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Only one in five teachers feels “very well prepared” to 
work in today’s classroom (NCES, 1999).  One reason cited 
was the lack of opportunity for conferring with colleagues. 
Among teachers whose schools dedicate time for working 
with other teachers, 40% say it improves their teaching “a 
lot”, and another third say it improves their teaching “mod-
erately” (NCES, 1999). 

From this and other studies, teachers are telling us that 
collaboration and having time to work with others is impor-
tant to them, their teaching, and ultimately our children. 
Mentoring was mentioned as one vehicle to develop these 
associations.  Sadly, however, only 19% of the teachers said 
they had been formally mentored by another teacher.  Of 
those, over 70% said once-a-week mentoring helped their 
teaching and professional growth “a lot” (NCES, 1999). 

Currently, twenty-eight states and the District of Co-
lumbia have instituted some form of mentoring (Halford, 
1999).  Obviously, policies to establish mentoring programs 
have been and continue to become an important issue.  The 
wave of teacher retirements, the publics focus on educational 
quality, and the high attrition rate of new teachers have com-
pelled legislators and the public to create induction programs 
to support new teachers. 

Education organizations have responded with special 
interest groups on mentoring, numerous working sessions at 
annual conferences and thematic issues.  As my five year- 
old son would say, “It’s hot hot hot!” 

This special thematic issue of the Midwest Education 
Researcher focuses on mentoring in the Midwest.  Members 
of MWERA from various states who have conducted re-
search in mentoring and who have been involved either in 
planning, implementing or evaluating mentoring programs 
were asked to contribute.  We have attempted to bring a 
diverse range of views regarding mentoring.  Bainer de-
scribes her research where issues regarding mentoring in 
elementary school settings have emerged.  Stinson looks at 
the impact of legislated mentoring programs in New Jersey 

and their implications for Wisconsin’s newly mandated 
teacher licensing in which mentoring is required.  Giebelhaus 
gives evidence regarding the impact of mentor training on 
beginning teachers in her study.  Runyan looks at why it is 
important to have a clear framework in implementing men-
tor programs and the importance in assessing their effec-
tiveness. 

Stakeholders in mentoring have also been addressed in 
this issue.  Brock analyzes the importance and impact of 
principals with regards to induction year programs. 
Bendixen-Noe describes issues facing teacher unions as they 
negotiate contracts in which mentoring has become a factor. 

Finally, two articles deal with the role of universities 
and mentoring programs.  Salzman gives details about a 
university course that was designed for mentors of begin-
ning teachers.  Bowman and Ward write about an award 
winning university/school partnership program focusing on 
mentoring based on researched effective pedagogical prin-
ciples and the use of technology in that program. 

We think you will find the articles presented, ones that 
will not only inform you, but may encourage you to look at 
the mentoring programs in your area.  The impact of 
mentoring programs are far reaching.  Ultimately, such pro-
grams should help our children reach appropriate learning 
goals by ensuring that highly qualified teachers are in their 
classrooms. 
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Hundreds of years ago, the land known today as Kampuchea 
was a strong and peaceful Asian kingdom.  The land was virtu-
ally impervious to attack from the fierce nations surrounding it. 
Their defense?  A thick, impenetrable forest of bamboo plants 
surrounding the nation.  For generations, the Kampucheans lived 
safely and worked together, protected by the stand of bamboo. 
Their downfall came when one innovative aggressor scattered 
gold nuggets among the bamboo plants.  The Kampucheans 
scrambled greedily to collect nuggets for themselves, cutting 
down the bamboo plants to more easily mine the gold.  They 
were no longer working together and their best defense was 
lost:  their nation was overrun and a history of decline began. 

In America today, public education is frequently under at-
tack.  Our greatest strength as educators should be in working 
together, nurturing each other, and protected by a strong bound-
ary of valid, research-based educational practice.  Instead, teach-
ers generally work individually in often hostile work cultures. 
After the first year of her move from an upper elementary to a 
lower grade level, one experienced and capable teacher shared 
her feelings: 

Since moving to the elementary wing of the building, I 
have felt very isolated from my peers.  All I ever see all 
day is my students.  I have only developed one close 
relationship and I do feel that this has affected my pro-
fessional self-image.  I am becoming very dissatisfied 
with my situation because I feel like an outsider.  Not a 
day goes by that I don’t wish that I hadn’t left my old 
position.  I thought the grass looked greener on the other 
side, but what I found was a lot of crab grass. 
When we fail to work together, we increase our vulnerabil-

ity to attack from outside forces.  The result is that experienced 
teachers become immune to or cynical about schooling and with-
draw.  Worse yet, the individualistic environment is often fatal 
to novices and to those most committed to good teaching. 

Mentoring programs are a promising strategy to defend and 
build our ranks by pulling educators together to work and build 
educational practices.  While mentoring programs are receiv-
ing increased state and national support, the way we tradition-
ally implement these programs may not be the best way to draw 
educators together and to provide professional development. 
Further, the context of American education may not be condu-
cive to effective mentoring practices.  This paper raises three 
issues regarding mentoring practices which have arisen from 
my collaborative research on how teachers work together in 
naturalistic elementary school settings. 

Issue 1:  Mentoring is just one of the types of support 
behaviors needed and practiced by teachers in 
elementary schools. 

Our research suggests that teachers interact for a variety of 
reasons in elementary schools.  A content analysis of over 500 
teacher interactions across 76 days showed conversations fo-
cused on teaching (problem solving, decision making, solicit-
ing help, giving help, and completing tasks), focused on teachers 
(expressing frustration and/or helplessness, expressing feelings, 
empathizing), and general interactions (giving information, re-
ceiving information, discussing, conversing lightly, receiving 
encouragement, giving encouragement, and building relation-
ships) (Bainer and Didham, 1991). 

Teachers supporting each other, often referred to as 
“mentoring,” is one function of those interactions.  That is, for-
mal mentoring, as it is generally defined and practiced in school 
districts, is just one way teachers naturally support each other 
in school settings.  Closer examination of over 400 teachers’ 
perceptions of the types of support they give and receive in 
elementary schools identified six dimensions or types of sup-
port practices regularly among teachers (Bainer and Didham, 
1994). 
•  Mentoring—a non-reciprocal relationship for receiving 

advice, information, encouragement, and guidance from 
more experienced others in the workplace; 

• Supporting—a reciprocal relationship providing mutual 
psychosocial support including friendship, confirmation, 
and emotional support; 

• Collaborating—a career-enhancing relationship among 
colleagues that enables them to fulfill professional respon-
sibilities and address student needs and school-related prob-
lems; 

• Career Strategizing—a non-reciprocal relationship provid-
ing visibility, recognition, and responsibility in the school 
and community; 

• Supervising—a non-reciprocal relationship in which so-
licited and unsolicited feedback is provided; and 

• Grounding—providing “insider information” about the ins 
and outs of the district, school, and larger teaching field. 
These findings concur with research in business and industry 

that a variety of personal and professional support is available in 
the workplace (Kram and Isabella, 1985).  In elementary schools, 
problems arise when teachers are unable or unwilling to develop 
support relationships.  Lack of supportive relationships leads to 
poor professional self-image (Cruickshank and Associates, 1980), 
low job satisfaction (Friesen, Prokop, and Sarros, 1988), and is 
frequently cited as a leading cause of teachers leaving the profes-
sion (Alexander, Adams, and Martray, 1983; Lortie, 1975).  These 
findings are well illustrated by the teacher quote shared earlier. 

Not only do teachers perceive of a variety of types of sup-
port, but they also attest that this comes from a range of individu-
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als in the workplace (Bainer and Didham, 1991).  This reiterates 
research from the business world that support tends to be pro-
vided by a variety of people at a variety of levels within the hier-
archical structure of the organization (Kram and Isabella, 1985). 

What does this say to mentoring programs in education? 
It suggests that the traditional mentor-portage dyad may not be 
an appropriate model.  One person, assigned to work with a 
neophyte teacher, may not be capable of providing the profes-
sional, personal, and social interactions and support required 
for healthy professionalism.  Instead, teachers may need to turn 
to a variety of people to meet a variety of needs in the broad 
education context.  A more appropriate model may be the “clus-
ter model” of mentoring, in which numerous situation-centered 
relationships are developed rather than just one close mentoring 
relationship.  That is, we all need to work together in the school 
context.  Mentoring, or providing support, is everyone’s re-
sponsibility and our best defense against outside forces that 
would disrupt or distract us from the goals of education. 

Issue 2:  Support networks differ between male and 
female teachers. 

Our early research identified a profile of six separate di-
mensions or types of support perceived of by elementary teach-
ers (Bainer and Didham, 1994; discussed above).  Contrary to 
the popular assumption that novice teachers need and receive 
more and different types of support than do experienced teach-
ers, data analysis showed no significant difference in the pro-
file of types of support given or received based on the teachers’ 
years of experience.  Further, there was no difference in the 
types of support given or received based on school locale.  That 
is, urban, suburban, and small town/rural elementary school 
teachers said they needed, received, and rendered the same types 
of support.  Gender, however, did significantly impact support 
networks.  A follow-up study to investigate gender differences 
in how teachers perceive their support for each other reaffirmed 
the six separate dimensions of support among female teachers 
(Bainer, 1995).  In contrast, male elementary teachers perceived 
of eight dimensions or types of support in their networks in 
elementary schools.  While relationships identified by female 
teachers tended to integrate or blend work-related and psycho-
social functions, relationships identified by males served dis-
crete, focused psychosocial or professional functions. 
Specifically, factor analysis suggested that the female teachers 
perceived of a dominate Mentoring factor which broadly de-
fined mentoring as a combination of personal and work-related 
support behaviors.  In contrast, the male teachers separated this 
Mentoring factor into four distinct factors.  Males clustered 
many items related to professional development and success, 
especially understanding how to influence others and how to 
function within the organizational structure.  Males also sepa-
rated out a distinct Peer Mentoring factor, in which colleagues 
take action on the teacher’s behalf; and Advocating factor in 
which a superior or influential person provides opportunities 
and visibility in a variety of social and professional settings; 
and a Modeling factor in which the teacher had a clear role 
model to emulate.  The delineation of these four factors sug-

gests a clearer emphasis on professional development and ad-
vancement through networking for males than for female teach-
ers, a phenomenon noted in business and industry by Nieva 
and Gutek (1981).  It further suggests that female teachers think 
of the adults in their workplace as filling a variety of roles or 
providing support at a variety of levels;  sort of as “best friends.” 
This agrees with the findings by Stonewater, Eveslage, and 
Dingerson (1990) which showed that female academics tended 
to combine personal and work-related support while males dif-
ferentiated between the two.  It also reiterates Gilligan’s theory 
(1982) that females see their personal and professional lives as 
more intertwined than do males, and their career development 
more connected to others than would men. 

Further, female teachers thought that supportive relation-
ships with others in the school setting, whether current or in the 
past, had a significant and lasting impact on the way they thought 
about the support relationships they were currently experienc-
ing.  In contrast, male teachers thought that while these relation-
ships had a lasting impact on their career success and mobility, 
they had little impact on them personally or socially, or on how 
they performed the daily tasks of teaching.  As Gilligan (1982) 
noted, the women in this study tended to define themselves and 
their teaching careers in the context of human relationships, main-
taining relationships or the tendency to develop support networks 
across the years of their professional lives.  Male teachers tended 
to be less influenced by relationships with others in the long run. 
They tended to think about and perhaps to foster support net-
works related to professional development and success rather 
than relationships which provide psychosocial or routine work- 
related benefits.  This seems to suggest that while both male and 
female teachers need support networks, they need and tend to 
utilize them to different ends. 

