schedule offers students an eighth course offering in
lieu of this extra time of instruction.

All of AISD’s 17 junior high/middle schools, and
seven of the ten current high schools* now use “block
scheduling,” or some version of it, where students at-
tend classes in four 90-minute “blocks” each day, alter-
nating between “A” and “B” days, or use an accelerated
“block” schedule. Teachers are in the classroom for
three “blocks” every day, and use the fourth 90-minute
period for preparation and/or consultation with stu-
dents and parents.

Three Austin high schools (Austin, Bowie, &
McCallum) currently use the traditional course sched-
ule in which students attend seven 50-minute classes
in all of their courses every day. Teachers are in the
classroom for five periods and have two hours for prepa-
ration and/or consultation.

Superintendent Forgione cited five key benefits of a
common, districtwide secondary course schedule:

* Provides more instructional time per subject, per
year;

* Facilitates continuing instruction for students who
transfer from one school to another within AISD;

+ Allows for more effective management of class size
across the District;

* Improves communication among parents, stu-
dents, and campuses;

* Enhances efficiency in the allocation of staff and
resources.

Superintendent Forgione first announced the deci-
sion to return to a common course schedule back on
March 31, with teachers teaching for six periods each
day. That proposal would have prevented AISD from
hiring approximately 190 secondary teachers next year
and would have saved the District some $8 million.

However, earlier this week, Travis County Central
Appraisal District Director Art Cory informed Superin-
tendent Forgione and the District’s Budget Review
Committee that the increase in property values within
AISD is nearly double the earlier estimate. Rather than
an eight percent increase in property appraisals, as
first estimated, Cory now projects a 14.6 percent in-
crease in values, thus generating some $24 million in
additional tax revenue for AISD.

“We've received a slight reprieve—not a parole—
from the consequences of the state’s ‘share-the-wealth’
school finance law,” Superintendent Forgione said.
“This additional tax revenue will allow all AISD sec-
ondary schools to operate on a common seven-period
course schedule for 2000-2001 and give teachers two
planning/consultation periods.”

Under the “share-the-wealth” law, the higher prop-
erty values mean that AISD will be required to spend
nearly $93 million in 2001-2002 to equalize public
school funding in Texas, not the $65 million as earlier
projected.

“The budget challenges facing AISD are more diffi-
cult than before,” Superintendent Forgione said. “It’s
just that we've received a one-year reprieve while AISD
faces the daunting task of reducing expenditures by a
minimum of $22 million to balance the budget in 2001-
2002.

“If we can couple a common course schedule with
other savings to be identified by the Budget Review
Committee in general administration and other areas,
as well as the recommendations proposed by Comptrol-
ler Rylander in her report, then it will be all the better
for AISD. We have to set high standards for ourselves
and work to meet those standards. This is true for the
teaching and learning in our schools, but it also applies
to our finances, our organization, and our ability to
include the concerns of students, parents, teachers,
principals and the community at large in our decision-
making,” Superintendent Forgione said.

*Does not include Garza Independence High School
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Unfortunately, there is little
evidence that block scheduling in-
creases student achievement as
measured by state-mandated achieve-
ment tests. And like it or not,
achievement tests are currently used
to judge how much students have
learned, not to mention how well

teachers have taught. There is a real
need for student achievement data
under block scheduling. It’s ironic
that one of the creators of the block
concept, Joseph Carroll (1994) him-
self, warned: “Remember, nothing
has happened in education until it
happens to a student.”

Indeed, how can we measure what
has happened to students as a result
of block scheduling? ‘

Reference

Carroll, J. M. 1994. Organizing Time to
Support Learning. The School
Administrator, 51, 3, 26-28, 30-33.

Block Scheduling for ESIL Classes

by Karen Grinuvood, Carl Hayden High School, Phoenix, Arizona

Once I got past the first week or so,
when two periods seemed like a long
time with the same group of students,
I couldn’t imagine how I had man-
aged to teach without block schedul-
ing. I can see no disadvantages to it.
Block scheduling’s main advantage
is that there is time to complete
lessons; no more having to stop pre-
maturely one day, necessitating a
recap before continuing the following
day. My students’ attitudes have
improved, owing in large part to the
fact that we can do more varied and
interesting projects with the extra
time allowed by the block. Grades
have improved also: students have a
longer time to engage in sustained
silent reading at the beginning of

each class or to practice new con-
structions before leaving.

Following are just a few examples
of activities we do in the longer time
periods. It is wonderful to be able to
complete an activity in one day.

+ Student interviews, question-
naires, etc.

+ Video and discussion

+ Short story and discussion

+ Group projects

+ Scavenger hunts

+ Making ice cream (or other recipes)

+ Library research

+ Field trips

* Guest speakers

Other advantages I've enjoyed
include: '

* There i1s more time in each class to

be creative. Iexperiment in ways
that were impossible under
traditional scheduling.

* I meet fewer students in a day,
allowing me to spend more time
with individuals than before.

* I can spend more time on direct
instruction and practicing English.

* Block scheduling offers a great
venue for cooperative learning.
Most ESL students come from
cultural backgrounds that encour-
age cooperation in completing
tasks. Such activities foster
communication in a non-stressful
environment and provide ample
opportunities for every student to
interact.

(See “Photo Stories” below.)

Photo Stories

Divide your class into groups of 4-6 students and
give each group a disposable camera. Explain that
they are going to create a comic book, and that each
student in the group must play the role of one of the
characters in the story. The groups decide on their
stories and create a storyboard to plan the scenes.
They write a paragraph describing their story and
then go out to take their pictures. Many students -
want to take the cameras home so they can use the
various rooms as part of their scenes. We allow
them to do that. They may also go out onto the
campus to take their pictures. Be sure to alert
administration and/or security that your students
will be taking pictures.

When the pictures are developed, the students
must create narration and dialog to tell their story.
Dialog is written in balloons, just as it is in a comic
book, and pasted over the pictures to indicate the
characters’ words. Each group presents its story to
the class when finished. If you want, you can have
the other students critique the story, writing the
title, a brief summary, and their opinions. Students
enjoy reading each other’s stories and looking at the
pictures. Because they have created their own
context, it 1s more relevant to them and they have
an opportunity to have fun with the language while
they use it creatively.
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Less Is Not More!

L E A D E R S H I P

Q U A R T E R L Y

by Frances O°Connell, English teacher, Ware Fligh School, Ware, Massachusetts, and educational consultant
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ess is more” and “teacher
as coach” are not only two
/Ibasic tenets of block sched-
uling, they are also the two that kept
my colleague and me fighting the
change initiative that was occurring
at our high school. In the last five
years, we have offered our profes-
sional development workshop on
implementing block scheduling to
over 30 school districts, and we have
had to explain our unique turnaround
on this controversial issue.

We knew our school already had
less money and fewer materials, so
“less” education didn’t seem like an
improvement. Also, in a very football-
centric town, “teacher as coach” may
have attracted attention, but it was
not how we pictured ourselves. How-
ever, after one year on the block plan,
teaching three 90-minute blocks a
day for one semester and starting
anew in January, we discovered that
our students learned more because
they became better learners. Surpris-
ingly, we also discovered the plea-
sures of coaching off the ball field!

Block scheduling is not time to do

homework, it is not extra time for
test-taking, and it is not time for
meandering discussions during
loosely planned “group work.” While
these things fill up the time, they do
not improve education. Block sched-
uling can be time for students to
learn to be better learners, so that
each new lesson builds on the last
block; concepts can then be learned,
expanded upon, and applied in a
more advanced manner. Block sched-
uling can be time for real cooperative
learning to be practiced: students can
develop their self-confidence and
increase their knowledge through
positive interactions that create
shared responsibility and individual
accountability.

The block can offer time to experi-
ence some exciting things that make
learning an active experience for our
students and us. Students take part
in simulations where they become
someone else. For example, at an
early-American living history mu-
seum, they might assume the role of
community members taking part in
the poor farm debate at a town meet-

Prisoners of Time

Eight Recommendations

Establish an academic day.

Ll S

munities.

Invest in technology.

® =N

Give teachers the time they need.

National Education Commission on Time and Learning
Washington, DC
April, 1994

1. Reinvent schools around learning, not time.

Fix the design flaw: use time in new and better ways.

Keep schools open longer to meet the needs of children and com-

Develop local action plans to transform schools.

Share the responsibility: end the blame game.

ing. Later, they can reflect on how
these 1ssues connect to what they
have learned and thought about
welfare in America today. Students
also have time to participate in
planning and carrying out community
service learning programs that allow
them to learn in real-life situations.
These programs, however, take care-
ful planning to ensure that students
are learning subject matter in a
different way, rather than taking
class time to do good works, however
admirable the-activities may be.

A wonderful plus that occurs
through teaching in “the block” is the
improvement of teacher and student
morale as the classroom becomes
more student-centered. As students
take on responsibility for their learn-
ing and teachers have time to include
different learning styles in their
teaching, the classroom becomes a
community where both students and
teachers are working together in an
emotionally safe environment.

As teachers doing professional
development with other teachers, we
saw some weary and worn out people
who were trying to find a way to wait
out what they saw as still another
change in their profession, scanning
retirement schedules in place of block
schedules. But we also saw many
people who were energized by a
chance to join students in the experi-
ence of becoming lifelong learners. As
the football coach of one school dis-
trict whispered to me during one of
our activities in a block workshop:
“Oh, I get it! . . . During the block,
you really have time to support and
assist your students, and time to
practice and help them do their best
in your subject, . . . just like I do with
a team.”

Frances O Connell and Barbara
Sullivan offer their workshop series
on Block Scheduling through Educa-
tional Consulting Services, Box 362,
Fiskdale, MA.



Block Scheduling to Escape “The Prison of Time™

by Holly Johnson, College of Education, Texas Tech University, Lubbock, Texas

e National Education Com-
mission recommends that we
escape being “prisoners of

time.” Even after working in different
types of block schedules, I have found
that I still assume only one definition
of block scheduling: a curricular
design where students and teachers
meet for two periods on alternating
days. I know this is not true even of
my own teaching career, but the
preponderance of discussions that
assume such a curricular formulation
keeps me from remembering the
three ways I experienced how to
“reinvent school[ing] around learning,
not time” (National Education Com-
mission on Time and Learning, 1994).
Before becoming a teacher-educa-
tor, I was a middle-level teacher who
worked within three types of block
schedule environments. My initiation
into block scheduling occurred in
Botswana, Africa, where I served as a
Peace Corps Volunteer at a commu-
nity junior school. At the beginning of
each year, teachers would meet and
discuss how the students were per-
forming in terms of English,
Setswana (students’ home language),
Math, Science, Social Studies, and
the Related Arts. After determining
where students were in their learn-
ing, the teachers arranged school
schedules to accommodate the sup-
port students would need in order to
learn specific subjects within the
parameters of the country’s minimum
time requirements. Time require-
ments for each subject varied, so
students spent different amounts of
time in different subjects. For in-
stance, because teachers placed a
high priority on learning English,
students were required to attend
eight hours of English each week.
They would meet with their teacher
for two hours on Monday, Wednes-
day, and Friday, and for one hour on
Tuesday and Thursday. Industrial
Arts was considered a necessary part
Q
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of the curriculum, but not as impor-
tant as English. Thus, students were
required to take only four hours of
the Industrial Arts each week—two
hours on Tuesday and Thursday.
Working as an industrial arts and
math teacher in this situation, I met
with my math students each day of
the school week for one or two hours.
My industrial arts classes, however,
met only four hours a week. This type
of block scheduling gave students the
additional support they needed for
learning particular subjects at par-
ticular times in their education.

_ Co‘rinectin’g:the knowlédge
of one class to another, or

rather tearing down the
barriers between the content
of one class and another, I
was able to use the students’
strengths in one area of the
language arts to address

their weaknesses in another.

In these two situations—extended
amounts of time with my math
classes and limited time with my
industrial arts classes—I was still
able to address what students needed
to learn, and could immediately
attend to student breakdowns or
misunderstandings. I arranged my
curriculum so students could concen-
trate on more difficult or new con-
cepts over longer periods of time. The
longer blocks of time also allowed me
to spend time with the students who
had difficulty or to address compre-
hension breakdowns. Ultimately, this
type of block schedule increased my
confidence in my teaching and my
students’ learning.

My second foray into block sched-
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uling occurred in Kentucky. Our
middle school was overcrowded and
breaks between classes became
battlefields and traffic jams where
students had difficulty just opening
their lockers. In order to meet the
needs of our curriculum and our
students, teachers and administrators
devised block schedules that allowed
for different passing times for the
seven teams in our school. This block-
ing included an alternate day sched-
ule where students met in their
different classes for two periods every
other day. This was not the extent of
our scheduling, however. As teams,
we were able to block class times that
allowed us to concentrate on particu-
lar curricular themes. Sometimes
these themes required additional
time on a concept or project, and our
team format allowed us to work
together to reinforce the theme across
the curriculum. As a result, students
might find themselves in one
teacher’s room for a whole day com-
pleting a project or addressing infor-
mation that was being introduced
across the entire team. We also
worked with different groups of stu-
dents throughout the year, which
allowed us to know students in differ-
ent contexts and to observe academic
strengths. Our team of 155 people
created a more solidified identity
where students were part of a larger
community and, thus, could be under-
stood through many ways of knowing
and being. '

My third experience in block sched-
uling did not include a team of teach-
ers. In fact, I was the only teacher at
our Arizona middle school who used a
block schedule. Working with a group
of eighth-grade students for reading
and language arts, I used our time
together to create a reading/writing
workshop where students read, dis-
cussed, and wrote about their inter-
ests while also fulfilling the
requirements of the district curricu-
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lum. Because the schedule allowed us
to work on both reading and language
arts, I was better able to connect
students’ reading with the writing
requirements of the eighth-grade
standardized test. There was not an
artificial division between what the
students were reading about in one
class and the writing they needed to
do in another.

Connecting the knowledge of one
class to another, or rather tearing
down the barriers between the con-
tent of one class and another, I was
able to use the students’ strengths in
one area of the language arts to
address their weaknesses in another.
This block of time also allowed us to
address two more of the language
arts often neglected in schools—
viewing and visually representing.
Students could spend time critiquing
the visual messages of films, commer-
cials, and newspaper articles with
others. That fulfilled their social
needs as young adolescents while also
addressing the critical thinking skills
required in our society. And because
the block schedule gave us time to

L E A D E R § H I P

connect all six of the language arts in
authentic ways, students became a
community of learners that tran-
scended the walls of our classroom.
Throughout these varied experi-
ences, one result remained constant:
my students and I benefited from our
extended times together. We were
able to attend to crucial “teachable
moments” that often take more time
than the average 50-minute periods. I
was able to learn about my students
as young people. We could take the
time to hear one another’s stories at
the beginning of the year, which in
turn created stronger relationships
more quickly. Our blocks of time
together allowed us to break down
the barriers between subjects, which
allowed for greater transference of
learning between the content areas.
With block scheduling, thematic
studies were more easily incorporated
into my teaching, which allowed
students to see the connections be-
tween subject areas, again breaking
down the artificial barriers that so
often accompany learning in second-
ary schools. Ultimately, block sched-

Q U A R T E R L Y

uling gave me the opportunity to
teach in more “real world” ways that
couldn’t help but benefit my students
in the future. After all, most of the
employment opportunities in our
nation involve sustained amounts of
time on particular jobs, not the dis-
jointed tasks that are often a part of
the 50-minute periods in secondary
schools.
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Realizing the Promise of Block Scheduling
through Effective Stafl Developmemnt

by Louann Reid, Associate Professor of English, Colorado State University; Fort Collins

In March 1999, more than 100 educa-
tors gathered in Cincinnati for “Just
Going around the Block,” a precon-
ference workshop cosponsored by CEL
and the Secondary Section at the
NCTE Spring Conference. The ques-
tions and concerns of participants
revealed that interest in block sched-
uling is high, as is uncertainty about
how to make the change.

As block schedules proliferate in
secondary schools in the United
States and Canada, educators and
community members hope that this
will be the reform that increases
student achievement. Teachers and
students will have time to tackle
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topics in depth, time to focus and
reflect; they will have time to think.
Whether they are hopeful, curious, or
just compelled by an enthusiastic
administrator, faculty teams travel to
schools and conferences to find the
schedule that will work for them.

Yet it is increasingly evident that
the success or failure of educational
reforms is dependent upon the indi-
vidual teacher’s conceptions of cur-
riculum and instruction, not on the
configuration of the schedule. Can
moving to a block schedule really
result in greater achievement? I don’t
believe that it can without significant
staff development efforts before and

i0

during the transition. Staff develop-
ment can help teachers understand
the possibilities and limitations of
block schedules. It can also equip
them with the instructional tools and
support necessary to maximize the
effect of the extended learning period
that characterizes block schedules.

Background

The high school where I was a
teacher and department chair in
Colorado went to a rotating block
schedule in 1989, after two years of
study and planning. We implemented
a four-period day with students
taking seven classes over two days.



The eighth period was “Advisement,”
a full 90 minutes for students to
make up tests, meet with teachers
and counselors, attend assemblies,
and so on. When I left in 1992, fac-
ulty, staff, and administrators were
still working on refinements, but
their schedule in 1999 closely re-
sembled the one we instituted in
1989. In our first three years, 85
teams of teachers visited from around
the state and nation; clearly, restruc-
turing was of national interest.

Block schedules vary significantly.
Besides the rotating block schedule
we had, two other configurations are
common. One is the mixed block
where students take seven classes
but have “block days” two to four
days a week when they attend three
or four classes; the remaining time is
spent in seven-period days. The other
common configuration is the block
schedule or 4 x 4 block with students
taking four classes a day; yearlong
courses are reduced to a semester. In
referring to block schedules in this
article, I mean any configuration of
extended learning periods.

The Promise of Block
Scheduling

Reasons to change from a traditional
schedule arise from a desire to pro-
vide more for less—more learning
with less stress, more planning and
instructional time with no increase in
costs, more personal contact with
students with no reduction in instruc-
tional time. Faculties want to 1)
make learning the constant and time
the variable; 2) provide more plan-
ning time for teachers; 3) provide
more focused learning opportunities
for students; and 4) provide an ad-
visement period. Sometimes the
change occurs because of a central
office directive or a very persuasive
principal, but changes that endure
and are the most effective usually
come about because a significant
number of faculty members support
them.
About 80% of the faculty, including
90% of the English teachers at my
Q
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school, was strongly in favor of the
rotating block. I later learned that
English language arts teachers na-
tionally are usually positive about
their block schedules. The extended
time allows for reading and discus-
sion, writing and peer conferencing,
viewing and reflecting. Teachers who
believe in active learning welcome a
change that allows them to facilitate
activities such as simulations and
debates that were formerly difficult
or impossible to schedule.

School administrators and parents
see block schedules as opportunities
to accelerate students. On a tradi-
tional schedule, a student who had
not been in advanced math in 7th
grade had no chance to work her way

A

Teachers who believe in
active learning welcome a
change that allows them to
facilitate activities such as

simulations and debates

that were formerly difficult

or impossible to schedule.

into calculus as a senior. A student
who realized in his junior year that
he needed three years of a foreign
language for college was out of luck.
With a block schedule that offered a
one-year course in a semester, stu-
dents could accelerate their program
and take the advanced courses before
graduation. Students who failed
courses in any subject could have
additional opportunities to retake
them.

After I left the high school, I
wanted to better understand block
scheduling and successful staff devel-
opment for making such changes. [
conducted three different research
studies to gather anecdotal evidence
from teachers, administrators, and
students in six schools regarding

their perceptions of the new schedule.
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I spoke with approximately 40 teach-
ers and administrators between 1995
and 1998. About the same number of
students filled out questionnaires.
What I learned indicates that quan-
tity and quality of staff development
make a difference in participant
satisfaction and the effectiveness of
the change (Reid, 1995).

Perceptions of the Reality

Block schedules allow constructivist
teachers to promote active learning,
collaboration, and reflection. When a
teacher who believes in two of Ted
Sizer’s principles—“less is more” and
“student as worker, teacher as coach”
(Coalition, 1988)—meets extended
learning periods, instruction changes
and thinking soars.

Teachers who like the extended
learning periods like active learning.
Maria said, “I put some of the respon-
sibility on them that I'd been taking
on before. Instead of me doing the
lecture or presentation, I'm having
students do more, more sharing of
their writing, more small group, more
sharing time.”

Teachers also find that students
learn in more depth. Although they
are initially concerned that they are
“covering” less material, they find
that results stay constant or improve.
Bill told me that he had taught the
same writing course for sophomores
in all three schools in the district and
gave the same type of test every
semester. He found that students on
the 4 x 4 block schedule scored higher
on the test than students on tradi-
tional schedules ever had in any of
the three schools before they changed
their schedules. Of course, this is not
a controlled study, but it does provide
positive impetus for change. My own
experience in one class suggests that
“less is more.” I taught speed reading
for nine weeks on both a traditional
and a rotating block schedule. On the
latter schedule, I saw the students
about half as many days and was
worried that they would not acquire
the skills that previous students had
by practicing their reading speed in

August 2000



E N G L I S H L E A D E R S H I P

class. Even though they ended up
reading six novels rather than nine,
their standardized pre- and post-test
scores were as good or better than
those of any previous class. Again,
anecdotal evidence provides encour-
agement.

Students, administrators, and
teachers like the change in school
atmosphere. Halls are quieter, atten-
dance generally improves, and disci-
plinary referrals decrease. A student
on a rotating block schedule said,
“The block schedule is less hectic—
you’re not running from class to class
every 45 minutes. It helps to have
two nights to do your homework—
even though the teachers give you
more. All the teachers really empha-
size that one block day is really two
regular days. It’s really hard to miss
a day of school. You miss lecture,
notes, discussions, things you can’t
make up after school.” A senior
thought the schedule had helped him
academically: “Well I'm not much of
an English fan but having this extra
time has improved my performance
in English greatly. It has taken my
grades over the three years from Ds
to Bs.”