What does this suggest about mentoring programs in edu-
cation?  These findings suggest that male and female teachers 
may need different considerations and resources in order to de-
velop professionally and to establish healthy, comprehensive 
networks in the elementary school workplace.  Taken further, it 
reminds us that “mentoring” or programs aimed at developing 
support networks within schools may need to be highly individu-
alistic and situation specific.  That is, a “cookie cutter” approach 
to mentoring will be minimally effective.  Individualized ap-
proaches and program options are essential, even within the same 
building and district, if we are to pull educators together for the 
common good. 

Issue 3:  Informal mentoring occurs is schools 
whether or not formalized programs exist. 

Our research as well as the research from business and 
industry attest to the importance of support relationships to 
emotional health and professional effectiveness.  Further, our 
research suggests that an active informal network of support 
relationships exists in elementary schools whether or not a for-
malized mentoring program exists (Bainer and Didham, 1995). 
The results of this quantitative study echo the results of Cole’s 
qualitative work (1991), leading  her to raise the question:  Why 
should we make artificial what comes naturally?  That is, why 
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invest considerable time and money to formally structure rela-
tionships that can and do occur naturally, especially if that for-
malization inhibits the development of other naturally occurring 
support relationships?  One teacher shared her experience with 
formal and informal mentoring as follows: 

My first year teaching, I had a mentor, and I can ad-
mit that it was a waste of time.  Because I was as-
signed to her, nobody else talked to me.  It was an 
absolutely horrible experience.  The second year the 
significant relationships with other employees that I 
made were on my own.  These happened naturally 
and to this day we still have a wonderful work rela-
tionship/friendship.  My mentor from the previous year 
is someone I don’t even talk to now.  We never had 
anything in common from the beginning.  Hopefully, 
administrators can learn to see the significance of 
teacher support systems, because I almost quit that 
first year.  I’m glad I stuck it out and tried on my own 
the following year.  I know how important those rela-
tionships are to the work environment.  My co-work-
ers are half the reason I get up in the morning!! 
What does this say about mentoring programs in educa-

tion?  As this teacher report suggests, support among teachers 
many be better encouraged by focusing attention on the school 
context rather than by adopting a structured program that man-
dates traditional mentoring relationships.  Administrators who 
direct efforts  toward creating a conducive environment in which 
meaningful interactions can take place might see better results, 
and at less expense in fiscal and human resources.  This in-
cludes considering the use of space.  Are there places in the 
building for teachers to interact?  Are they comfortable spaces, 
or do the furnishings send a “stay away” message?  Are they 
accessible, or only available when students and special pro-
grams aren’t using them?  Designation of time is also vital. 
Can teacher schedules be arranged to provide time for collabo-
rative planning, sharing resources, and just talking about teach-
ing and about themselves?  Are professional days full of required 
meetings and speakers, or is there “down time” for teachers to 
interact and build relationships?  How can extra duty assign-
ments be made to capitalize on teacher professional and per-
sonal interactions?   What incentives are available to encourage 
teacher collaboration and problem solving?  A more flexible, 
“user friendly” elementary school setting seems essential to 
establishing an environment in which the range of support be-
haviors can naturally develop and flourish. 

Support behaviors can also be fostered when teachers focus 
on a mutual problem or challenge.  Such situations stimulate teach-
ers to collaborate toward a common goal.  One district experi-
enced this when the state science curriculum was changed.  The 
need to change the district curriculum presented a challenge to 
teachers, and terrified many of the most experienced teachers.  A 
representative group of teachers took leadership in reworking 
the curriculum, listening to professional development needs per-
ceived by the teachers, and building a year-long professional 
development program.  The constructivist-based program en-
abled teachers to identify their own professional goals, and to 

select from a menu of options to create a personalized profes-
sional development program. Subsequent evaluation showed that 
one of the most valued aspects of the program was that it served 
as a catalyst for networking among the teachers. Teachers valued 
the opportunity to talk and process with others located in the next 
classroom or the next building, thus developing informal net-
works of support built around a common goal of reforming the 
science curriculum (Bainer and Wright, in press). 

This networking and support, around a common goal of 
enhancing education,  will provide teachers with a strong de-
fense against outside forces. It provides a model of teachers 
working together and nurturing each other, and practicing valid, 
research-based educational practice.  It has reduced cynicism 
and fear among the teachers, and drawn teachers into a stron-
ger commitment to good teaching.  In addition, it provides per-
sonal and professional benefits for the teachers, empowering 
them to delightfully do their best at educating children in today’s 
troubled classrooms. 
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The State of Wisconsin Department of Public Instruc-
tion is currently proposing changes in teacher licensing that 
will include the creation of distinct license stages for public 
school teachers (State of Wisconsin Department of Public 
Instruction 1999). Beginning in the 2004–05 school year, 
first-year teachers will be appointed at the “initial educa-
tor” level and will be required to complete 3–5 years of sup-
ported teaching coupled with continued professional 
development before progressing to the stage of  “profes-
sional educator” and the subsequent stage of  “master edu-
cator.” Teachers at the initial stage, the state contends, can 
expect support from a variety of sources: administrators, 
peers, and, mentors. 

The effects of initial professional experiences on be-
ginning teachers are well documented (Hayes and Kilgore, 
1991; Shimahara and Sakai, 1995; Zeichner and Gore, 1990). 
According to Shimahara and Sakai (1995), this socializa-
tion period may have the more influence on the beginning 
teacher than either prior beliefs or teacher education pro-
grams: 

Learning to teach is a complex, intersubjective pro-
cess that occurs in multiple social settings, includ-
ing the classroom, hallways, the teachers’ room, and 
other formal and informal places... learning to teach 
is a sustained process of intense engagement in seek-
ing advice from experienced teachers. (p. 123) 
Given the potential influence of these initial experiences, 

mentor programs are warranted. And because Wisconsin’s 
proposed initial educator license will be non-renewable, the 
mentor’s responsibility to the first-year teacher will be great. 
However, while the value of mentor programs is well-docu-
mented (Ganser, Bainer, Bendixen-Noe, Brock, Stinson, 
Giebelhaus and Runyon, 1998; Anctil, 1991), effective men-
tor programs are neither effortlessly manufactured nor eas-
ily monitored. Will Wisconsin mentors appreciate their 
responsibilities to the first-year teachers they will advise? 
And how can this appreciation be monitored? These ques-
tions must be addressed before the implementation of 
Wisconsin’s proposed licensure changes. An examination 
of another state-initiated mentor program may offer some 
insight. 

Recent discussions of proposed licensure reforms for 
teacher certification in Wisconsin have given me cause to 
look back at some not-so-recent changes in New Jersey’s 
teacher certification requirements. One such change occurred 
in the fall of 1995, when the New Jersey Department of Edu-

cation implemented its Provisional Teacher Certification Pro-
gram (see State of New Jersey Department of Education, 
n.d.). A first-year teacher applying for initial certification 
would no longer be awarded a permanent teaching license. 
Instead, the first-year teacher would be awarded a Certifi-
cate of Eligibility with Advanced Standing (CEAS) license 
which would authorize the holder to seek employment. Once 
under contract, the first-year teacher would be awarded a 
Provisional License and would complete one year of 
mentored teaching before being issued a standard license. 
The hiring district was to appoint an “experienced” veteran 
teacher to act as mentor to the new teacher in a non-evalua-
tive, non-supervisory capacity. The mentor’s responsibili-
ties to the new teacher would include bi-weekly observations 
during the first ten weeks of school and four additional ob-
servations during the subsequent twenty weeks. In exchange 
for providing “training, support, and evaluation,” the men-
tor would receive a $550.00 stipend which was to be de-
ducted from the new teacher’s salary over the course of the 
school year. 

Coincidentally, during that same fall semester, I began 
collecting data for a study of four first-year English teachers 
and the influences that affected their curricular and instruc-
tion decision making. While I had not intended to examine 
the new mentor program requirement, it did turn out to be 
an important influence on the decision making of my par-
ticipants, both in positive and negative respects. The pur-
pose of this article is to explore the various responses that 
four first-year teachers, Betty, Caroline, Lori, Marie, and 
their mentors had to one state-mandated mentor program 
and to consider the implications  for Wisconsin’s proposed 
program. 

A Brief Description of the Study 

Four first-year English teachers were selected to par-
ticipate in this study. All four were teaching in a suburban 
schools in northern New Jersey. Betty and Lori were teach-
ing in large high schools; both Caroline and Marie were 
teaching in middle schools. 

Data collection occurred in the teachers’ classrooms. 
During each of eight monthly visits to the four classrooms, I 
took anthropological field notes; during available periods 
following my observations, the teachers’ and I participated 
in stimulated recall interviews in which the field notes acted 
as stimuli for inquiry into the thinking behind the teachers’ 
curricular and instructional decision making. On occasion, 
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our talk turned to the teachers’ feelings about the new state- 
mandated mentor program. Each of the teachers’ mentors 
and/or building level administrators had varying responses 
to the program. These responses indicated four very differ-
ent views of mentor accountability and resulted in relative 
success or failure of the program for the four first-year 
teacher-participants. 

Varying Responses to One Mentor Program 

Betty. When considering Betty and her response to the 
Provisional Teacher Certification Program, it is important 
to note that participation in the program was, in the fall of 
1995, mandatory. Interestingly, Betty did not have a mentor. 
Aside from myself and two inclusion teachers assigned to 
two of her classes, Betty, a half-time teacher/half-time year-
book coordinator, did not seem to receive a great deal of 
support from the other members of the English department, 
the department supervisor included. During our last visit, 
Betty asked about the other study participants and how they 
had fared with their mentors, and she stated that she was not 
pleased with the lack of support she had suffered: 

Well, it’s bad...I don’t know how anyone else is, 
from the people you’ve talked to, how their first 
year...you know, the state thing? Where you’re sup-
posed to work with a mentor? I really wish my ex-
perience would have been a lot more formal, the 
way it’s supposed to be, where you’re...you know. 
I don’t even think they took the money out of my 
paycheck. I would have rather that they had done 
that and then I would have had the chance to talk to 
somebody on a regular basis...Sometime it just 
would have helped to check in and to have caught 
something before it became a big problem. 
For Betty, the Provisional Teacher Certification Pro-

gram was a complete failure. Operating on a 
technicality(Betty’s half-time teaching load), the district did 
not provide Betty with a mentor. Her half-time status, how-
ever, did not spare her the anxieties experienced by many 
first-year teachers. By not providing a mentor for her, Betty’s 
building level administrators failed to appreciate the spirit 
of the Provisional Teacher Certification Program. 

Caroline. Because she held a split position (half-time 
at a middle school and half-time at a high school) Caroline 
had two mentors. During our first interview, Caroline spoke 
of the support she received from her department, and she 
mentioned both mentors by name: 

Ian is my mentor here [at the middle school] and 
Chris is my mentor at the high school. So I have 
two mentors and they’re both really good and help-
ful. And they both [are concerned that] they’re 
mentoring and helping. 
Throughout the course of the year, however, with one 

brief exception, Caroline never referred to these mentors 
nor mentioned any support or guidance she might have re-

ceived from them. Furthermore, when Ian, Caroline’s men-
tor at the middle school, passed away half-way through the 
year, Caroline was not assigned a new mentor. It appeared 
that all involved had abandoned the mentor program. Un-
like Betty, who lamented the fact that she did not have a 
mentor, Caroline appeared to have much in common with 
the 46% of Anctil’s (1991) subjects who reported that a 
mentor was not necessary, even though they also reported 
that the quality of mentoring they had received was “very 
high” (p.7). Although the mentor program was mandatory, 
and she should have been assigned a mentor, Caroline, ap-
parently, did not see the need for one. The mentor stipend, 
however, continued to be deducted from Caroline’s salary. 