Yet, the change does not suit
everyone. Many teachers do not know
what to do with a longer time period
and fewer class sessions. Teachers
who feel that coverage of material is
their primary responsibility are
frustrated. A block schedule works
better for teachers who can
reconceptualize the curriculum.
Rather than pasting two former
lesson plans together, they evaluate
the importance of the material,
rearranging and eliminating where
necessary so that the activities in the
longer periods capitalize on students’
abilities to think and do, not listen
and recite.

Satisfaction also varies with the
discipline. Teachers of lab-type
classes love the longer periods. Sci-
ence and art students complete more
work when set-up and cleanup time
are reduced. Most English teachers
like the longer periods, but Ken told
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me that shorter periods better suit
his “performance” style. Educators
who see their courses as skill-driven
see disadvantages with the extended
learning period. Many teachers of
beginning-level math and foreign
language classes feel that meeting
their students every day all year is
the best way to provide necessary
skills reinforcement. Some see the
longer periods as opportunities to
teach the skills indirectly through
concentrating on the concepts in their
subject area. Ultimately, however, no
matter what the subject matter, if the
teacher lectures the whole period,
students hate the change.

Effective Staff Development

The administrators and teachers in
the study offered suggestions for
effective staff development in making
a change of this magnitude. Finding
time to think is far different from
filling time, something that often
happens as teachers are learning how
to use the extended periods.

A

He stressed that faculties
need to show how block
scheduling would be a
value-added change, a
means of building on what
had been successful and

increasing opportunities

for advanced learning.

Creating a Context for Change
One important factor in satisfaction
with a block schedule was how the
change had come about. Not surpris-
ingly, there was less overall satisfac-
tion in schools that had been directed
to change. The most enduring
changes occurred in schools where
teams of teachers and students had
studied various schedules and visited
other schools. Usually the faculty
selected one schedule out of two or
three choices.
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One principal stressed the impor-
tance of preparing the community for
change. Gary pointed out that many
people see any change in education as
a further decline in quality, a move
away from “the basics” that they are
familiar with. Second, many teachers
and parents think change implies
that what they were doing previously
was ineffective. He stressed that
faculties need to show how block
scheduling would be a value-added
change, a means of building on what
had been successful and increasing
opportunities for advanced learning.
One means for doing that was involv-
ing all stakeholders—students, par-
ents, community leaders, and
teachers—on the visiting teams. Such
teams could assure the public that
this was something that has been
thoroughly researched, not a spur-of-
the-moment idea or an experiment.

Choice is also an essential element
of the context. Most of the schools I
examined were in districts with some
degree of site-based decision making.
Teachers were encouraged to decide
what schedule would work best for
them. In fact, one district had three
high schools, each with different
versions of a block schedule.

Implementing Changes

While administrators seemed satis-
fied with the study process, most
thought that preparing teachers to
actually change instruction for longer
periods was essential. Those who had
not had any inservice activities before
implementing the schedule wished
they had. Three of the most valuable
activities cited by principals and
teachers were the following:

* An inservice on the change process.
One presenter asked teachers to
group themselves as either dream-
ers, detail people, people persons,
or “my way or the highway.”
Afterwards, they understood the
needs of people in each group and
could better understand and deal
with the inevitable conflicts that
arose in the implementation of the
schedule. Another facilitator used



a formal survey and standardized
charts to help people articulate
their concerns and positions
regarding this particular change.

+ Inservices on teaching techniques
such as cooperative learning
strategies. Teachers who were
comfortable lecturing needed to
know how to employ additional
methods.

* An inservice where teachers from
schools already using a block
schedule talked to department
members about successful activi-
ties for 90-minute classes. Teach-
ers in every school mentioned the
value, the absolute necessity, of
having English teachers come talk
with English teachers. It was
reassuring to talk with someone
who had already “been there” and
could offer a vision of what the
change would be like.

Structural changes in schools and
districts contributed to the implemen-

tation of the new schedule. Teachers
in one school had persuaded central
administrators to view the schedule
as a three-year pilot, with evaluation
questions that evolved over time. The
faculty and administration of another
school agreed that no other change
would occur the first year of imple-
mentation so that people could con-
centrate on making this one
innovation work. Yet another school
provided a common planning period
for each department the first year so
that teachers could exchange ideas
and solve problems.

Opportunities for teachers to
educate each other built on the idea
that you learn best what you have to
teach. English teachers in my depart-
ment prepared a collection of “snap-
shots,” descriptions of the events and
activities of selected 90-minute
classes. We were able to print and
distribute this collection of ten les-
sons to visitors and others who re-

quested them. Administrators paid
for substitute teachers so that faculty
could provide inservices at other
schools.

What’s Left?

Although block scheduling does not
work for everyone, it seems to be an
innovation that can change students’
achievement and satisfaction with
school. Most people that I have talked
with believe that their schedule does
offer advantages. One student ex-
pressed the enthusiasm of many
teachers and students: “I couldn’t
imagine school without it.”
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Second Symposium

The Second Symposium on Second Language Writing will be held on September 15-16, 2000 at Purdue University, West
Lafayette, Indiana, USA. This year’s symposium explores issues in second language writing theory, research and instruc-
tion in various contexts, including K~12, basic writing, first-year composition, professional writing, writing centers,
computer classrooms, foreign languages and English for academic purposes. Keynote speakers will include: George
Braine, Chinese University of Hong Kong; Linda Harklau, University of Georgia; Ryuko Kubota, University of North
Carolina at Chapel Hill; and John M. Swales, University of Michigan, Ann Arbor. For more information, please visit our
Web site or contact Paul Kei Matsuda or Tony Silva, Department of English, Purdue University, West Lafayette, IN
47907-1356 USA; e-mail: pmatsuda@purdue.edu; URL: http://icdweb.cc.purdue.edu/~silvat/symposium/2000/.

Call for Manuscripts

Guest editor Timothy Dohrer is seeking manuscripts for the February 2001 ELQ issue on Best Practices in Curricu-
lum Integration. In light of recent interest in curriculum integration and interdisciplinary curriculum (including an
issue of EL@), it would be useful to explore specific accounts of teachers engaging in integrated lessons, units, and
courses. How are teachers and schools turning research into actual classroom practice? What pitfalls should school
leaders be aware of in implementing integrated or interdiscplinary curricula? In what ways does English connect
with a variety of disciplines or topics? How does integration effect coverage, especially in regard to literature? How
are students reacting to our interdisciplinary and integrated curriculum efforts?

Send manuscripts by October 15, 2009, to:

Dr. Timothy Dohrer
New Trier High School
385 Winnetka Ave.
Winnetka, IL 60093

Phone (847)446-7000, ext. 2671

e-mail: dohrert@nttc.org

3£ST COPY AVAILABLE 13

" August 2000



Call for Manuscripts—
[uture Issues

The English Leadership Quarterly, a publication of the NCTE
Conference on English Leadership (CEL), seeks articles of
500-5,000 words on topics of interest to those in positions of
leadership in departments (elementary, secondary, or college)
where English is taught. Informal, firsthand accounts of
successful department activities are always welcomed. Soft-

ware reviews and book reviews related to the themes of upcom-

ing issues are encouraged.

A decision about a manuscript will be reached within two
months of submission. The Quarterly typically publishes one
out of ten manuscripts it receives each year.

Surveys of our readers reveal these topics of interest:
leadership studies, class size/class load, support from the
business community, at-risk student programs, integrated
learning, problems of rural schools, and the whole language
curriculum philosophy. Short articles on these and other
concerns are published in every issue. In particular, upcoming
issues will have these themes:

February 2001 (deadline October 15, 2000)
Best Practices in Curriculum Integration
Guest Editor: Timothy Dohrer
(See call, p. 11)

April 2001 (deadline December 30, 2000)
Teachers as Scholars

Manuscripts may be sent on 3.5" floppy disks with IBM-
compatible ASCII files, or as traditional double-spaced typed
copy. Address articles and inquiries to Henry Kiernan, Editor,
English Leadership Quarterly, West Morris Regional High
School District, Administration Building, Four Bridges Road,
Chester, NJ 07930; phone 908-879-6404, ext. 281; fax 908-879-
8861; e-mail kiernan@nac.net. ®
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Mentoring New Leaders

Henry Kiernan, editor

Those who have torches will
pass them on to others.
Plato

o years ago, the Conference
on English Leadership cel-
ebrated its 30* anniversary,

and a special issue of the Quarterly
focusing on the need for mentoring
and developing new leaders was
published to honor the occasion
(October, 1998). As this issue is
working through final production,
school districts throughout the coun-
try are encountering a shortage of
teachers and administrators for key
positions. This need for personnel is
far beyond the initial alarms regis-
tered in 1998 when forecasters pre-
dicted a shortage based upon
increasing enrollments and the aging
of the teacher population.

Some blame the heightened inten-
sity of the current shortage on a
vigorous economy that is luring
teachers and administrators into
dot.com jobs or early retirement. Yet
it is difficult to generalize about
causes when sifting through pages of
classified ads placed in state newspa-
pers by districts still searching for
educators. In some regions, sign-up

bonuses are advertised to attract
teachers from other states. Within
my own state of New dJersey, it is
common knowledge that some school
districts are luring teachers from
other schools with unadvertised
bonuses in order to have a full staff in
place for the fall.

However, the real work begins
when new teachers and administra-
tors enter a school and begin to
immerse themselves in a new culture.
It is the responsibility of that school
to design a mentoring program that
will ensure a smooth transition for
new staff as well as to develop a
program of training mentors with the
skills, qualities, and abilities neces-
sary to meet the needs of new teach-
ers and administrators. This is no
easy task, especially in some schools
that are experiencing or projecting
high staff turnover rates.

Little research exists to support
best practices in mentoring. While
there are certainly several researched
studies on the needs of teacher candi-
dates and student teachers, less is
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known about the ever-changing needs
of new teachers during their first,
second, and third years of teaching.
Even less is known about the needs of
experienced teachers who change
schools as they deal with a new
environment and culture. ,

The authors in this issue address”
several key issues involved with the
mentor—mentee relationship. The
dialogue for collaborative learning
must be fostered, and, we hope,
examples of successful collaborative
programs between university and
precollegiate teachers will be encour-
aged. @
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Using Personal Qualities of Student Teachers to Develop
Effective Mentoring Relationships

by John R. Maitino, California Polytechnic University, Pomona, California

t 11:30 a.m., four weeks after
the quarter has begun, and 60
JA.minutes before she is to teach

her eighth-grade ESL class, Sylvia is
told by her cooperating teacher and
the school principal that there are
problems with her work at the school.
She 1s not showing much initiative,
her dress and personal hygiene are
unsatisfactory, and her teaching is
“over the heads of your ESL stu-
dents.” It is a difficult, at times
excruciatingly painful meeting, one
that I attend as her university super-
visor.

What quickly emerges is a compli-
cated situation in which perceptions
differ sharply; with only five weeks
remaining in the quarter, the cooper-
ating teacher is clearly overextended
in her responsibilities and Sylvia is
emotionally unprepared for such
harsh criticism.

~ The resolution of Sylvia’s problem
came slowly, somewhat agonizingly
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teaching, offering little guidance.
What I want to do here is sketch brief
portraits of three student teachers
and reflect on the ways in which their
personal qualities helped to shape
each of those mentoring relation-
ships.

The moment of decision about
what I will do comes most often when
I plan the observation or meeting
with a student teacher. I ask myself
questions about her or him to deter-
mine appropriate strategies and
relating behaviors. Is she motivated
to deal with the situation? Does she
have confidence to change or adjust
her teaching? Does he understand his
strengths and weaknesses? Does he
learn from his own experience?
Sylvia’s problems, described above,
offer an exaraple.

An especially helpful resource for
understanding the mentoring process
is Portner’s Mentoring New Teachers
(1998). This short book provides a
range of insights on relating behav-
1018, pre- and post-conference commu-
nication, developing trust, and
effective feedback strategies. In
addition, I have adopted Glickman
and Ross-Gordon’s (1994) style of
supervision, including Direct, Col-
laborative, and Non-Direct, in my
own practices. The examples that
follow help to demonstrate the differ-
ences in approach.

Directive Mentoring:
Fixing Problems

When we met directly after that
painful meeting to discuss the situa-
tion, I said we had two options—find
another school or continue at the
same school with the obvious advan-
tages and disadvantages. Sylvia
wished to stay, so I suggested we find
a second cooperating teacher, one
who provided a more accommodating
environment and accepting attitude.



We found one, but the more impor-
tant issue, the criticisms, still needed
airing.

Some context on Sylvia is required.
I had known her for two years
through classes and advising. She
had worked hard, earning a
bachelor’s degree in English in a
rigorous program, all the while sup-
porting herself and her daughter. She
was determined to meet her goals,
including a teaching credential, a job,
and the financial independence that
would follow. At the same time,
however, she occasionally appeared
embattled in personal relationships
that she did not understand, and she
was given to doubt and depression.

When we discussed the criticisms,
Sylvia could find no basis for any of
the comments in either her teaching
or personal behavior. I suspected
interpersonal conflict with the coop-
erating teacher, and believed Sylvia
was emotionally ill equipped to un-
derstand or resolve the problem.
Consequently, I suggested we write
up a plan to address each criticism
and talk weekly after the observa-
tions about progress in those areas.
The plan involved three elements:
share with the first cooperating
teacher specific, agreed-upon goals as
a guide for daily teaching (my sugges-
tion); emulate the dress and appear-
ance of teachers at the school
(Sylvia’s idea); and simplify ESL
lessons with a breakdown of tasks
and strategies (cooperating teacher’s
suggestions).

As it turned out, Sylvia did the
best she could. She taught scripted, if
uninspired, ESL lessons; she dressed
with a more colorful and professional
appearance, which seemed to give her
a certain pride; and she made mea-
surable, though modest, progress in
her teaching under the guidance of
the second cooperating teacher.
Eventually, she found full-time em-
ployment in teaching.

What Sylvia did not, and probably
could not do, given her limitations,
was utilize problem-solving strategies
to discover and develop a full range of
ft?f‘hing skills. In his very helpful

book, Mentoring New Teachers, Hal
Portner suggests that supervisors
and mentors must, with unmotivated
or unwilling teachers, focus on behav-
iors that “fix” specific problems (p.
60). I very consciously chose to use a
highly “directive” approach in my
relationship with Sylvia, sensing in
her limited self-awareness and inter-
personal skills an inability (or unwill-
ingness) to evaluate her teaching or
even use constructive suggestions. I
could only hope that Sylvia would
begin to discover in this very pre-
scriptive process a method for devel-
oping viable teaching strategies.

A

w/e developed a succes-
sion of strategies for each
‘area that Andrea used in
class over the coining
weeks, and what emerged .

was a continuing discus-

sion.of the relative merit

of these approaches.

Collaborative Mentoring:
Solving Problems in Tandem

Andrea walks briskly back and forth
in the front of the classroom, firing
questions at random students, follow-
ing up when an answer demands
clarification, her eyes everywhere at
once. The questions, and especially
the follow-up questions, reveal her
command of the subject—Act I of
Shakespeare’s Macbeth—and a sense
of the interpersonal dynamics of this
classroom.

Andrea’s voice is sharp, sometimes
insistent, always driven by convic-
tion, enthusiasm, and a sense of
purpose. As the lesson unfolds, with
students alternately reading aloud
from Act I and responding to ques-
tions on meaning and tone, I have a
strong impression of a motivated
teacher with a dramatic presence, a
sense of timing, who knows where she

is going.

In contrast to my discussions with
Sylvia, my post-lesson conferences
(and e-malil chats) with Andrea
quickly evolve into collaborative
conversations about the lesson. For
example, [ used with both student
teachers an observation technique
called the “anecdotal record,” in
which you write down in short sen-
tences a description of a particular
student. Each sentence becomes a
kind of discrete observation that
allows one to get a sense of what
particular students are doing, and of
the temporal flow of the classroom
(Acheson, p. 120).

While Sylvia would rarely inter-
pret the meaning of the anecdotal
record, Andrea offered quick takes on
any number of these short observa-
tions. For example, I wrote, “Jesse (a
female student) turns her eyes back
to the instructional handout when
you say, ‘You in or out, Jesse?” and
Andrea said in response to my anec-
dotal record, “I have to keep remind-
ing Jesse and her little coterie of
assoclates to stay on task.” When we
reviewed a series of such anecdotal
observations, recorded over several
lessons, I would ask if there were one
or two patterns that might help us
focus on “important moments” in her
teaching, moments which, if we
thought about them long enough,
might lead to the most significant
positive changes in instructional
practice. Andrea identified class
management and putting more re-
sponsibility for learning on the shoul-
ders of the students.

We developed a succession of
strategies for each area that Andrea
used in class over the coming weeks,
and what emerged was a continuing
discussion of the relative merit of
these approaches. For example,
Andrea began to set clear behavioral
limits, apply them in class, and note
improved time on task among stu-
dents. I asked in one observation,
when a student mimicked her disci-
plinary approach, what she thought
her “sharp voice” and “abrupt man-
ner” telegraphed to students. “Does it

ERIC
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serve as a cautionary warning, a
highlighting of the moment, or what?
What will be its effect on behavior
when it is done over several weeks?”
She was not sure, but did not see in
the next three weeks a letting up of
mimicry or other occasional manifes-
tations of disrespect.

We finally developed a very con-
crete plan for evaluating student
behavior and appropriate responses
to it. I suggested that Andrea do the
following for a specific class:

1. visualize all the acceptable behav-
iors you want, and write them
down;

2. observe and record unacceptable
behaviors;

3. develop and apply specific strate-
gies to eliminate unacceptable
behaviors;

4. reevaluate each strategy after one
week, and revise or adopt a new
strategy.

Over 13 weeks, Andrea used a
series of strategies, including behav-
ioral and instructional approaches
(from adopting a reserved demeanor
to overplanning lessons), that slowly
improved classroom behavior, but did
not eliminate all or most unaccept-
able conduct.

In the end, Andrea’s capacity for
self-critique and her willingness to
experiment allowed for collaborative
mentoring where we identified prob-
lems and developed a variety of
strategies to solve those problems.
Andrea’s own evaluation of this
collaborative relationship came in an
e-mail composed a year after her
student teaching ended, when she
had been teaching full time for about
7 months. In part, she wrote, “I think
I benefited most by you staying after
the observation to discuss my strong/
weak points. Keeping track of the
time on your observation allowed me
to see how well paced the lessons
were. As for our weekly journal entry,
it was'nice to rant and rave as well as
take pride in the successes.”

My own notes identify “marker
periods of discovery and growth in
[Andrea’s] teaching,” both through
our collaborative work (the step 4

Q
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visualization strategy discussed
above) and through my more tradi-
tional evaluation of her teaching (“set
specific limits and enforce them . . .”).
Arthur Blumberg and Edmund
Amidon offer possible reasons for
such growth in a review of teacher
perceptions of supervision. “The
researchers made an interesting
discovery: teachers felt they learned
most about themselves, as teachers
and as individuals, from conferences
high in indirect and direct supervi-
sion” (Acheson & Gall, p. 23). It may
be that the collaboration (indirect
supervision), which teaches problem
solving, helps teachers to evaluate
their instructional practices in a
more objective light and to use criti-
cal evaluation (direct supervision) to
their advantage. In any case, Andrea
benefited from a mentoring style that
included collaborative as well as
directive elements.

A

It may be that the collabo-
ration (indirect supervi-
sion), which teaches
problem solving, helps
teachers to evaluate their

instructional practices in a

more objective light and to

use critical evaluation
(direct supervision) to their
advantage.

Non-Direct Mentoring:
Facilitating Self-Reliance

The first classroom observation ends;
Patti announces we cannot confer-
ence now, so I ask her to e-mail me a
response to my written notes, and I
will call her the next day. Her e-mail
says, among other things, that she
will devise a way of calling on more
students because she noticed from my
observation that she called on a small
number of students, some of them
repeatedly. When I call on the phone,
she is not available.
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Seven days later, the second obser-
vation takes place, and I write two
comments in my notes. “One: You
called on 32 students in the first 35
minutes, and actually called on each
one at least once, it seemed. Impres-
sive. Two: What did you like the best
that happened during the class pe-
riod, and what would you change
(and how)?”

Though I had assigned another
supervisor to observe Patti during the
semester, I visited her twice because
she was a member of the seminar on
student teaching I directed. She was
clearly eager for my visits and for
every bit of “criticism,” as she called
it, that I might offer. She was an
emergency credential teacher, which
meant she was teaching a full load
with no training or extra observation
or advising from the school site where
she worked.

During the first visit, I used a
verbal flow observational strategy,
which records who is talking and to
whom and identifies categories of
verbal interaction (i.e., teacher ques-
tion, student answer, teacher praise,
student question, etc.). This tech-
nique gives an objective record of the
verbal nature of the lesson in many of
1ts particularities (Acheson, p. 105).
Patti had noticed, without my
prompting since we could not meet
after the lesson, that she only called
on 8 students, some of them repeat-
edly. Before my next visit, she had
experimented with two ways of in-
creasing the number of students who
answer, settling on a technique of
using individualized name cards to
guarantee that she called on most, if
not all, of her students. During the
first half of the second visit, the
discussion unfolded as a fast-paced
exploration of a short story, its plot,
and significant themes. The use of
the cards greatly increased the num-
ber of participants and sharpened the
attention of almost all class members.