Lori. In addition to the support and/or evaluation she 
received from other teachers in her department, her depart-
ment chair, and her younger sister, who was also beginning 
her teaching career that year, Lori, in contrast to Caroline 
and Betty, received a great deal of support from her mentor, 
Marty.  In fact, Lori often spoke of “Marty-izing” her les-
sons. Lori’s mentor made regular visits to her classroom and 
offered suggestions to improve her teaching.  He also helped 
Lori navigate the politics of that particular school and pro-
vided her with a sounding board off which she could safely 
vent her frustrations. As Bower (1991) and Weinstein (1988) 
maintain is often the case with beginning teachers, Lori’s 
expectations conflicted  with the reality of teaching. 

Marie. Marie’s story is a worse-case scenario. Marie 
had been assigned a mentor; however, as of my last meeting 
with Marie, she had yet to meet with her mentor other than 
in passing. She described her first year of teaching as less 
than rewarding: 

They just throw you (into the classroom).  Here’s 
your classes and you’re just expected to know what 
their expectations are of you and the curriculum 
and the program and all these things...I think that’s 
where the mentor thing was supposed to help.  And 
I guess that if you had it set up the right way, I can’t 
see how it wouldn’t be helpful, at the very least! 
But if it’s not set up where you see this person, and 
she gets the extra prep...I told her [to observe me 
during her extra prep], but she’s never done that. 
And she tells me “I hear you’re doing a good job.” 
According to Anctil (1991), “mentor accountability” is 

a critical issue in mentoring and an area that receives too 
little attention. The inadequate response of Marie’s mentor 
to this assignment, and the resulting alienation suffered by 
Marie, support this contention. Clearly, Marie’s mentor did 
not perceive the important of her role as mentor to this first- 
year teacher. 

Understanding the Mentor’s Role 

Hayes and Kilgore (1991) found that new teachers ex-
pect support and assistance from veteran teachers and that 
this support helps new teachers develop a reflective teach-
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ing stance. To this end, several states, New Jersey and 
Wisconsin among them, have instituted or are about to insti-
tute mentor programs for first-year teachers.  Consistent with 
these expectations, the apparent level of reflection in which 
each of my participants engaged was affected by the amount 
and quality of support she received (or didn’t receive)from 
her mentor (Stinson, 1999). My findings suggest the impor-
tance of mentor programs for first-year teachers. My find-
ings also illustrate the varying responses mentors and 
building-level administrators can and do have to mentor pro-
grams and the need to place more emphasis on the impor-
tance of the first-year teacher/mentor relationship and the 
mentor’s responsibility for fostering that relationship. 

The mentors mentioned here exhibited very different 
understandings of the mentor role. Betty’s building level 
administrators failed her by not providing her with a men-
tor. In not appreciating the importance of a mentor for a 
first-year teacher, they chose to not assign one to her, as if 
half-time teacher do not have the same fears and concerns 
about teaching as full-time teachers. In this school, for this 
first-year teacher, this resulted in an inadequately imple-
mented mentor program. 

Lori’s official mentor and the other members of her ex-
tensive support staff exhibit a strong appreciation of the first- 
year teacher/mentor relationship and an appreciation of the 
importance of the support and assistance many new teach-
ers want and need. In contrast, Marie’s mentor and those 
around her failed to appreciate the importance of their roles; 
thus, they failed to provide this necessary support. These 
failures resulted in the worst implementation of the Provi-
sional Teacher Certification Program of any school in my 
study. 

Will Wisconsin’s mentors appreciate their responsibili-
ties to the first-year teachers they will advise? I believe there 
are some steps we can take to insure that they do. First, men-
tors must be selected from among experienced teachers who 
believe that their influence can have an impact on first-year 
teachers. Second, potential mentors should attend inservice 
programs or similar training sessions to heighten their sense 
of both their   responsibility and their scope of influence 
with regard to their proposed mentees. Third, administra-
tors must make sure that mentors and mentees have com-
mon prep periods and otherwise compatible schedules. 
Fourth, while the level of their participation will be gov-
erned by the first-year teachers themselves, mentor programs 
must be made available to all first-year teachers. Finally, to 
insure that the mentor programs are being effective, admin-
istrators must be aware of the levels of support being of-
fered in their schools through continued inservice 
experiences for mentors and mentees. 

Mentor programs are not necessary for everyone. Cer-
tainly Caroline survived, even flourished, without extensive 
mentoring.  More than likely, Lori would have sought out 
her own support system even without the guidance of her 
mentor. However, for first-year teachers like Betty and Marie, 
first-year teachers who need and want such support in the 
form of formal mentor programs, properly implemented 
mentor programs administered by trained individuals who 
thoroughly understand their roles as mentors are critical to 
first-year teaching success. 
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Since the early 1830s, a debate has raged across the 
United States concerning how we should prepare teachers. 
It began when Horace Mann first declared that teachers re-
quired special preparation (Cruickshank, et. al, 1996).  But 
not everyone agreed then, just as not all agree now.  Even 
those who agreed, did not agree to the form the preparation 
should take:  the amount and type of preparation.  There are 
those who believe that a strong academic background in the 
subjects they will teach is all that is necessary;  others con-
tend that there is a specialized knowledge-base that informs 
best pedagogical practice that teachers need to know and be 
able to do;  and still others argue for both.  In recent years, 
there have also been those who insist not only that is there 
specialized pedagogical knowledge and skills, but that it is 
different based on the developmental and cognitive levels 
of the children.  The challenge for those responsible for the 
preparation of America’s teachers is to make informed deci-
sions given the abundant rhetoric and vociferous debate. 
What do teachers need to know and be able to do?  Who 
should inform such preparation?  By whom and how should 
such preparation “standards”  be developed, implemented, 
and enforced? 

The reform rhetoric surrounding teacher preparation has 
been symbolic of the 1980s and 90s.  It appears that almost 
every agency, professional organization, and group of aca-
demicians has called for some type of teacher preparation 
reform.  The sources of the rhetoric include private founda-
tions, interested individuals, university teacher education 
units, teacher associations (both at K–12 and higher educa-
tion), academic learned societies, and federal and state gov-
ernments.  Some of these proposals were intended to address 
perceived failures in the actual preparation of teachers, oth-
ers looked to address scientific/technological, economic, and 
societal demands placed on schools.  Some plead for ex-
tending the preparation period, while others suggest less 
control or elimination of formalized teacher preparation all 
together.   Amid all the reform rhetoric, little attention has 
been given to establishing standards for ensuring that the 
preparation that does occur produces teachers that have the 
knowledge and skill to be successful practitioners once they 
enter their own classroom.  Nor has there been much atten-
tion given to the use of assessment of the knowledge and 
skill to make decisions about entry and retention in the pro-
fession. 

Historically, the preparation of teachers has been the 
exclusive domain of teacher education institutions, both pre- 
service education and professional development.  States have 
made certification requirements for continuing education, 
but rarely has there been any “official” notice of what a be-

ginning teacher needs in order to be successful during that 
first year of full time teaching.  That is until recently.  A 
developing trend in teacher education reform is that states 
are  mandating certification/licensure requirements for 
teacher preparation, along with induction year programs as 
part of teacher preparation or licensure.   With these state 
initiatives, three primary issues, problems and concerns have 
surfaced: 
1. A lack of consistency in the definition of what consti-

tutes mentoring and support among the stakeholders both 
between states and within the states; 

2. A need for the development of appropriate and effec-
tive models for mentoring; and 

3. A need for adequate funding to develop, initiate and 
sustain an effective mentoring program. 
These issues, problems, and concerns are faced by ev-

ery state and the local school districts that hire beginning 
teachers.  States that mandate beginning teacher support pro-
grams must address these concerns if they are going to meet 
the needs of our beginning teachers and ultimately,  the chil-
dren they teach. 

Defining Mentoring 

What is mentoring?  Is a mentor a “buddy” or is the 
person recognized for his expertise as a teacher and leader 
within the professional community?  Will we provide such 
support to all first year teachers within a building, or only to 
those who are first year within the profession?  Will some 
beginning teachers be exempted and under what conditions? 
How will mentors be selected?  What support will mentors 
be given to facilitate the fulfillment of their role?  Without 
clear definition of what constitutes a good mentoring pro-
gram, state policy may not meet the expectations and needs 
of the beginning teacher. 

There is wide variation in how the term mentoring is 
used and in the programs that are offered.  Clearly, mentoring 
means different things to different stakeholders.  Bendixen- 
Noe and Giebelhaus (1997) discussed the origin of the term 
from the classic poem The Odyssey by Homer and defining 
characteristics of mentoring.   From this epic poem, the char-
acteristics of mentoring emerge as  a more experienced, wiser 
person entrusted with the growth and development of a 
younger, less experienced person—a novice.   It is a rela-
tionship between two individual where the mentor educates 
and advises the novice as he progresses through life.  The 
expectation for the noviceis to respect and learn from the 
care of the more experienced mentor. 
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From this earliest description in Greek mythology, men-
tors and mentoring have been described in many ways:  non- 
parental career model, role model, professional facilitator, 
advisor, counselor, teacher.   Alleman, Cochran, Doverspike 
and Newman (1980) defined mentoring as “a relationship in 
which a person of greater rank or expertise teaches, guides, 
and develops a novice” (p. 329).   Schmidt and Wolfe (1980) 
listed three broad categories as functions of mentoring in-
cluding role model, consultant-advisor, and sponsor.  Schein 
(1978) suggested eight mentor roles:  teacher, confident, 
sponsor, opener of doors, role model, developer of talent, 
protector, and successful leader.  As states look to mandates 
for entry-year mentoring support, they too have established 
definitions to guide policy implementation.   Ohio’s entry- 
year standards define mentoring as  “a program of support 
provided by a school district . . . to meet the unique needs of 
an individual in the first year of employment . . .” and a 
mentor as “a person assigned to an individual in the first 
year of employment under a classroom teaching certificate 
or an educational personnel certificate.” (Administrative 
Code, Rule 3301-22-02) 

Establishing formal programs to assist entry persons into 
a profession by using more experienced employees was in-
troduced into the world of business and government in the 
1970s (Bendixen-Noe and Giebelhaus, 1997).   Gold (1996) 
and Tellez (1992) state that attempts to establish such pro-
grams in schools, colleges and universities, and states in an 
effort to help new teachers as they entered the profession 
began in the 1980s. 

As states grapple for direction, they often look to each 
other;  however, with regard to mentoring, state initiatives 
that extend teacher preparation into the first year of teach-
ing vary in terms of  both procedures and processes.  The 
National Association of State Directors of Teacher Educa-
tion (NASDTEC),  notes the variation in programs across 
states in the 1996-1997 NASDTEC Manual.  Of the just 28 
states noted in the Manual as having mentoring programs or 
Beginning Teacher Support Systems (BTSS), only 15 re-
quire all  beginning teachers to participate in the programs. 
Most state initiatives included some sort of training for the 
beginning teacher (20), but only 16 states have allocated 
additional funding to support beginning teacher mentoring 
programs.  In addition, there is little mention of mentor se-
lection and/or training and few of the states involve the 
teacher preparation institutions in the support system for 
beginning teachers.  Finally, the policies regarding the evalu-
ation of mentoring programs and those which extend sup-
port beyond the first year vary greatly from state to state. 
Without clear focus of what constitutes effective mentoring, 
that is models, there is little wonder why inconsistency and 
lack of focus may occur in mentoring programs. 