In the second observation, I re-
corded “directions and structuring
statements” as close to verbatim as
possible, noting the time given and
the context in which they were deliv-



ered so their relation to the class
lesson would be evident (Acheson, p.
93). Typical of Patti’s structuring
statements were the following, given
directly after a minilesson in which
effective dialogue and correct use of
quotations was taught: “Now we will
do a practice exercise where you will
be asked to revise paragraphs and
add quotation marks.” (She asks
several questions of Ginny, Tom, and
Jose, checking for understanding
before she moves on.) “You take words
from the paragraph to make dialogue.
Remember, you copy and revise it,
adding the quotes where they are
needed.” Students then worked indi-
vidually; Patti checked their progress
and concluded the lesson with student
examples on the overhead.

When we met after the lesson, I
asked Patti how she felt about stu-
dent learning during the lesson. She
said, “I felt they had a grasp of how
quotation marks show who is speak-
ing, but I wondered whether I should
have intermittently put individual
student examples on the overhead
throughout the lesson, and discussed
them one at a time, instead of doing a
whole group all at once. What did you
think?” I said that she should assess
their work the next day to verify what
they actually learned, but also
thought the idea of “intermittent”
examples with discussion could only
help to reinforce learning.

Patti was clearly the best equipped
(of the three student teachers dis-
cussed) to use my observations as a
springboard for analyzing her lessons
and teaching strategies. She used my
first observation (without a post-
lesson conference) to adopt a ques-

A

.In a curious way, the new
or student teacher governs
the mentoring relationship

much as an individual’s

personality shapes the

development of personal

relationships.

tion-asking strategy that immedi-
ately improved engagement and on-
task behavior among students. And,
after the second observation, she was
able to engage in a kind of reflective
questioning in which she stood out-
side herself to both critique the lesson
and offer alternative approaches of
high quality (Lee, pp. 16-21).

Conclusions

In a curious way, the new or student
teacher governs the mentoring rela-
tionship much as an individual’s
personality shapes the development

of personal relationships. While the
mentor can be a teacher, a sponsor, a
guide, he or she must also under-
stand the student teacher’s capacities
and take them into account in devel-
oping the relationship. I have found
that when a student teacher’s motiva-
tion and ability to address problems
is limited, I need to spend more time
nurturing trust and offering (and
reinforcing) prescriptive strategies for
fixing problems. On the other hand,
motivated and skilled student teach-
ers can assume greater responsibility
for their own growth and develop-
ment, allowing me to guide that
growth through collaborative problem
solving and reflective questioning. ®
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Mentoring in a Professional Community:
Voices from the Field

by Nancy Hennessy, West Morris Regional I-iig/z School District, Chester, New Jersey

ow does a regional high

school district address the

needs of new staff members
and facilitate their membership in its
professional community? The re-
sponse seems fairly obvious: create an
induction process that includes both
new teacher training and mentoring
programs. In fact, over 30 states,
including New Jersey, have man-
dated support programs with this
purpose (Portner, 1999, p. 3). The
need for such structures is clear and
well documented. According to the
National Commission on Teaching
and America’s Future (1996), up to
one-third of new teachers leave in the
first three years. This is an alarming
statistic in light of reports that we
will need two million teachers over
the next ten years as the majority of
educators in schools today are at or
nearing retirement age. There is also
increasing concern about the quality
of teacher candidates. In Margaret
Wang’s words, “Although some fear
that there will be insufficient num-
bers of teachers in the next decade,
the most serious problem may be the
preparedness and quality of the
present and prospective teaching
force” (p. 1). Given the impending
shortage of candidates and the
knowledge that what teachers know
makes the difference in improved
student learning (National Founda-
tion for the Improvement of Educa-
tion, 1996), there is little doubt about
the necessity of a support system
focused on attainment of professional
competency.

However, there is a second, per-
haps less obvious response to this
question, namely collaboration: a
collaborative process is the most
meaningful vehicle for implementing
an effective program. For the West
Morris Regional High School District,
a commitment to professional com-
munity was instrumental in provid-
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ing a framework for collaboration as
evidenced in our design process and
the ongoing evaluation of our pro-
gram.

At this point, some explanation of
how the concept of professional com-
munity translates into district prac-
tices would be informative. A
literature review yields several de-
scriptors of such communities that
are identifiable in our culture, includ-
Ing: opportunity to discuss ideas and
perspectives collectively, development
of shared norms and values, and a
willingness to be collectively respon-
sible for initiatives that ultimately
lead to excellence in teaching and

A

Of note is the fact that
one of their goals called
for creating a climate of

collegiality, thus creating

the means for listening to
the “voices” of our new
staff members.

learning. Additionally, staff develop-
ment is valued, differentiated oppor-
tunities for growth are provided, and
there is a norm of continuous growth
and contribution. As a result of a
collaborative workplace that encour-
ages communication and nurtures
productive group work, diverse voices
have had the opportunity to contrib-
ute to and shape our mentoring
program. While several states have
well-defined and elaborate mentoring
systems that serve as models (e.g.,
California Beginning Teacher Model),
New Jersey provides only a basic
framework that outlines roles and
responsibilities, leaving program
specifics to the local school district.
We viewed this as a welcome opportu-
nity for our “voices” to create an

')
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implementation and evaluation
design that reflected best practice
and that aligned with our district’s
mission, goals, and perhaps most
importantly, our context—that of a
regional high school district.

Who, then, are the voices that
contributed to an ever-evolving pro-
gram, and how did the district cap-
ture their collective thinking? To
address this question, it is best to
review the phases of development and
implementation over the last three
years. In 1997, we recognized for
various reasons that the informal
program in place, while well inten-
tioned, lacked direction and sub-
stance. Almost simultaneously, the
district was the recipient of a Goals
2000 grant that provided resources
for addressing these concerns and
allowed us to invite interested staff
members to participate as members
of a newly formed “Mentoring Team.”
These voices were instrumental in
creating the district’s first formal
model, including written guidelines,
for mentoring. Their work was the
result of training, research, and
many hours of discussion that led to a
definition of purpose, goals, and
characteristics of effective mentors.
They also defined guidelines for
mentor selection and program evalu-
ation.

The team, comprised of one admin-
istrator and 14 teachers, committed
to ongoing involvement in the pro-
gram, including serving as mentors,
facilitators of future training, and
program evaluators. They determined
that our purpose should be to provide
a supportive learning environment in
which new teachers could gain confi-
dence in instructional competencies
and increase professional knowledge.
Of note is the fact that one of their
goals called for creating a climate of
collegiality, thus creating the means
for listening to the “voices” of our new



staff members. It is this group that
recommended new teachers be as-
signed mentors from the same disci-
pline as their own and, when
possible, that they teach the same
courses. In a high school setting, this
is particularly critical because of the
focus on deep content knowledge as
well as pedagogy. They also knew
that shared planning periods and
proximity would facilitate communi-
cation; they continue to advocate for
these conditions, which are always
difficult to attain.

Building (through an application
process) a cadre of trained mentors
who have the capacity to serve was
deemed essential to the success of the
program. The team also acknowl-
edged the necessity of training and
outlined essential components. In
1998, the first mentor training ses-
sion in the district was designed and
delivered by two of the team mem-
bers in conjunction with the Staff
Developer. It addressed mentor roles
and responsibilities, needs of new
teachers, and development of effec-
tive relationships and support strate-
gies. Both format and content have
been revised over the last two years
based on mentor and new teacher
feedback. The team has also been
instrumental in the development of
new teacher training. Last year, the
initial training session for new teach-
ers and mentors was scheduled si-
multaneously so that they could
participate together in a shared
session focused on a common lan-
guage and understanding of district
expectations, teaching standards, and
the professional development portfo-
lio required of all non-tenured teach-
ers. Many of these team members
continue to serve as mentors, others
deliver training, and all participate
in the end-of-the-year celebration
luncheon for mentors and new teach-
ers.

A second set of voices that has
been instrumental in the evolution of
the district program is comprised of
the mentors and new teachers. Their
collective experiences have been
gaEhered for the past two years
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through discussion and written
feedback. Luncheon meetings
throughout the school year provide
opportunities for professional conver-
sations about what’s worked, what’s
next, what's on their minds, and what
to do when. In this way, we are able
to assess administratively what
supports and resources new teachers
and mentors need at that moment in
time. We've also learned the value of
both shared and separate meetings
that allow for an exchange of infor-
mation specific to each group’s issues
and concerns. Just as important,
we’'ve worked at respecting the confi-
dential nature of the mentor/new
teacher relationship. When informa-
tion is shared with administrators, it
is used to support the individual
involved so that they can meet expec-
tations. Similarly, administrators
sometimes share concerns and/or

%

W/e asked mentors how
they build collegial rela-
tionships with the new staff.
They stressed the impor-
tance of open and honest

communication, confidenti-

ality, and acceptance.

areas of need observed so that men-
tors can work with new teachers in a
meaningful manner. For the last two
years, our new teachers and mentors
have responded to a series of ques-
tions directly related to their experi-
ences. Their answers have been a
source of both validation of our efforts
and direction for improvement.

Trust and respect are the corner-
stones of a professional learning
community. Knowing these factors
are key to successful mentoring, we
asked mentors how they build colle-
gial relationships with the new staff.
They stressed the importance of open
and honest communication, confiden-
tiality, and acceptance. Their re-
sponses conveyed their ability to view
the beginning teacher as a developing

el

person and professional. James
Rowley tells us, “accepting mentors
do not judge or reject mentees as
poorly prepared, overconfident, naive,
or defensive” (Rowley, 1999, p. 20).
Our mentors are able to identify
strengths, and they see weaknesses
as “challenges.” They advise their
successors not to assume what their
protegees need. They also caution
others not to forget about the impor-
tance of socializing with new teachers
whenever possible, such as over coffee
or lunch. We ask mentors to make
contact with their new teachers
during the summer for just this
purpose.

The mentors also reported that
they find the district guidelines,
written information on mentoring,
training, and network meetings as
valuable sources of information for
understanding their roles and respon-
sibilities. Another valuable resource
for mentors is a needs assessment
that new teachers complete and are
encouraged to share as a focal point
for discussion. Equally valuable
suggestions include helping even
when it’s not solicited and rejecting
the idea that their mentee should be
a “clone” of themselves.

One unique feature of our program
is that experienced teachers who are
new to the school are also paired with
a mentor. Dr. Thomas McGreal, who
worked with us on a redesign of our
supervision/evaluation system, re-
minded us that each school’s culture
is different, and if integrating new
staff members into our professional
community is a priority, then all new
members need an opportunity to

. learn about district/school norms,

practices, and procedures. This year’s
questionnaire asked about the differ-
ences between mentoring experienced
versus inexperienced teachers. The
responses indicate that there are
more commonalities than differences.
Both experienced and inexperienced
teachers need encouragement and
opportunities for sharing and reflec-
tion. The primary difference, of
course, surfaces in the areas of con-
tent and pedagogy; therefore, discus-
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sion topics and peer coaching differ in
terms of depth. Our mentors endorse
the rationale for engaging in this
process, noting that participation
often results in a professional trans-
formation for the experienced
teacher. Joellen Killion studied the
benefits for experienced teachers and
reported that, “Adults in mid- to late
careers, typically in the 35-50 age
bracket, have the need to find mean-
ingful ways to feel valued, make a
significant commitment to the next
generation, and share their accumu-
lated experiences. They also feel a
need for personal renewal and re-
vival” (Killion, 1990, p. 33).

Our mentors tell us that this

process prompts them to reexamine

- their own practices and update pro-
fessional strategies based on insights,
and leads to further understanding of
the complexity of teaching and learn-
ing. On an individual level, mentors
reported that they have made new
friends, learned how to help someone
“shine,” and reveled in watching the
growth of their colleague. Time, of
course, remains the greatest chal-
lenge.

Mentors’ responses also provide
direction for the future, such as an
increased focus on peer coaching.
This year, members of the team will
develop and implement a training
session for experienced mentors to
accommodate this recommendation.

The other voices within this group
are the new teachers. They responded
to similar questions and, not surpris-
ingly, their responses support and in
some instances extend their mentors’
ideas. What is very evident from their
comments is the importance of having
a mentor who celebrates accomplish-
ments; provides positive, constructive
feedback; takes time to talk regu-
larly; shares resources; and “listens,
listens, listens” with empathy. Men-
tors can take pride in the fact that
new teachers indicated needs were
fulfilled and, most important, they
felt they had “someone to go to with
questions (silly or not) or to talk to
when feeling a ‘bit down.’ Inherent in
mentoring is both teaching and
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learning. Some lessons addressed
getting organized, setting high stan-
dards for student performance, work-
ing with parents and peers, and
implementing instructional design
and assessment strategies. One new
teacher’s response to the question
about what important learning was
gained from his/her mentor was,
“students are the most important
thing in my job.”

Y

Wlat is very evident from
their comments is the impor-
tance of having a mentor
who celebrates accomplish-
ments; provides positive,

constructive feedback; takes

time to talk regularly;

shares resources; and “lis-
tens, listens, listens” with
empathy.

The new teachers have also given
us direction on how to refine both
new teacher and mentor programs.
The challenges they identified are
common to most new teachers, such
as classroom and time management,
discipline, planning, curriculum, and
adapting to the school’s culture. Of
note are their comments on under-
standing and fulfilling expectations of
the “learning inquiry” (as required by
the Professional Development Portfo-
lio) and working with difficult stu-
dents. There is a common thread
among their responses that reinforces
the need to attend to emotional and
psychological support that goes
beyond policies, practices, and proce-
dures.

Another voice, namely my own,
has also contributed to the shaping of
our system for new staff. Like many
other administrators who are called
upon for leadership in this area, I
have worked at creating the structure
and process, allocating the resources,
and identifying the participants.

22

Q U A R T E R L Y

While this is a critical role, it is the
collaborative work of the mentor
team, mentors, and new teachers that
has resulted in effective design and
implementation. Louis, Marks, and
Kruse (1996) have identified common
elements of professional community:

+ shared norms and values

* collective focus on student learning
« collaboration

* deprivatized practice

- reflective dialogue

Our collective actions, as we en-
gage in process and practice con-
nected to this program, are
representative of these elements. Our
challenge is to sustain our ability to
create opportunities to listen to the
voices involved in district initiatives.
Our pride in our commitment to
professional community is appropri-
ate, since we know that the end
result of collaborative workplaces is a
collective sense of responsibility for
making a difference in students’
lives. ®
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Mentoring through Jours

Teaching

aling: An Adventure in Studemnt

by Jason Pears, Meadville, Pennsylvania, and Jane Blystone, North East High School, North East, Pennsylvania

Jason’s Story

Walking into North East High School
for my first day of student teaching
was a nerve-racking experience.
Although I was very nervous, I was
also very excited. I could not wait to
see Dr. Blystone, my cooperating
teacher, and meet the classes I would
teach. I felt like my mind was an
empty cup ready and willing to be
filled with pedagogical information. I
was humbled and felt like the blind
man on the street corner shaking my
almost empty methodological cup in
front of the mentors I would meet,
begging for any bit of knowledge they
could give me. I figured that by the
time I finished student teaching, I
would be wealthy with the skills that

are needed to be an awesome teacher.

My previous teaching experiences
had taught me one resounding thing:
I really didn’t know anything. I was
eager to start learning.

My first day was not what I ex-
pected. That cup of mine had already
been filled at such a pace that it was
like I held it beneath a waterfall, and
I still had 170 days left before I
finished. I soon found that my days
were packed so full of information
that it was all I could do to keep
track of the chaos I was quickly
becoming responsible for. I began
creating to-do lists that were miles
long, and although I had never en-
countered them before, Post-It™
notes became intimate friends. As
soon as I returned home, I would
spend about an hour in reflection,
attempting to capture everything
that went on in my day so I wouldn’t
miss anything. I didn’t know how I
could possibly keep track of every-
thing and still learn in the process.

It was during this precious hour
that I began to appreciate the ben-
efits of the teaching journal Dr.
Rlvt?me wanted me to keep. Init, I
ERIC
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could not only make to-do lists for
myself, but I could address issues and
ask questions that I knew would re-
ceive a response. Often our schedules
were so busy during the school day
that we would barely have the oppor-
tunity to talk. The teaching journal
became a convenient way to corre-
spond. When I got home from school
and started to reflect upon my day,
having the journal made it seem like
Dr. Blystone was always there ready
to listen to anything I had to say or
respond to any questions I asked.

\

After 27 years of teaching,
I can echo Jason’s idea that
I still have so much to learn

about this art of teaching.

Together we learned and

relearned some wonderful
lessons by writing in this

Jjournal.

Jane’s Story

So, where do I start? I met my new
student teacher several weeks before
the actual day he was to arrive on our
campus. At the time, I did not tell
him that I would ask him to partici-
pate in a professional journaling
project to document his experience in
student teaching. I had used the
process previously with student
teachers from several universities in
the area, and it had worked very
well. The new teacher was able to
spend reflective time each day writ-
ing questions to me, and in turn, I
could share my reflections about his
or her day as a teacher based on my
observations.

Starting the journal is simple. We
used a top-bound spiral notebook that
fit well in our overpacked bookbags. I
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handed Jason the journal, in which I
had inscribed a welcoming statement,
at the end of his first day of student
teaching. I asked him to write down
any questions he had generated
during the day and also to list some
goals he had for student teaching.
When he handed me the journal the
next day, I noticed that he had filled
almost nine pages with questions and
goals! This would mark the beginning
of a 312-page adventure.

I saw this journaling process as an
important way to help the student
teacher become a reflective practitio-
ner. We both wrote in the journal
almost every school day. Sometimes
things at school were so hectic that
one or the other of us would take it
home and keep it for a couple of days
until we could exchange it again. I
know that the daily reflections in the
journal helped Jason become a better
teacher, and they helped me in my
understanding of the art of mentoring
teachers. I have kept a teaching
journal with questions and reflections
about my own teaching for over six
years.

In this journal, we talked about
methodologies, class management,
individual students, assessment
procedures, research, books, school
climate, whole language philosophies,
and the importance of change as we
continue to teach. These were the
basic things I wanted to share with
this young man. After 27 years of
teaching, I can echo Jason’s idea that
I still have so much to learn about
this art of teaching. Together we
learned and relearned some wonder-
ful lessons by writing in this journal.

We learned from our discussions
and the reflections we wrote in the
journal that teaching is not about
control; rather, it is about inviting
kids to learn along with you. As
collaborators/colleagues, we could
discuss and write about issues on a
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professional level because I knew
from day one that Jason was already
a teacher. We just stretched the
possibilities by keeping this journal.

He would ask me in our dialogic
journal about ways to draw his stu-
dents into the craft of writing without
spending hours on what I call empty
“Drill for Skill” exercises found in
most composition and literature
books. This was a thrilling experience
because I wanted Jason to learn an
efficient way of combining grammar,
vocabulary, writing, and reading so
that students could have more oppor-
tunity to practice them using a
merged approach. What I learned
from observing him, talking to him,
and reading our journal was that he
actually thought of these elements as
a whole, not as separate entities. [
had not encountered another practic-
ing whole language teacher until I
watched Jason at work.

Conclusions

Jane: As we have completed nearly
300 pages of the journal, we have
noticed common threads about teach-
ing emerge. The journal helped to
reveal how the other person was
thinking about given issues. I would
not have entirely understood Jason’s
feelings about the things we discussed
if I had not read his thoughts on
paper in the journal. There were
times when Jason needed to talk to
me about class progress, and the
journal was the only way he could
articulate his ideas or explain his
struggles with an issue. Passing the

L
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journal back and forth created a
unique opportunity to understand
each other’s perspectives.

Jason: With all of the information
and experience that Dr. Blystone
shared with me, as well as all of the
knowledge I was gaining in the class-
room, it was easy to become over-
whelmed and stressed out. Writing in
the journal became a great way to
relieve some of that overwhelming
stress that is so unique to student
teaching. Upon reflection, I think that
because the student teaching experi-
ence is so demanding, writing in the
journal was sometimes my only way
to vent and recuperate.

One of the aspects of being an
educator that I learned in my student
teaching experience is that it is para-
mount to validate everything that is
done in the classroom for legal pur-
poses. I felt relieved knowing I had a
written record of the events that took
place during each day. Any time that
I felt uncomfortable about something
in the classroom (i.e., student confron-
tations, disciplinary action, inappro-
priate behavior), I would record it in
detail in my journal. Besides protect-
ing myself, it gave Dr. Blystone a
complete record of what happened in
the class even when she was not
standing right beside me.

While I was student teaching, Dr.
Blystone and I challenged each other
to come up with new teaching tech-
niques as well as to discuss current
research that supported our indi-
vidual teaching styles and methodolo-
gies. One of the methodologies that

CEL at Convention

Judith Kelly, Program Chair, invites all who are interested in leadership
issues to “Leadership Matters,” the CEL Convention, November 20-22.
On page 31 of the July 2000 Council Chronicle, you will find information
about four of the five featured speakers—Victor Villanueva, Jr., Patricia
Breivik, Miriam Chaplin, and Luis “Tony” Baez. The fifth speaker is
Gloria Ladson-Billings, author of the acclaimed book The Dreamkeepers.
She is a professor of education at the University of Wisconsin, Madison.
For her work on successful teachers for African American students, she
received a Spencer Post-doctoral Fellowship from the National Academy
of Education. She has written numerous articles and chapters about
multicultural education that have appeared in publications such as The
Journal of Education, Theory into Practice, and Social Education.
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Dr. Blystone challenged me with was
the concept of literature circles, which
she had used the previous six years.
She bought two copies of Literature
Circles: Voice and Choice in the Stu-
dent-Centered Classroom (Daniels,
1994). We read the book simulta-
neously and used our journal to
express our thoughts about it, so we
could respond to each other’s ideas.
This enabled us to observe from a
common reference point how the
literature circle activities, tailored to
the differences that existed between
the two classes, unfolded in the class-
room. ,

Jane: Jason and I also learned to
choose which things in education are
worth fighting for and which are just
little skirmishes that are better left to
those who choose to continue to ig-
nore research on the teaching of
language arts. We often wrote about
our experiences with such things as
reviewing senior graduation portfolios
or dealing with our students who
were still grieving after the accidental
death of a classmate. These were the
times when the journal was most
effective.