Mentoring Models 

The need to develop models, therefore, which can pro-
vide consistency and focus to the development of local 

mentoring programs is warranted.  These models should in-
clude:  a framework for selection and training of mentors; 
opportunities for mentors and their protégé to work together 
—including opportunities for direct observations of teach-
ing;  opportunities for beginning teachers to participate in 
on-going professional development;  and guidelines for as-
sessment and evaluation of the mentoring program. 

The selection of mentors is critical to the success of any 
mentoring model.  The role of mentor implies that the expe-
rienced teacher selected will be not only a highly competent 
teacher that understands pedagogy and has extensive con-
tent knowledge, but one who has the desire and ability to 
nurture others.  Not all experienced teachers possess these 
traits.  Therefore, it is important for mentoring programs to 
have guidelines for selection that address the characteristics 
valued in mentors.  Enz (1992) four considerations that 
should be examined as a district develops criteria for selec-
tion of mentors:   personal characteristics, professional skills, 
functional concerns, and practical concerns.  Personal char-
acteristics include such attributes as thoughtfulness 
(reflectivity), facilitativeness, and integrity.  Professional 
skills incorporate pedagogical and communicative skills.  A 
mentor should “possess current professional knowledge and 
demonstrate a high degree of  instructional expertise, such 
as the understanding of their students’ social, physical and 
emotional development, mastery of curriculum, content, and 
instructional pedagogy” (p. 67).   Further, functional and 
practical concerns must be considered if the mentoring pro-
gram is to succeed.  Functionally, mentors must view them-
selves as more than “buddies”;  effective mentoring requires 
that mentors not only possess expertise in teaching, but have 
knowledge of teacher development, beginning teacher prob-
lems, adult development and the skills associated with rec-
ognizing effective teaching, and conducting observations/ 
supervision (O’Dell, 1987).  Finally there are practical is-
sues that should be addressed.  For example, teaching as-
signments should be considered.   Huffman and Leak (1986) 
note that matching grade and/or content specialty maximizes 
the mentor’s opportunity to use the knowledge and skill at-
tributes and increases the likelihood that the protégé will 
benefit from such expertise.  In addition a mentor should 
not only have the time to provide quality mentoring, but 
should be close enough in proximity (e.g. same school) to 
allow opportunities to interact with the beginning teacher. 

Once the selection criteria has been established, effec-
tive mentoring programs provide training for the develop-
ment of good mentors.  Although  recognized as highly 
competent and effective teachers, prospective mentors may 
not have a framework of how to talk about teaching and 
learning in a logical, systematic way.  Providing such a frame-
work enhances the communication and interaction between 
mentor and protégé.  In Ohio, where mentoring of all entry- 
year teachers is mandated, the 1996 Teacher Education and 
Licensure Standards (Administrative Code 3301-24)  state 
that mentors “will offer the support necessary to success-
fully transition into ‘real world,’ full-time classroom chal-
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lenges” (p. 3) with no mention of how this should be accom-
plished.  This process is left up to each school district to 
determine even though what districts do with regard to 
mentoring - or do not do - may impact how well  beginning 
teachers are prepared for the state’s performance-based as-
sessment for licensure.  Recent research  (Giebelhaus and 
Bowman, 1997, 1999;  Giebelhaus, Bendixen-Noe, and 
Nichelson, 1999) indicates that training of mentors does in-
crease the effectiveness of mentoring with regard to the dem-
onstration of identified effective teaching behaviors. 
Training can provide focused interaction vital if  mentoring 
programs are to achieve the ultimate goal - providing com-
petent teachers for every child. 

Mentoring also requires time for  both mentor and 
protégé.  It is impossible for a mentor with his/her own class-
room responsibilities to find the time to establish a relation-
ship with a beginning teacher, much less to conduct 
observations and give feedback, without some form of “time” 
support from the administration.  Support for the develop-
ment of such relationships is critical in the success of 
mentoring  programs.  School district administrators cannot 
assume that by naming a mentor, mentoring will occur.  Suf-
ficient support includes proximity of mentor to protégé and 
time for interactions, both formal and informal. 

Just as mentors require initial training in their role and 
the associated skills, continuing professional development 
of the beginning teacher through in-service training is an-
other aspect of mentoring programs that should be consid-
ered.  These activities can be informal workshops and 
seminars where beginning teachers meet with each others 
and with their mentors to address specific issues, problems, 
or concerns.  Incentives for additional “formal” training can 
also be established for beginning teachers to extend their 
knowledge and skills through additional university course 
work. 

And finally, models of mentoring programs should in-
clude a means for gathering information to assess and evalu-
ate the effectiveness of the program.  Such data could come 
from a variety of sources including teacher (administrator, 
mentor and protégé) surveys, retention rates, student sur-
veys and/or achievement information, and participation data. 
Information should be gathered and analyzed in order to 
determine whether the needs of the state, district, school and 
individuals  are being met. 

If models of effective mentoring programs are to be 
developed based on state initiative and regulations, the state 
must support and encourage that process.  Expectation need 
to be clear.  Resources and technical assistance must be avail-
able.  Providing leadership by offering various ways in which 
mentoring programs can be developed is critical.  Finally, 
when state policy requires school districts to implement 
mandates, it must disseminate information about the models 
that work.  Once the policy has been established, the role of 
the state is to assist districts as they attempt to negotiate the 
unfamiliar territory. 

Funding 

Perhaps the most critical issue facing states is that of 
funding generally.  When it comes to mandated initiatives, 
the term “unfunded mandate” sends chills down the spine of 
district boards of education and superintendents.  The re-
quirement to implement mandated mentoring for induction 
year programs is just one more item—one more mandate— 
that demands a “slice” of the district’s fiscal pie.  For states 
then, the questions are, “Where do the funds come from?”, 
“How do we disburse funds equitably to all school districts?” 
and “How much and to whom is the funding given?”  It is 
obvious that to train mentors, to provide them with time to 
work with new teachers and to collect information and dis-
seminate the results . . . all of this takes money.  States send 
a clear message to local school districts regarding the im-
portance of mentoring programs by the amount and kinds of 
funds that are allocated. 

Some states have initiated the “unfunded mandate”, 
which guarantees uneven compliance or in many cases non- 
compliance!  Other states have adopted the system of com-
petitive grants.  Again, there is an enormous opening for 
uneven compliance and unequal opportunity.  If a mentoring 
and support system for beginning teachers is mandated, then 
the funding should accompany the law.  The manner in which 
the funding is dispersed is not as important as the fact that 
money is available to support model building and imple-
ment the requirements established within the state policy 
decision. 

In at least one state, Ohio, where the mandate was first 
initiated as an “unfunded mandate” for most school districts 
in the late 1980s, it has since become part of the Teacher 
Education and Licensure Standards (1996).  Funding has 
been provided through grants, both federal and state. In the 
grant proposal requirements, local school districts and insti-
tutions of higher education have been encouraged to work 
together to establish mentoring networks.  The state has de-
veloped and adopted a framework for mentor training which 
includes identification of and discussion around specific 
effective teaching behaviors.  Although each local school 
district develops their own model for mentoring meeting their 
unique needs, all are linked to the performance-based li-
censing requirements for new teachers.  Because the fund-
ing is currently limited to those who successful apply for 
grants, funding in Ohio to meet the mandated requirement 
for mentoring of beginning teachers is unequal.  Will this 
impact the success of beginning teachers on the mandated 
performance-based assessment for licensure? 

Recent studies (Giebelhaus and Bowman, 1997, 1999; 
Giebelhaus, Bendixen-Noe, and Nichelson, 1999) suggest 
that it very well may.  In a quasi-experimental study of stu-
dent teachers and their mentors, Giebelhaus and Bowman 
(1997, 1999) found that student teachers whose mentor (co-
operating teacher) were trained in a common framework for 
discussing teaching and learning—Pathwise (ETS, 1995)— 
demonstrated more effective teaching behaviors than those 
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whose mentor had no such training.  Findings from a causal 
comparative study by Giebelhaus, Bendixen-Noe and 
Nichelson (1999) reveal that entry year teachers whose men-
tors were trained and who used specific strategies like ob-
servation and conferencing around a framework of specific 
teaching skills were more successful than those who did not 
have such mentoring opportunities. 

These studies would suggest that quality and type of 
mentoring program within a district may be a factor that pro-
spective teachers should discuss and consider as they de-
cide where to teach, especially where “high stakes” 
performance assessments for licensure are in place, such as 
Ohio. 

Conclusions 

For states trying to establish and implement high stan-
dards for teacher preparation and professional development 
through initiatives like mandated beginning teacher support 
programs, the on-going challenge is to engage the stakehold-
ers while maintaining consistent standards for each.  With 
regard to mentoring, stakeholders include not just beginning 
teachers and the children they teach, but the school districts 
that hire them and the colleges and universities that prepare 
them.  Mentoring, although well supported in the literature 
as likely to produce more effective practitioners, is a change 
from the norm;  change is  a challenge to some, but to others 
it is difficult and threatening.  State agency representatives 
who are charged with the implementation of such policies 
must have the fortitude to stand fast and maintaining consis-
tency in order to provide opportunities for such mandates to 
reach their full potential.  In Ohio, the state has implemented 
a statewide program for training mentors to work with be-
ginning teachers.  The state has also developed a source of 
funding such programs.  The challenge for any state, includ-
ing Ohio, once it has begun the journey down the long road 
of successful implementation of initiatives which force 
change, is maintaining the momentum of change without 
veering off the road. 

Linda Darling-Hammond (1996) stated that the lack of 
effective mentoring is one of the barriers to having compe-
tent teachers for every child.  If this is true, and there is 
increasing evidence to support this, then it is imperative that 

states take the leadership role in developing, ensuring, and 
maintaining comprehensive, systematic mentoring and sup-
port programs for all beginning teachers.  If successful, the 
journey towards effective mentoring programs for beginning 
teachers will reach far beyond tomorrow . . . it is a journey 
that should strengthen the profession and ensure competent 
teachers for every child. 
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Today was just like any other day for Cinderella at the 
swimming hole.  Just like all the other days, she would con-
tinue to swim the murky waters alone, perfecting her strokes 
in hopes of reaching the distant shore.  Unlike a host of other 
swimmers, she had to swim the deepest parts of the lake for 
Cinderella was new, and the more experienced swimmers 
knew the hardships of the deep water currents.  They took 
up the shallow areas near the shore.  She would learn just 
like everyone else—to sink or swim by handling the rough-
est waters.  Thus it is for too many of America’s beginning 
teachers.  Just like our imaginary Cinderella learning to swim 
alone in the roughest waters, too many of our beginning 
teachers are learning to teach in isolation of placed in cli-
mates not conducive to developing effective teaching skills. 

Though a number of states and local school systems 
have developed induction programs of one sort or another, 
there are still too many of our best and brightest beginning 
teachers leaving the profession.  Too many are still learning 
to swim on their own; too many are still being evaluated and 
offered remedial help with little concern for the expressed 
needs of the situation or the individual’s unique attributes. 
Too many programs are simply an orientation program to 
indoctrinate or simply another layer of evaluation, a deficit 
model which sees the beginning teacher as one who lacks 
specific skills and its role is thus to correct any specific prob-
lem areas. 