As we progressed through the
journal, several others participated in
our written conversation. I had some
great written conversations with his
fiancée, also an education major,
which broadened my understanding
of Jason as a multi-faceted person.
We also had triangular conversations
with his college supervisor who en-
gaged with us in a very personal way
in the journal. Dr. Tompkins shared
new ideas with us and confirmed our
practices, giving us written “fatherly
hugs” along our educational journey
through his commentary in the jour-
nal margins.

Mentoring Jason has been a won-
derful experience for this veteran
teacher, and I know I have encoun-
tered one of the best teachers I have
ever mentored. The proof is in the
journal. @
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Mentoring™

by Donald Shafer, Sidney High School, Sidney, Ohio

ecently, I had the opportunity

to read our school’s new

mentoring program for entry
level teachers. After reviewing it and
having read others, I wish to make
several observations. First of all, the
philosophy of the new programs is
idealistic enough—"help teachers
grow professionally . . . receive
needed professional and personal
support . . . develop both confidence
and decision-making skills.” How-
ever, these programs lack the very
soul of mentoring.

The type of mentoring most schools
adopt is called facilitated mentoring,
defined in Beyond the Myths and
Magic of Mentoring as “a structure
and series of processes designed to
create effective mentoring relation-
ships, guide the desired behavior
change of those involved, and evalu-
ate the results for the proteges, the
mentors, and the organizations with
the primary purpose of systematically
developing the skills and leadership
ability of the less experienced mem-
bers of an organization” (Murray,

p. 5). This is all well and good, and
institutional mentoring may work.

But is this indeed mentoring? Is
the mentor being put into the role of
supervisor in some of these pro-
grams? The answer to these troubling
questions is, I believe, yes, especially
when looking at the documents that
are usually found at the end of
mentoring packages and that the
mentor and mentee must fill out. In
my school’s mentoring package, there
are ten forms to be filled out. They
are titled “Knowledge of Students,”
“Instruction Plan for a Single Les-
son,” “Classroom Observation
Record,” “Reflection Sheet,” and
“Instructional Artifact Sheet,” to
name only a few. Questions remain.
These documents appear to be super-
visory in nature, especially the Class-
room Observation Form. Will the
principal see these records, and will
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the mentor be put in the role of
evaluator? Further, will there be
cases where the mentor will be used
to fire an unsuccessful teacher?

Another component of many insti-
tutional mentoring programs is the
method of selecting mentors. Mentors
are often volunteers who are not
screened in any way. In many dis-
tricts, mentors are given stipends and
are expected to observe the new
teacher closely. This begs another
question: Can just anyone be a men-
tor? The answer is no. Mentors are
special individuals who often possess
several characteristics that support
good mentoring. Generally they are
open-minded, objective, nondefensive,
articulate, insightful, and possess a
good sense of humor. Although many
people possess these characteristics,
some do not.

Va

After studying mentoring
for a number of years, I
have concluded that there

is magic in mentoring that

“just happens.”

After studying mentoring for a
number of years, I have concluded
that there is magic in mentoring that
“Just happens.” One of the best defini-
tions of a mentor comes from Daniel
Levinson: “A mentor is a person who
shares a dream—not necessarily a
consciously formulated career goal,
but a cherished perception of self.
The mentor encourages the young
person’s development by believing in
him, sharing his youthful dream and
giving it his blessing, helping him to
define the newly emerging self in its
newly discovered world, and giving
the young adult the autonomy to
work out a reasonably satisfactory
life structure that contains the
dream” (1978, p. 48).
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Looking in depth at this definition
and applying it to new teachers is not
difficult. When a teacher enters the
profession, his or her dream is to be
the best, to share knowledge with
students, and to shape and guide
future generations, to give students
tools that take them beyond their
believed capabilities. The novice
teacher’s self-perception is entwined
in this belief. The true mentor enters
the picture and nurtures this belief.
Nurturing the dream does not come
about through forms and class obser-
vations, but through encouraging,
instructing, advising, helping with
career moves, inspiring, role model-
ing, and friendship.

Recently, I had a student teacher.
My first questions to him were, “Why
do you want to be a teacher?” and “Do
yourealize it is very hard with few
tangible rewards?”

“Yes, I know all of that,” he said.
He was ready to teach high schoolers
what they needed to know.

About the third week of his stu-
dent-teaching experience, he told me
he was not going to be a teacher, but
he had decided to go into medicine. I
asked why the sudden change. He
wanted to know how I managed to
stay in education as long as I had. He
was discouraged. The students were
more knowledgeable than he ex-
pected, and he found he was not as
prepared as he thought. I explained
to him that after my 32 years in the
classroom, I would still choose teach-
ing as a profession. He looked at me
and said “wow.” Then he said he
wanted to finish student teaching. I
spent more time with him over the
next few weeks, encouraging him and
cajoling him to do better at times. We
shared coffee after school and talked
about students and education and
idealism. He taught for the remain-
der of the quarter. After the ninth

*Reprinted from 1999 English Leader-
ship Quarterly 21 (3): 1-3.
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week, I asked him how he was com-
ing along with his decision, telling
him that now was the time to change
career paths if he was unhappy in
education. He told me that after our
talks, he began looking at education
differently, and he thought that
maybe he was expecting too much of
himself earlier. And yes, he is staying
in education.

No forms were involved. I only
encouraged and helped him shape
what he already knew he wanted, his
dream of becoming a great teacher.

Two other examples serve to
illustrate my point. Two novice
teachers were hired to teach at the
high school a year apart. Through the
normal process, they were each
paired with a mentor who had volun-
teered to help them. In both cases,
the mentoring was not done well. In
the first case, the mentor did not
have the skill or the idealism to be a
mentor; in the second, time schedules
never matched. As a result, both new
teachers struggled with many ques-
tions that no one seemed to answer. [
saw what was happening and kept
encouraging them because I knew
they were quality educators with
unlimited potential. I tried to help
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them understand the social structure
of the school and told them to avoid
the cynics who never had much good
to say about any student. We spent
many lunches together talking about
discipline, testing, and student learning.

These two individuals are now
becoming great teachers and will
soon become the core of the teaching
staff. They are idealistic, have a
strong desire to teach, and are pursu-
ing advanced degrees. Next year,
they will team teach an experimental
course and serve as building repre-
sentatives for the high school. Qur
relationship continues, and I make
myself available by answering ques-
tions and talking with them. Did the
supervisory forms help them under-
stand the structure of the staff or
how to navigate between the Scylla’s
and Charybdis’s in the building? The
answer 1s no. Human contact, caring,
and mentoring did.

Bringing the discussion back to the
dream and the magic, I found this
quote from Doloz’s Effective Teaching
and Mentoring where he emphasizes
that the teaching function of the
mentoring process brings about “the
dream.” Doloz wrote:

Their purpose [mentors] as Bruno

Call for Book Manuscripts

Manuscripts are being solicited for the CEL’s proposed second monograph, The
Mentoring Guide: Issues in Developing New Teachers and Leaders. Manuscripts
should focus on experiences and ideas from teachers, administrators, and
teacher-educators who focus on K-12 English language arts classrooms.

The volume will address successful collaborative teacher-education programs
between precollegiate and university teachers; the roles, responsibilities, and
training of mentors; meeting the training needs of new teachers and/or school
leaders in the first three years of practice and beyond; qualities of good mentors;
the role of English language arts leaders in implementing and sustaining
mentoring programs for new teachers and leaders.

The editor is interested in essays that show, don’t tell; that provide classroom/
school descriptions of challenges and/or successes in implementing a mentoring
program; that contain teacher voices about the mentor—mentee relationship; that
demonstrate ways to encourage new leaders in the English language arts; and
that present research results that address successful mentoring practices.

Manuscripts must include author’s name, address, and telephone (with e-mail
and fax number, if available). Proposals and inquiries may be sent denoting a
tentative article title and a 2-3-page summary of the proposed article. Deadline
for submission of manuscripts is June 1, 2001.

Send manuscripts to: Henry Kiernan, West Morris Regional High School
District, Administration Building, Four Bridges Road, Chester, NJ 07930 or
send an e-mail attachment to kiernan@nac.net.
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Bettleheim says in The Use of En-
chantment, is to remind us that we
can indeed, survive the terror of the
coming journey and undergo the
transformation by moving through,
not around, our fear. Mentors give us
the magic that allows us to enter the
darkness: a talisman to protect us
from evil spells, a gem of wise advice,

a map, and sometimes simply cour-

age. But always the mentor appears

near the outset of the journey as a

helper, equipping us in some way for

what is to come, a midwife to our

dreams (p. 17).

I am not saying that institutional
mentoring cannot work. I am sure
that in some cases it does. What I am
saying is that we must encourage
experienced teachers to become
mentors to new teachers. Throw out
the forms. Become the guide that
helps a colleague realize dreams.
That is the magic of mentoring. ©
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CEE-CEL Retreat

- In August 2000, a weekend retreat

. occurred for a group of Conference on

~ English Education (CEE) and Confer-

- ence on English Leadership (CEL)

* Executive Committee members in Fort

Collins, Colorado. Its purpose was to
plan for the future of each organization

[N,

and to explore ways of working together. |

Organized and co-chaired by Louann
Reid and Nancy McCracken, each orga-

, nization prepared a new vision, reviewed
- conference policies and procedures, and

1

created a joint caucus to recommend
ways to build more enduring partner-
ships between schools and colleges.
The resultant Mentorship Commis-
sion will hold its first meeting at the

NCTE Annual Convention in Milwaukee

and will submit proposals for joint
panels at future NCTE conferences. For
the full report on the retreat, log on to
www.coedu.usf.edu/cel.
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To: English/Language Arts Supervisors
Re: SAT Vocabulary & Verbal Analogy Software

With our Unlimited Copy License, you can provide each student in your school
with our Vocabulary Development and Verbal Analogy Courseware. These
systems have enabled students to improve both their language skills, and their
scores on the Verbal SAT exams.

Every student may be given his or her individual copy of these systems. Students
would then be able to use the software in the library, computer laboratory, or at
home. NOTE: The software is licensed on a per-school basis.

The Vocabulary System comes with three files each containing over 400 words
and sentences appropriate for Grades 4-6, 7-9, and 10-12. An unlimited number
of additional files may be created. These files may be accessed to: '

Generate Student Study Lists Provide Interactive (on-screen) Practice Tests
Generate Individualized Tests Generate Answer Keys & Grade Tests
Merge Vocabulary Files Cull Words From Existing Files into New Files

The Analogy Courseware consists of over 275 analogy problems. Each problem
presents a pair of words that have an unspecified relationship. The student must
determine the nature of this relationship and find, among 5 pairs of word-choices
‘displayed, that particular word pair which suggests this same reiationship.
Explanations and assistance is provided when wrong answers are entered.