Today, it is more important than ever to promote com-
prehensive, developmental induction programs which con-
centrate not only on orientation and development of strengths 
but on the situational, personal and professional concerns 
of our beginning teachers.  Our beginning teachers need more 
than a dose of standardized pedagogy and evaluation of their 
mastery of the “golden rule”.  Our programs need to de-
velop personal strengths and ideas to change education for 
the better, not stifling the creativity and idealism of first year 
teachers by legislating dependency on accepted methods and 
materials.  It is time to take aim at programs that dignify, 
humanize and develop professional personnel who strive to 
master the art of teaching. 

So what can be done to make the waters calmer for our 
Cinderellas?  What restructuring of the swimming hole is pos-
sible that will allow Cinderella to perfect her strokes and swim 
the waters of today’s classroom?  Perhaps the single most 
important answer rests with fellow swimmers designated as 
mentors.  One who plays a number of roles over time, roles 
such as a trusted guide, advisor, model, supporter, protector, 
challenger, opener of doors, confidant, and/or simple col-
league.  One who can facilitate growth in another by being 
positive, trustworthy, accepting, non-threatening, and caring. 
One who can communicate unambiguously and allow another 

his/her own separateness.  Perhaps it is the mentor who truly 
holds the key to the beginner’s swim to shore.  As with any 
educational program, basic questions come to mind when 
examining use of mentors in induction programs. 
1. What should be the primary aims of a mentoring pro-

gram? 
2. How should mentoring programs be evaluated? 
3. What are the characteristics of an effective mentoring 

program? 
4. Who should be in charge of deciding? 

These questions offer an argumentative framework for 
viewing various mentoring efforts and for analysis of is-
sues associated with the diversity of programs.  Answer-
ing and exploring the gray areas provides an avenue for 
defining the critical issues.  Using this perspective, two 
critical elements in teacher mentoring and induction pro-
grams emerge - what should be the primary aims and how 
should the program be evaluated?  From answering these 
two questions, the other questions are resolved. 

Take Aim 

First, mentoring programs need to take clear aim at 
how they will interact with the early career teacher.  In 
examining the diversity in programs goals, most mentoring 
efforts can be divided into either evaluative (where the 
mentor is part of the evaluative process for retention or 
certification) or developmental (where the mentor has no 
authority to evaluate but assists in the teacher’s develop-
ment based on situational needs).  Because first-year teach-
ers have different personality needs and behavioral 
tendencies which are illustrated in such factors as gender, 
marital status, age, parenthood, educational level, school 
placement, and other such factors and because each is 
placed in different school climates, it is apparent that for 
mentoring programs to be effective they will have to offer 
individualization and diversity through meeting both per-
sonal and professional needs.  Following this logic, potent 
programs would base most of their interaction on meeting 
the situational personal and professional needs as perceived 
by the beginning teacher and not only on outside evalua-
tion deficits derived from mentor observations. 

As with any effective program, whether developmen-
tal or deficit oriented, the specific aims should be derived 
from a clear philosophical orientation and research ori-
ented rationale.  Though different induction programs de-
lineate their goals in various fashions, effective programs 
contain part or all of the following aims.  Clearly focused, 
effective programs typically: 

Mentoring:  Aim and Assess 
Charles K. Runyan 

Pittsburg State University 
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1. Have a fundamental philosophy which recognizes the 
beginning teacher as one who has a set of skills and 
needs, and as a result of the program: 
a. Develops, extends, modifies, or refines these 

skills; 
b. Orients the beginning teacher to the school sys-

tem; and 
c. Addresses and meets the perceived personal 

and professional needs of the teacher. 
2. Have a well defined set of rationales and goals. 
3. Provide continuous year-long support from the pre- 

school orientation to third-year tenure through various 
organized support systems. 

4. Use various personnel to offer a vast array of materials, 
instruments, and activities to personalize each begin-
ning teacher’s year. 

5. Have mentors selected, trained and focused using cur-
rent knowledge available about the beginning teacher. 

6. Provide frequent support interaction and targeted top-
ics to help the beginning teacher in adjusting, express-
ing needs, and developing. 

7. Offer a large number of instructional and non-instruc-
tional areas on which the beginning teacher could focus 
when the need surfaces; 

8. Not interfere with the school evaluation system but al-
low for the program to provide an improvement system 
for any weaknesses found in the formal evaluation. 

9. Be able to show positive growth from the beginning 
teacher’s own perceptions of skills and knowledge as 
well as other qualitative and quantitative data. 
From this set of aspirations, influential mentoring pro-

grams take aim and develop mentors who can effectively 
accompany our Cinderella across the swimming hole. 
Through the program, they understand their roles as a swim 
coach and can personally facilitate the development of the 
Cinderella’s swim strokes, realizing they can’t swim every 
stroke at once.  They have been trained and can help the 
Cinderella cope with the waves that throw her off course. 

Because of the importance of continuous daily support 
through mentor activity, an effort is made by effective pro-
grams to train the participating mentors in specific interac-
tion skills and research-based activities which could be 
effectively used with the beginning teacher.  To help effec-
tive programs take aim, specific goals are usually established 
for mentor proficiency.  For the training to be successful, 
the mentor should be able to: 
1. Conceptualize the general characteristics, needs, con-

cerns, and expectations of the beginning teacher; 
2. Understand the components of developmental begin-

ning teacher induction programs; 
3. Interact and communicate with the beginning teacher 

in a non-threatening, supportive manner; 

4. Assess and interpret specific classroom needs and prob-
lems of the beginning teacher using checklists, assess-
ment instruments, and personal conferences; 

5. Analyze, focus, and support specific teacher classroom 
needs using peer coaching techniques and conferencing; 

6. Use data collection instruments in observing class ac-
tivities to focus classroom observations; 

7. Incorporate the personal, professional, and personality 
needs of the beginning teacher into activities and inter-
action; 

8. Implement developmental activities that will offer the 
beginning teacher additional knowledge, skills, and at-
titudes for successful teaching performance; and 

9. Serve effectively as a developmental mentor who can pro-
vide an orderly, personalized transition from preservice 
preparation to the first three years of teaching. 
In essence, mentors should aim to be more than simple 

colleagues who occasionally help the beginning swimmer 
through the nuances of the American educational waters. 

Assess 

Next, mentoring programs need to clearly assess how 
well they fostered the development of the early career teacher. 
In examining this area of how mentoring programs should 
be evaluated, convincing programs offer both quantitative 
and qualitative data to illustrate to what extent its aims and 
aspirations were met.  In order to assess, modify, and refine 
programs, it is important to construct an evaluation system 
which is multifaceted.  Questionnaire responses and percep-
tion differences from both beginning teachers, mentors, and 
principals could be used to assess the program subjectively. 
Retention rates, teaching performance standard compliance, 
student performance, portfolio documentation, and quanti-
tative positive growth from the beginning teacher’s own 
perception of skills and knowledge could be used to show 
statistical data. 

One of the most promising avenues for evaluating 
mentoring programs involves using the theoretical frame-
work that each teacher is in a state of becoming and each 
tends to move through defined stages from a survival men-
tality to making an impact on every child.  Numerous re-
searchers have examined developmental stage differences 
of beginning teachers from different angle (Fuller and Bown, 
1975; Hall and Jones, 1976; Pataniczek, 1978; Hunt and 
Michael, 1985; Cruickshank and Callahan, 1983; Hitz and 
Roper, 1986; and Smith and Sanche, 1993).  However, one 
of the most promising examples of using a developmental 
stage framework to assess program effectiveness can be 
found in the Kansas Early Career Teacher Development pro-
gram.  This program is a continuous teacher training part-
nership between Pittsburgh State, Emporia State, Southeast 
Education Service Center, and 68 school districts in Kan-
sas.  Through its evaluation instrument, the Teacher Needs 
Assessment Questionnaire (TNAQ), the program for early 
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career teachers is capable of identifying developmental stages 
and illustrating group and individual movement from one 
stage to another. 

Evolving from seven years of research and six statisti-
cal studies with over 700 teachers of various years of expe-
rience, the Teacher Needs Assessment Questionnaire was 
developed and a three stage theoretical base crystallized 
(Runyan, Sparks, Lipka, et. al., 1993, 1994, 1995, 1996, 
1997, 1998).  Designed to measure specific instructional and 
professional needs by examining the teacher’s own percep-
tion of importance, mastery, and desire to improve on 49 
given statements, the instrument numerically derives a Need/ 
Desire (N/D) score which is used to establish individual need 
priorities.  The researchers took the position that to estab-
lish a need there should be a perception that it is important, 
that it is not presently being done well, and there is an aspi-
ration to improve.  These need/desire scores could then be 
ranked and prioritized to help set target areas as well as track 
development through stages. 

To trace progression, the program collects data on the 
beginning teachers development three times a year using the 
TNAQ.  Using as a foundation the Fuller and Bown (1975) 
stages of survival, mastery, and impact, the instrument sta-
tistically uses the 49 items to show quantitative professional 
progression for early career teachers through three stages— 
Establishing Structures (Survival), Developing the Science 
of Teaching (Mastery), and Cultivating the Art of Teaching 
(Impact).  In essence, by using a theoretical stage frame-
work, the program strives to move each teacher from a sur-
vival mentality to making an impact on every child.  These 
stages and their characteristics are: 
Establishing Structures 
• Acquiring supplies and establishing room layout 
• Knowing school policies, norms and culture 
• Building staff relationships 
• Establishing classroom procedures and routines 
• Setting rules and reinforcing them to gain respect of stu-

dents 
• Expanding subject matter knowledge 
• Planning lessons for high time on task 
• Coping with evaluation, other’s opinions, and fear of 

failure 
Knowing parents and opening lines of communication 

Developing the Science of Teaching 
• Using various models of teaching correctly 
• Acquiring innovative techniques, activities, and ideas 
• Asking classroom questions effectively and providing 

review and practice 
• Providing timely assignment feedback and furnishing 

justification for grades 
• Giving clear directions, illustrations, and transitions so 

classroom activities move smoothly 
• Identifying learning styles, characteristics, and needs of 

class 

• Providing sponge activities to keep students busy 
• Managing time pressures 
Developing the Art of Teaching 
• Being novel, vivid, and varied in teaching strategies 
• Achieving equity in monitoring, questioning and feedback 
• Showing high expectations for every student and moti-

vating all students to succeed 
• Striving to meet the individual academic, emotional and 

social needs of students 
• Developing consistency in enthusiasm, fairness and hu-

morous disposition 
• Being a role model who shows empathy, warmth, and 

respect to each student 
By using the beginning teacher’s own perceptions of 

need at various times throughout a three-year period and 
tracking the data, a program can illustrate each teacher’s 
movement through developmental stages.  This kind of de-
velopmental orientation holds great promise for inspiring 
mentoring programs to assess their performance and pro-
vide focus towards an end result. 

So what can be done to make the waters calmer for our 
Cinderellas?  One answer is to aim and assess developmen-
tally.  Programs must understand that not all Cinderellas dress 
the same or swim in the same pond; they don’t all react to 
the same currents in the same manner.  But because they are 
all swimmers they ten to learn the strokes in like manner, 
some taking more time than others, all hoping to have an 
impact on every child.  By providing a needs-based devel-
opmental environment where there is positive, targeted, non- 
threatening mentor interaction, and by grounding much of 
its evaluation on the quantitative and qualitative perceptions 
of the beginning teacher as they are perceived in a state of 
development, a mentoring program has a good chance of 
penetrating the isolation so destructive in beginning a ca-
reer and developing master swimmers who have the capac-
ity to make a difference with every child. 

References 

Cruickshank, D., and Callahan, R.  (1983).  The other side 
of the desk: Stages and problems of teacher development. 
The Elementary School Journal, 83(3), 251-258. 

Fuller, F., and Bown, O. (1975).  Becoming a teacher. In K. 
Ryan (Ed.),  Teacher Education, Part II, the 74th Year-
book of the National Society for the Study of Education. 
Chicago: University of Chicago Press. 

Hall, G., and Jones, H.  (1976).  Competency-based educa-
tion.  Englewood Cliffs, NJ: Prentice-Hall. 

Hitz, R., and Roper, S.  (1986).  The teacher’s first year: 
Implications for teacher educators.  Action in Teacher 
Education, 8, 65-71. 

Hunt, D., and Michael, C.  (1985).  Mentorship: A career 
training and development tool.  Academy of Management 
Review, 8, 475-485. 



Volume 12, Number 4  ·  Fall 1999 Mid-Western Educational Researcher 17 

Johnson, J.  (1988).  Professional and personal needs of be-
ginning teacher.  Paper presented at the National Acad-
emy of Planning and Induction Programs, Providence, RI. 

Pataniczek, D.  (1978).  Professional and personal needs of 
beginning teachers.  Unpublished doctoral dissertation, 
Michigan State University. 

Runyan, C., Sparks, R., and Lipka, R. P.  (1993, October). 
Using needs assessment during student teaching: A pre-
liminary study using a needs assessment instrument to 
train preservice teachers.  Paper presented at the annual 
meeting of Mid-Western Educational Research Associa-
tion, Chicago. 

Runyan, C., Sparks, R., Hurford, D., and Lipka, R. P.  (1994, 
October).  Using needs assessment during student teach-
ing: A needs assessment instrument to train preservice 
teachers:  Using a factor analytic study to refine a needs 
assessment instrument.  Paper presented at eh annual 
meeting of Mid-Western Educational Research Associa-
tion, Chicago. 

Runyan, C., Sparks, R., Huford, D., and Lipka, R. P.  (1995, 
October).  Needs assessment to train preservice teach-
ers: Using two factor analytic studies to refine a needs 
assessment instrument.  Paper presented at the annual 
meeting of Mid-Western Educational Research Associa-
tion, Chicago. 

Runyan, C., Sparks, R., Huford, D., and Lipka, R. P.  (1996, 
October).  Developmental stages of preservice and early 
career teachers through needs assessment.  Paper pre-

sented at the annual meeting of Mid-Western Educational 
Research Association, Chicago. 

Runyan, C., Sparks, R., McDougle, K., and Adams, S.  (1997, 
October).  Identification of preservice and early career 
teacher developmental stages through needs assessment. 
Paper presented at the annual meeting of Mid-Western 
Educational Research Association, Chicago. 

Runyan, C., White, V., Hazel, L., and Hedges, D.  (1997, 
April).  Kansas beginning teacher development through 
mentoring.  Paper presented at the 10th annual confer-
ence of the International Mentoring Association, Phoe-
nix. 

Runyan, C., White, V., Hazel, L., and Hedges, D.  (1998, 
February). A seamless system of professional develop-
ment from preservice to tenured teaching.  Paper pre-
sented at the annual meeting of American Association of 
Colleges of Teacher Education, New Orleans. 

Runyan, C., Sparks, R., and McDougle, K.  (1998, Febru-
ary).  Continuous teacher development through partner-
ships.  Paper presented at the annual meeting of Associa-
tion of Teacher Educators, Dallas. 

Smith, D., and Sanche, R.  (1993).  Personally expressed 
concerns: A need to extend the Fuller model?  Action in 
Teacher Education, 15(1), 36-41. 

Veeman, S.  (1984).  Perceived problems of beginning teach-
ers.  Review of Educational Research, 54, 143-178. 

Zey, M.  (1984).  The Mentor Connection.  Homewood, IL: 
Dow Jones-Irwin. 

A Letter from the President Regarding MWERA 
and the 21st Century 

Thomas S. Parish 
Kansas State University 

The Mid-Western Educational Research Association has had a stellar history, but its future looks very bright 
too.  Yes, for nearly a quarter of a century MWERA has been a home for researchers, scholars, professors, 
teachers, and administrators.  During this period of time, collaborations have developed, research has been shared, 
and good times have been had by all.  As the current president of MWERA, it is obvious to me that these benefits 
will continue well into the next century because we’re not just fellow researchers, teachers, and administrators, 
etc., from around the midwest and the nation, but we’re all very good friends too.  Truly, it has been said that the 
only thing better than aged steaks is ol’ friends, and it’s upon that foundation, i.e., friendship, that the Mid- 
Western Educational Research Association—and its members—will continue to grow together well into the next 
century, and perhaps long after that!  So may we always look forward to the next meeting, hoping that it will be as 
good as the ones we’ve had, but we must keep in mind, however, that what really makes MWERA so great are our 
many positive interacitons, and all the fun we’ve had, as well as the full realization that the best really is yet to 
come and that MWERA is not a fad. 
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Rick, an experienced elementary principal, was con-
cerned about the failure rate of the beginning teachers in his 
school.  When he initiated the mentor program this year, he 
was confident that he had solved the problem and that the 
outcome would be positive.  Now he was shocked by the 
beginning teachers’ evaluations. 

“My mentor gave me great suggestions, but I would 
like to hear the principal’s views on what he con-
siders good teaching and appropriate discipline. He 
is the person who will evaluate me and I want to 
know if I am doing OK.” 
“My mentor told me that the principal wasn’t 
pleased with the noise level in my room.  I feel 
uncomfortable that they are discussing me. I wish 
the principal would speak directly to me instead of 
telling my mentor.” 
“I wish my mentor would meet with me regularly. 
She tells me to see her if need something, but I feel 
like a bother when I go to her with a problem.” 
Rick, like many principals, recognized the need for be-

ginning teacher induction and assumed that the solution to 
the problem rested solely with the assignment of mentors. 
He randomly assigned experienced teachers as mentors with-
out providing guidelines, training, or support for them. To 
compound matters, Rick assumed that the mentors would 
“handle things” and he ceased interacting with the first-year 
teachers. 

The problems that Rick experienced are commonplace 
in many schools.  Busy principals, grasping at solutions to 
assist their beginning teachers, randomly assign experienced 
teachers as mentors. Confident that they have solved the 
problem, the principals move on to other tasks, leaving the 
mentors solely responsible for inducting the beginning teach-
ers (Brock and Grady, 1997; Brock and Grady, 1998).  The 
mentors struggle, achieving varying levels of success, and 
the beginning teachers wonder why their principal doesn’t 
interact with them.  As one beginning teacher reported, “My 
principal welcomed me to the building and assigned me to a 
mentor.  Now I don’t ever have an opportunity to talk with 
her.” 

Initiating a Program 

Principals play a key role in inducting beginning teach-
ers into their schools (Hughes, 1994; Lieberman and Miller, 
1994).  One of the most effective induction methods is a de-
velopmental teacher induction program that includes a men-
tor program.  The mentor component is an organized and 
systematic process in which a skilled and experienced teacher 
provides guidance to a novice (Heller and Sindler, 1991). 

The role of the principal in the mentor program is to 
lead the initiative for program development, provide ongo-
ing monitoring, and evaluate program effectiveness.  Steps 
in program development include: 1) conducting a needs as-
sessment to determine a rationale for the program, 2) evalu-
ating the availability of funding and resources, and 3) 
determining if the school community will support the pro-
gram. To be effective, a mentor program requires the com-
mitment of the entire faculty and a supportive school 
atmosphere (Brock and Grady, 1997). 

Once a decision is made to create a program, the princi-
pal guides the development of goals that tailor the program 
to the specific school setting.  These goals provide the frame-
work for the program (O’Dell, 1989).  The next steps in-
clude: a) defining the needs of the beginning teachers, b) 
establishing criteria for selection of mentors, c) defining 
mentors’ roles, and d) determining the length of mentors’ 
service and commitment (Heller and Sindler, 1991). 

Defining the Needs of Beginning Teachers 

Commonly thought of as new college graduates, begin-
ning teachers are actually a diverse group. Some beginning 
teachers are simultaneously embarking on adulthood and a 
professional teaching career.  Others are mature adults who 
recently completed teacher training, or are re-entering the 
profession after raising a family.  Some beginners may be 
experts in a discipline but have had no teacher training (Brock 
and Grady, 1997). 

Given the diversity of beginning teachers, the content 
and process of mentoring need to adapt to their specific cir-
cumstances (Brock and Grady, 1997; Brock and Grady, 
1998). A needs assessment before school begins and repeated 
periodically throughout the year will allow the principal to 
structure a program that is responsive to the needs of the 
beginning teachers.  Mentors will understand and be able to 
respond to the more specific needs of their mentees. If the 
mentor program is well designed, it has the potential to be 
responsive to individual needs and deliver continuing pro-
fessional development throughout the first years of an 
individual’s professional experience. 

Selection of Mentors 

The ability of the mentors is a critical component of a 
mentor program. However, the mentors in many schools are 
randomly selected.  In some schools, the mentor teacher’s 
personality, similarity of teaching assignments, or proxim-
ity to the newcomer’s classroom is the sole determinate of 
mentor assignments.  Although this method occasionally 
produces desired outcomes, a more structured approach is 
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more likely to yield consistent success (Brock and Grady, 
1997). 

A quality mentor program provides specific criteria for 
selection of mentors.  Principals determine criteria that are 
based on the goals of the school and the program. Sugges-
tions for criteria include: a) experiences appropriate to the 
teacher’s assignment, b) pre-requisite knowledge, skills, at-
titudes, and values and c) familiarity with the school and 
district’s policies, procedures, organizational structure, cur-
riculum, courses of study, and competencies (Gordon, 1990; 
Haipt, 1990). 

Obviously, the mentor should be considered an expert 
teacher who has exceptional abilities in relating and com-
municating with other adults.  A mistake, commonly made 
by principals, is assuming that an individual who works well 
with children will relate well with an adult in a mentoring 
situation.  Mentors who work with adults have exceptional 
listening skills, are able to define a problem, generate alter-
native solutions, and work with a novice to select, imple-
ment, and evaluate a course of action.  Most important, good 
mentors are able to offer suggestions and possibilities with-
out encroaching on and diminishing the confidence and de-
cisions of the novice teacher (Feinman-Nemser and Parker, 
1990). 

Practical considerations for mentor selection include 
proximity of classrooms, similar grade levels or course as-
signments, shared planning periods, philosophies and teach-
ing styles.  Gender, age, personalities, and interests are 
variables to consider for compatibility. Criteria should also 
take into account the respect of the mentor by peers, com-
mitment to the teaching profession, desire to work with a 
novice, and willingness to spend the time and energy re-
quired (Brock and Grady, 1997). 

Defining Mentors’ Roles 

Mentors need to know the intended goals for the men-
tor program and their role in attaining those goals.  A men-
tor may serve in a variety of roles, such as role model, 
sponsor, teacher, coach, encourager, nurturer, and friend. 
Usually it is assumed that the mentor’s role is to assist a 
less-experienced person for the purpose of promoting the 
novice’s professional development.  Whatever the specific 
function of the mentor program, program goals and the role 
expectation for mentors must be clearly stated and with plans 
established for their attainment (Janas, 1996; Heller and 
Sindelar, 1991). 