Detailed descriptions of the above systems may be viewed at our web
site: www.microphys.com

Our 25th Anniversary price is only $50 for each system. If you order both
systems for a given school, the price is $90. Remember: every student in your
school may be given a copy of the system purchased.

If there are 2 or more schools in your district, multiple copies of these packages
may be purchased at a savings which is reflected in the following table:

Number of Schools: 2-5 6-9 10-14 >14
Cost of Each Package: $35 $30 $28 Call

Please advise teachers in the Science Department that Microphys has several
courseware packages which should be of interest to them. These are described in

our On-Line Catalog which may be viewed at: www.microphys.com

MICROPHYS PROGRAMS 12 Bridle Way Sparta, NJ 07871
Phone 973 726 9301 Fax 973 726 9580 E-Mail: microphys@microphys.com
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2000 CEL Election Sla?e.

Candidates for Associate Chair

T Lela M. DeToye, Associ-
- ate Dean, School of
“x~~y." | Education, Southern
Illinois University

) Edwardsville (SIUE);
L-.\ - | Associate professor,

Department of Curricu-
lum and Instruction (C&I); member
CEL Hospitality Committee. For-
merly: Chair and Elementary Program
Director of C&I, SIUE; CEL'’s liaison to
CEE; president of the Illinois Associa-
tion of Teachers of English (IATE);
director of the Mississippi Valley
Writing Project. Member: NCTE, CEL,
CEE, IATE, SLATE, NCATE Folio
reviewer. Publications: Guest editor
of the English Leadership Quarterly;
“Writing a Student Profile” in NCTE’s
Process and Portfolios in Writing
Instruction; several articles in the
Lllinois English Bulletin. Awards:
1999 SIUE Great Teacher Award.
Program Participant: NCTE, CEL,
IATE, others.
Position Statement: CEL needs

leaders who are well known through-

out NCTE. Through positions on NCTE
Commissions and Committees, too
numerous to list above, I am known
and respected as an energetic, orga-
nized worker for the goals and ideals of
professional English language arts
teachers. Having moved through
several leadership roles in my career, I
am aware of the unique concerns of
professionals that assume these roles
in English departments, public and
private schools, colleges and universi-
ties. I am eager to apply my experience
and leadership qualities in serving the
CEL membership as Associate Chair.

B Rudolph Sharpe,
Coordinator of Language
T Arts, Manheim Town-
i ship School District,

— ¢ Lancaster, Pennsylva-
7k nia; adjunct professor,
= Harrisburg Area Com-
munity College; associate chair, CEL
Editorial Board; NCTE Committee on
Comparative and World Literature;
past president, National State Teach-

ers of the Year. Formerly: High school
English teacher; department chair;
president, Pennsylvania Council of
Teachers of English. Member: NCTE;
CEL; ASCD; IRA. Award: Pennsylva-
nia State Teacher of the Year, 1992.
Program Participant: NCTE; CEL;
PCTE; Pennsylvania Writing Project,
others.

Position Statement: Although I
have been a member of CEL (CSSEDC)
since 1972, I have only recently moved
into a leadership role; nevertheless,
through the years, CEL has provided
valuable mentorship which has given
me the confidence and knowledge to
assume my current position. CEL must
broaden its membership base by ag-
gressively recruiting young profession-
als, both for their benefit and for the
vitality of the organization. By increas-
ing membership benefits, as well as
increasing the visibility of CEL, we can
help to secure the future of CEL as
well as its mission to serve leaders in
the language arts.

Candidates for Member-at-Large

Jennifer Abrams, Lead
trainer, Secondary New
Teacher Program, Palo
Alto Unified School
District, Palo Alto,

t 1 California; Beginning
teacher coach, PAUSD;
Assistant to directors of Secondary and
Elementary Education, PAUSD; educa-
tional consultant. Formerly: English
teacher for nine years; teacher on
special assignment focusing on assess-
ment, technology, and living skills
curriculum; mentor teacher; hospitality
co-chair CATE (1995-96). Member:
CEL, NCTE, CATE, CCCTE, ASCD,
NSDC, Palo Alto Foundation for Edu-
cation, Leadership Midpeninsula.
Publications: article in California
English; consultant for commercial
rcjllhlisher. Awards: NEH Fellow

RIC
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(1993); Fulbright Fellow (1995). Pro-
gram Participant: NCTE, CEL,
CCCTE, others.

Position Statement: As we head
into the next century, the needs of our
profession are great. As educational
leaders, we must find ways to recruit
and retain teachers who will be suc-
cessful with the wide range of students
in our schools. We must advocate
effectively on behalf of the public
schools as private corporations join us
in the challenge of educating our youth,
and we must reconsider our definition
of literacy to include a broader range of
texts such as mass media and the
Internet. CEL should educate its
members with regards to these chal-
lenges so all CEL members can be
more effective change agents in their .
districts and their schools.

<8

Bruce Emra, Supervisor
of English and teacher of
English, Northern High-
lands Regional High
t] School, Allendale, New
Jersey. Member: NCTE;
CEL; New Jersey Coun-
cil of Teachers of English; Language
Arts Leader’s Association (New Jersey).
Publications: Coming of Age, Vol. 1:
Fiction about Youth and Adolescence;
Coming of Age, Vol. 2: Literature about
Youth and Adolescence; Sports in
Literature: Experiencing the Thrill of
Competition through Stories, Poems,
and Nonfiction. Program Partici-
pant: NCTE: 1998, 1999; CEL: 1997,
1998, 1999.

Position Statement: There is no
group in North America that has a
more direct role in the quality of the




teaching of the English language arts
than CEL. I would like us to become
even stronger in terms of contributing
ideas and positions to our parent orga-
nization, NCTE, and influencing,
beyond our wonderful workshops, the
teaching of our beloved and diverse
discipline. I would also like each of us
to try to bring two or three new people
to our annual meeting. The CEL pre-
sentations that I have observed and
participated in during the last ten
years have been extraordinary and
inspiring. I would like to play a role in
maintaining that high quality of profes-
sional stimulation for our colleagues.

W David Noskin, Assistant
V| Director of Communica-
tion Arts, Adlai E.

) Stevenson High School,
% Lincolnshire, Ilinois.
Ny Formerly: High school

English teacher for 11
years; reading/writing coordinator;
member of program selection commit-
tee for Illinois Association of Teachers
of English; instructor at University of
Wisconsin—Madison; instructor,
Roosevelt University, Chicago. Mem-
ber: CEL, IATE, ASCD. Publications:
“Interdisciplinary English Means
English First” and “Applying
Multiculturalism to a High School
American Literature Course,” both in
English Journal; “Teaching Writing in
the High School: Fifteen Years in the

2000 CEL Ballot

Making” will appear in an upcoming
issue of English Journal; “Seeking
Coherence through Interdisciplinary
Teaching” in American Secondary
Education. Awards: University of
Wisconsin Carrie R. Barton Memorial
Scholarship (1994); Who's Who in
American Schools (1992); Sallie-Mae
Outstanding First-Year Teacher Award
(1986). Program Participant: NCTE;
IATE.

Position Statement: CEL needs to
include the voices of those who are
immersed in the culture of the high
school. My voice brings youthful expe-
rience and speaks to the concerns of
teachers, curricula, and students. A
member-at-large has the opportunity
to strengthen the relationship CEL has
with administrators, teachers, and,
ultimately, students. There needs to be
a dialogue for continued growth in our
profession.

Camille Quaite, teacher,
IB/AP Honors English;
English chairperson,
Bellaire High, Houston,
Texas, ISD; president,
HCTE, site-based deci-
1% sjon committee member;
HISD lead teacher; academic decathlon
coach; literary magazine sponsor;
Project Bravo Opera sponsor; coordina-
tor, English Summer Grammar Camp;
chairperson, Curriculum Committee;
liaison, Public Relations Committee;

The CEL Bylaws permit members to vote either by mail or at
the CEL business session of the NCTE Annual Convention.
Each member mailing a ballot should mark it and mail it in an
envelope with a return name and address to: Bill Newby,
CEL Ballots, Shaker Heights High School, 15911 Aldersyde
Dr., Shaker Heights, OH 44120.

Ballots must be postmarked no later than November 1,
2000. Members who prefer to vote at the Convention will be
given a ballot and an envelope at the business session of CEL.
An institution with membership may designate one individual
as the representative to vote on its behalf. Please list the
institution’s name and address on the outside of the envelope.

Personnel Committee; Interview/
Selection Committee for assistant
principal; GT/AP committee chair,
2001 TCTE Conference. Formerly:
First VP/Programs, HCTE; IB External
Examiner, English Language B; repre-
sentative, District Curriculum Align-
ment Committee; regular and
basic-level English. Member: HCTE,
TCTE, NCTE, CEL.

Publications: Coauthor, Literature
and Grammar Guide for Transitional
English; State Board member/consult-
ant, Literature and Grammar, Prentice
Hall. Awards: NEH Scholarships,
1989, 1995; ESU Scholarship, Exeter,
Oxford University; PTO Technology
Grant; Houston Business Alliance
Grant. Program Participant: CEL,
HCTE, HISD, TCTE.

Position Statement: As a CEL
leader, I shall advocate the inclusion of
a diversity of instructional techniques.
Currently, teachers face demands of
increased testing standards while
including multiple media and techno-
logical instruction. Concurrently, more
emphasis is placed on intensive train-
ing in varied instructional approaches
to meet demands of students’ multiple
intelligences and learning modes.
Leaders must remember that this
philosophy applies equally to educa-
tors; greatest success occurs in an
environment of academic freedom for
teachers and pupils to develop their
unique learning styles.

Associate Chair
(vote for one)

U Lela M. DeToye
U Rudolph Sharpe
Q

(write-in candidate)

(vote for two)

U Jennifer Abrams
O Bruce Emra
David Noskin
Camille Quaite

I
I
I
I
I
I
I
Member-at-Large :
I
I
I
I
I
I
I

(write-in candidate)
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Call for Manuscripts—
Future Issues

¥ CEL EXECUTIVE COMMITTEE

The English Leadership Quarterly, a publication of the Chair 2001 Program Chair
: : Louann Reid Bernice Spearman-Thompkins
NC.TE Conference on EnghSh Leadershlp (CEL)’ seeks R Colorado State University Fremont High School
artl.cl.es of 500—5,000.w0rds on topics of interest to those in Fort Collins, Colorado - Oakland, California
positions of leadership in d.epa.rtments (elementary, second- Associate Chair Members-at-Large
ary, or college) where English is taught. Informal, firsthand Rick Chambers John Barber
accounts of successful department activities are always %"“"i: C(;’“fiei:f Teachers gail’t".m°“’;";{/[a'f°l'd gligh School
X . . onto, Ont: altimore, n
welcomed. Software reviews and book reviews related to the CZrn:da . aryia
themes of upcoming issues are encouraged. Past Chair g:i?.liu%ogzrleonsultant
A decision about a manu