Along with role expectations, the duration of the men-
tor relationship should be defined. Formal mentor periods 
usually extend for one or two years. However, if a friend-
ship or strong personal bond develops, informal mentoring 
may continue for several years (Janas, 1996; Heller and 
Sindelar, 1991). 

A typical scenario is the pairing of a master teacher with 
an inexperienced teacher for the purpose of socializing the 

newcomer into the school. Usually this formal induction 
process lasts for one year or throughout the probationary 
period of the school district.  Ideally, a positive relationship 
develops between mentor and novice during the formal 
mentoring period. When this occurs, informal mentoring and 
professional collaboration often continue long after the for-
mal process ends. 

A committee composed of faculty plus the principal 
should determine the roles of the mentors.  If possible, input 
from novice teachers should be included. These roles will 
likely be re-visited and re-vised throughout the mentor pro-
gram as mentors and new teachers evaluate their effective-
ness (Heller and Sindelar, 1991). 

Training for Mentors 

Training, although seldom provided by schools, is 
equally as important as mentor selection (Brock and Grady, 
1997; Brock and Grady, 1998).  Mentors need orientation 
to familiarize them with the mentor program and then ongo-
ing sessions to update skill (Janis, 1996).  The orientation 
could occur during a one-day training period of four or five 
hours prior to the opening of the academic year (Heller and 
Sindelar, 1991).  Subsequent sessions should be scheduled 
throughout the year to provide opportunities for skill devel-
opment.  Time should be provided for mentors to discuss 
their roles and obtain feedback from others. 

The process and substance of the training should be 
determined by the goals of the mentor program and the school 
context within which it operates (Heller and Sindelar, 1991). 
A good starting point is a mentoring handbook that includes 
topics, such as: the purpose of the program, suggested roles 
of the mentor, guidelines for classroom visits, and summa-
ries of the school’s discipline, due process, and attendance 
policies and procedures (Heller and Sindelar, 1991).  If 
mentors are expected to perform classroom observations and 
share insights with novice teachers, they need to be taught 
these techniques.  Training should be provided that includes 
skills in pre-conferencing, classroom observation techniques, 
data collection and interpretation, diagnostic strategies, ef-
fective questioning, reflective listening, and post- 
conferencing (Brock and Grady, 1997).  To facilitate smooth 
relationships between novice and mentor, skills in conflict 
resolution should be included (Janis, 1996). 

Principal’s Involvement 

The principal needs to initiate the mentor program by 
meeting with the new teachers and mentors to clarify expec-
tations for the program, the working relationship of partici-
pants, and the non-evaluative role of the mentor.  Throughout 
the process, principals should monitor the interactions of 
teachers and mentors without breaching the confidentiality 
required in the mentor-mentee relationship.  If relationships 
between teacher and mentor prove unsatisfactory, the prin-
cipal should quickly provide an alternative mentor (Fischer, 
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1997).  Some principals meet regularly with mentors to dis-
cuss issues that need to be resolved and solicit suggestions 
for program improvements (Heller and Sindelar, 1991). 

Principal’s Interactions 

Mentors provide assistance but are not a substitute for 
beginning teachers’ need to interact with the principal. Be-
ginning teachers identify the principal as a key figure in their 
assistance and support. The principal is the person likely 
responsible for them being hired and the individual who will 
evaluate their teaching.  Thus, beginning teachers want and 
deserve feedback from the principal. When this support and 
affirmation isn’t received, beginners feel abandoned and frus-
trated.  Novice teachers need assistance from both princi-
pals and mentors.  Each provides unique perspectives, with 
the mentors’ work complementing that of the principal. 
(Brock and Grady, 1997; Brock and Grady, 1997). 

The area most elusive to beginning teachers is the 
school’s culture. Culture constitutes the routine behaviors 
defined by the unwritten rules and norms developed over 
the years of the school’s existence (Brock and Grady, 1997). 
When teachers say, “It’s the way we do things around here,” 
they are referring to school culture. As new teachers join the 
school, their views are shaped by and in turn perpetuate the 
culture (Hanson, 1996). 

Beginning teachers often have trouble understanding the 
school’s culture because it is unwritten and thus elusive. They 
can find answers to explicit rules and procedures in hand-
books. However, it’s the maze of unwritten rules that are 
more likely to govern what people do than the written poli-
cies and procedures. Teachers are more likely to teach ac-
cording to the prescribed norms of the school than any 
directives from the administration. These are the “rules” that 
aren’t written down anywhere that pose problems for begin-
ning teachers.  So ingrained are the rules, that even well- 
meaning mentors and veteran teachers don’t think to share 
them (Brock and Grady, 1997; Sergiovanni, 1994). 

As developer and nurturer of the school’s culture, the 
principal plays a pivotal role in sharing that culture with 
beginning teachers. The perceptions of the social and cul-
tural factors of a school have a greater influence on novices 
than the schools formally-stated goals. Beginning teachers 
need to know the school’s history, traditions, legends, and 
myths.  They need to hear the stories of the school’s heroes 
and heroines. This process helps the novice gain a sense of 
membership and participation in the culture (Brock and 
Grady, 1998). 

In addition, new teachers want to know the principal’s 
goals and expectations for teaching. While the mentor’s class-
room experiences are valuable, knowing the principal’s ex-
pectations for instructional methods, time management, 
discipline, grading, student achievement, and parent relation-
ships is essential. Sharing examples of accepted ways of do-
ing things provides examples of acceptable standards of 

behavior.  Although beginning teachers need and appreciate 
the assistance of mentors, the principal is the person they need 
please, who will likely evaluate them (Brock and Grady, 1996). 

Evaluations and Confidences 

Careful consideration must be given to whether or not 
the mentor is to have a formal role in the evaluation of nov-
ice teachers.  If mentors are to have a role in formal evalua-
tion, the procedures must be an established part of school 
policy and clearly defined and explained to mentors and 
mentees. With trust being an integral component of a suc-
cessful mentor program, it is essential that principals adhere 
to existing evaluation policy, are mindful of the fragility of 
the trust factor, and respectful of confidences between men-
tor and novice teacher (Haipt, 1990; Brock and Grady, 1998). 

Evaluating the Program 

Evaluation is an area often overlooked in mentor pro-
grams.  An annual evaluation by both mentors and mentees 
is an integral component of a successful program.  Mentors 
should provide feedback regarding program goals, match-
ing of participants, role expectations, time management, re-
sources available and administrative support. Mentees should 
be asked to evaluate the program in light of their socializa-
tion into the school and development as teachers.  Informa-
tion gathered should be used by the principal to determine if 
program revisions are needed (Heller and Sindelar, 1991). 
Other data sources include indicators of student learning, 
principal’s observations of mentees, and parent feedback. 
These data provide the basis for planning and program revi-
sions.  The needs of first-year teachers are not static; thus 
the program needs to adapt to emerging needs perceived by 
mentors, mentees, and principal (Brock &Grady, 1997). 

Conclusion 

 The success of beginning teachers is critical to student 
success, and the success of both is largely the responsibility 
of the principal (Fischer, 1997). Each new hire has the po-
tential to either enhance or diminish the overall quality of 
learning in the school. Given the significance of the 
principal’s responsibilities, providing a developmental first- 
year teacher induction program that includes a mentor pro-
gram should be a top priority (Lee, 1994; Sergiovanni, 1994; 
Brock and Grady, 1997). 

Effective mentor programs require the support of the 
faculty and all levels of the school’s administration, includ-
ing the superintendent and school board.  The principal, 
however, is the pivotal figure whose direct involvement in 
each step of the program’s development and implementa-
tion is crucial.  Principals who understand the benefits and 
are willing to invest the time required in developing and 
maintaining effective mentor programs will be rewarded 
richly with successful entry-level teachers. 
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This article was based on information contained in From 
First-Year to First-Rate: Principal’s Guiding Beginning 
Teachers, co-authored by Drs. Barbara L. Brock and Marilyn 
L. Grady and published by Corwin Press, 1997. 
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September 24, 1999 
This is the final deadline for you to pre-register for the MWERA 1999 Annual Confer-
ence, plus it is also the deadline for securing your room reservations at the Holiday Inn– 
Mart Plaza at special conference rates.  By submitting the forms (found on pages 39 
and 40) before this deadline you’ll be able to save $$$, both on the meeting registration 
fee, as well as on the lodging expense you will incur by waiting until later.  So please 
don’t delay, send in your forms today, or at least before September 24th, 1999, rather 
than throw your good money away! 
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The influence of all the forces and factors that affect 
education today are numerous and widespread.  They in-
clude: accreditation agencies, state departments of educa-
tion, foundation, civil rights groups, publishers, state policy 
makers, colleges and universities, state and national teacher 
organizations, media, research establishments, and many 
others.  Perhaps overlooked, but the one that often has the 
most impact on the implementation of many educational 
aspects is the local teacher union/organization.  They can, 
in effect, bring success or failure to an idea through local 
interpretations, negotiations, and implementation details. 

Mentoring is one area where the local teacher union 
input seems to have great latitude.  While there has been 
much written regarding the roles of mentors and the impact 
of mentoring programs (e.g., Little, 1990; Bendixen-Noe and 
Giebelhaus, 1997; Ganser, 1994; Huffman and Leak, 1986), 
how these roles are played out in the local school systems 
are often determined by local teacher organizations.  These 
entities often negotiate the ‘nuts and bolts’ of the mentoring 
role as defined in local contracts. 

The importance of mentoring programs have been ad-
dressed by both national and state teacher organizations.  The 
1998-99 National Education Association’s (NEA) Resolu-
tions emphasizes the impact of these programs.  It states: 

The National Education Association believes that 
mentor programs are a means of enhancing the pro-
fessional expertise of employees.  The Association 
also believes that the planning, implementation, and 
evaluation of such programs must be negotiated or 
cooperatively developed and maintained by the 
school district and the local affiliate. 
The Association further believes that the duties and 
responsibilities of all parties must be clearly de-
fined and uniformly administered.  Mentors must 
be selected through a defined process with articu-
lated criteria, be properly trained and compensated, 
and be provided with adequate time to fulfill their 
responsibilities.  The state or local authority has 
the obligation to provide hold-harmless protection. 
The Association further believes that any documen-
tation that results from the mentoring process must 
be confidential and the sole property of the person 
mentored, and must not be included in the 
participant’s personnel file (p. D-9). 
This resolution seems to emphasize a movement in the 

past decade by the NEA and the American Federation of 
Teachers (AFT) towards the idea of professional unionism. 
This perspective views teachers as professionals who up-

hold high teaching standards and who understand the inter-
dependency of workers and local school authorities.  Help-
ing local unions take a more active role in educational 
reform is fundamental in this movement (Peterson, 1997). 
Mentoring is viewed as one element in this “union led ef-
fort to restructure the nation’s teachers’ unions to promote 
reforms that will ultimately lead to better learning and higher 
achievement for America’s children.  The primary goal . . . 
is to create a new union model that can take the lead in 
building and sustaining high performing schools for all stu-
dents in an increasingly complex and diverse world” 
(NCEA, 1994). 

Beginning in 2002, Ohio law mandates that every 
school district who hire entry level teachers establish and 
maintain an induction year program that will aid these in-
dividuals in their professional development (Ohio Admin-
istrative Code 3301-24-04).  Guidelines and specifics are 
minimal and are left to the local school district.  To help 
facilitate this program, grant monies have been available 
so school districts have an opportunity to develop and re-
fine their interpretation of what mentoring programs look 
like and how they are effective. 

At a recent leadership conference of the Ohio Educa-
tion Association (OEA), I was invited to help conduct men-
tor training.  The OEA (1997) has identified the 
development of mentoring and peer assistance programs 
as important to having and maintaining well-trained teach-
ers.  The leadership conference is comprised of local teacher 
organization members and officers who gather information 
to take back to their respective school districts. Many of 
these items are often newly legislated elements or current 
issues and/or trends  which will probably  be  negotiated in 
future contracts.  During the mentor training,  concerns and 
issues emerged emanating from the mandated mentoring 
soon to be required of school districts who hire entry year 
teachers.  The influence of the local teacher union/organi-
zation was highly evident. 

To no-one’s surprise, the local contract appears to hold 
an important key to the operation of the mentoring pro-
gram.  Many individuals felt the need to become better in-
formed as to the intent of the legislation so they would meet 
compliance standards.  While many saw the benefit of 
mentoring programs for beginning teachers, the concerns 
seemed to center around several areas, which included: 
money, defining the mentoring role, mentor selection, train-
ing, scheduling, and administrative support.  While there 
appears to be very little written on teacher unions and their 
role in mentoring programs, there is an abundance of lit-
erature on mentoring available.  This should help inform 
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local teacher organizations in their quest to develop, refine 
and implement mentoring programs.  As a result, this paper 
will attempt to address issues that unions will face as they 
work through this process. 

Finances 

Money was mentioned as the vehicle necessary for the 
true success of local mentoring programs.  Teachers felt they 
were already having difficulty in finding time to complete 
all their current tasks and that the aspect of taking on one 
more job, such as mentoring, was daunting.  Receiving pay 
for what was being mandated as a critical component in a 
beginning teachers’ professional development is viewed as 
vital for a favorable mentoring program.  Teachers fear 
money, or rather the lack of money, will limit the amount of 
release time necessary for completing the duties seen as es-
sential to their role as mentor.  One of those roles is observ-
ing beginning teachers in their new role and providing 
constructive feedback. Without adequate release time, the 
coaching element of mentoring could become nonexistent. 
Since many schools are already struggling with inadequate 
funding, the issue appears insurmountable.  Teachers voiced 
the opinions that this could result in lower pay and pay raises, 
fewer resources for their classrooms, and little or no money 
available for professional development for teachers beyond 
their entry year.  With much nodding of agreement from oth-
ers, one local representative said, “There is only so much 
money.  If we negotiate that money to serve mentoring pro-
grams and mentors, it has to come from somewhere.  Some-
thing will have to give.  Something else, equally as important, 
won’t receive funding because of this new mandate—espe-
cially since there are currently no line items in the state bud-
get to help support it.” 

Relying on outside funding sources may lead to the fu-
ture demise of mentoring programs once those monies are 
gone or no longer are allocated to induction programs.  This 
type of mentality often stops individuals and school systems 
from conducting creative problem solving and reduces their 
sense of ownership in a mentoring program.  Reality tells us 
there will never be enough funding available or allocated 
for all the programs deemed important in education. 

Perhaps the bigger issue is can schools afford to not 
financially support their mentoring programs.  A lesson from 
business may be one we need to adhere.  Many organiza-
tions are instituting formal mentoring programs as a cost- 
effective way to upgrade skills, enhance recruitment and 
retention and increase job satisfaction (Jossi, 1997).  Since 
recent reports have indicated we lose up to   of all beginning 
teachers to attrition and we may be facing teacher shortages 
in many content areas due to retirements, we may need to 
look at the area of financing in a different way.  Instead of 
saying “How can we afford mentoring programs?”, we prob-
ably should be saying instead, “How can we NOT afford 
mentoring programs.” 

The Mentor Role 

Defining the mentoring role beyond the vague legal 
mandate will also be important to local teacher organiza-
tions.  Individuals stressed the need for each school district 
to personalize the mentoring program to fit their local needs 
and situations.  Concern was voiced about the mentoring 
role becoming too cumbersome for a person to handle, if 
additional responsibilities were added to it.  They say this 
was a real possibility, especially if money was allocated to 
mentors.  They also wanted assurance that they would be 
seen as a mentor, not an evaluator. 

Roles of teacher mentors have been addressed in the 
literature.  Huffman and Leak (1986) found effective men-
tors provided positive reinforcement, moral support and 
someone who would listen with understanding.  More re-
cently, Ballantyne, Hansford and Packer (1995) identified 
four important roles mentors must undertake in order to be 
effective.  These include: (1) task related assistance, (2) prob-
lem solving assistance, (3) personnel support, and (4) criti-
cal reflection and feedback on teaching.  In several studies 
(Wilkinson, 1994; Ballantyne, et al., 1995; Harnish, 1994; 
McNamara, 1995; Huling-Austin and Murphy, 1987) begin-
ning teachers noted areas in which mentors were most help-
ful.  Information regarding school routines and policies was 
deemed necessary.  Additionally, help in lesson planning, 
management and teaching strategies were highly valued. 

Mentor Selection 

Mentor selection will be critical to a program’s success. 
Many local union representatives were concerned how men-
tors would be chosen so that indeed the ‘master’ teachers 
would be available to help beginning teachers.  Discussion 
emanated that obvious selection criteria such as seniority or 
“just the desire” to serve as a mentor was not always appro-
priate.  Representatives were very honest in stating that num-
ber of years teaching or the interest in helping others often 
would not constitute a good mentor.  Many examples of prac-
ticing teachers who fit these elements were presented.  Ad-
ditionally, others were mentioned who would probably want 
to become a mentor especially if additional money was at-
tached to that role.  Individuals were concerned how the 
mentor’s role could be rotated so that training was avail-
able, everyone would get a chance to participate in that role, 
and no-one would get “burned out”. It appeared that the same 
individuals usually volunteer at many local school districts 
for everything.  The problem of mentor selection being 
viewed as a political decision was presented, since many 
seemed able to identify teachers who often were selected 
for knowing someone in a position of power rather than for 
their expertise in the classroom.  Finally, apathy was men-
tioned as a problem for many of the teachers in their local 
school systems.  The participants feared that perhaps they 
would get no volunteers for the mentor role since it often 
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appeared that no-one seemed to want to do more than what 
they were required to do. 

Identifying individuals who will be good mentors is vi-
tal to the success of a mentoring program.  Literature once 
more may guide local unions in deciding how selection of 
mentors can be handled.  Much has been written regarding 
characteristics and skills identified as necessary.  Compe-
tencies mentor teachers need to possess include: knowledge 
about and use of effective classroom management, good 
communication skills including the ability to give construc-
tive criticism and provide positive feedback, successful 
teaching, willingness to commit time, knowledge of progres-
sive teaching strategies, ability to help beginning teachers 
in critical reflection, ability to be flexible about their role as 
a mentor as the novice teacher develops, knowledge about 
their school’s and district’s policies, procedures, curriculum 
and courses of study, and remaining open to their own per-
sonal and professional growth and development (Wilson and 
Ireton, 1995-96; Butler, 1987; O’Dell, 1987; Fletcher, 1995; 
Ballantyne, et al., 1995; Rowley, 1999; Gordon, 1990; Heller 
and Sinder, 1991). 

Mentor Training 

Mentor training was also identified as an item that could 
be impacted by contract negotiations.  Comments dealt with 
the amount of money available for training, the quality of 
training and how much training was necessary for a suc-
cessful mentoring program.  Many ideas were tossed about 
regarding this area but remained even more elusive than some 
of the other areas.  Most did agree, however, that training 
was essential. 

Training for mentors is critical.  Research has found 
that when these individuals receive no formal training or 
compensation they often dis not follow through with their 
assigned tasks (Kilgore and Kozisek, 1988).  However, men-
tors who were part of formal training programs with follow- 
up activities were more successful not only in their role but 
in helping beginning teachers in becoming more effective in 
their teaching (Ganser, 1995; Hawley, 1990; Warren-Little, 
1988; Theis-Sprinthall, 1986; Giebelhaus and Bowman, 
1997; Kennedy, 1991).  Areas in which mentors should re-
ceive training include supervision (Hart, 1985), teacher de-
velopment, beginning teacher problems, and adult 
development (O’Dell, 1987), and knowledge of and skill in 
recognizing effective teaching practices (Giebelhaus and 
Bowman, 1997). 

Scheduling of Mentor Visits 

Scheduling of classes so a mentor could observe the 
beginning teacher was seen as a potential obstacle.  Teach-
ers were concerned as to how this would or could occur if 
observations were indeed part of the mentor’s responsibil-
ity.  If release time for mentors was difficult to obtain, sched-
uling was touted as the next best option.  There were, 

however, several looming limitations.  If the mentor and 
protégé were in separate buildings it would be extremely 
hard to use one’s planning period to travel to another school, 
observe the beginning teacher and then return to one’s class-
room in time for the next class period.  Often, in elementary 
schools, specials such as art, music or physical education 
are not in a block of time but are often in 20 or 30 minute 
segments scattered throughout the day and the week.  This 
would make is extremely difficult to arrange suitable sched-
ules.  Middle school practitioners stressed the possible hard-
ship of giving up team planning time so they could observe. 
They felt that as team members they would be ‘letting their 
team down.’  Teachers concluded that while observations 
could work through careful planning, it would be important 
to explore other options so the best alternative could be uti-
lized. 

Creativity in scheduling will certainly become a neces-
sity as schools either begin or continue programs in 
mentoring.  While teachers identify scheduling as a poten-
tial barrier (Osten and Gidseg, 1998), many school systems 
have been able to work around this obstacle with much suc-
cess.  Perhaps through discussions with schools who have 
been successful in this area, other local unions will be able 
to identify how the potential problems of scheduling could 
not only be overcome but actually become an asset.  One 
example could be in how schools compensate teachers when 
they “sub” during their planning time.  Instead of actual pay-
ment, perhaps compensation time could be gained.  For ex-
ample, if there were eight class periods in a day, each time a 
teacher subbed for another teacher they could earn   of a day 
in compensation time.  This could then be used in addition 
to any other accrued time.  Teachers may see this as more of 
a benefit than the often times paltry monetary sum given for 
subbing one class period.  In this way teachers could sub for 
mentors and also be compensated for it.  Mentors would 
then be freed up to visit and observe a entry year teacher. 

Administrative Support 

Administrative support was also indicated as important. 
Teachers said they wanted their administrators to understand 
the value of mentoring and to be flexible in defining indi-
vidual mentor/protégé relationships.  They expressed the 
desire that administrators be able to keep teacher evaluation 
very separate from mentoring but were afraid administra-
tors at “crunch times” would want to combine the two, ei-
ther through mentor input or by disregarding the ‘true’ role 
of the mentor.  Conversations became a very “us against 
them” approach when talking about this element.  Teachers 
felt administrators would use the mentoring program as just 
another bargaining chip when it was contract time. 

The role of administrators in mentoring programs has 
not been addressed with much frequency in the literature. 
However, they can play an important role in the mentoring 
program’s and beginning teacher’s success.  Brock and Grady 
(1997) found that often once mentors were assigned to en-
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try year teachers, principals often discontinued their partici-
pation in the beginning teacher’s induction year.  Appar-
ently they are assuming that things are under control since 
the new teacher has a mentor to go to when needed.  Since 
many schools yield a high attrition rate of beginning teacher, 
administrators need to remain as a vital and visible entity in 
those first years of teaching. 

Final Thoughts 

Teacher organizations will have a powerful impact on 
mentoring programs.  While certainly these organizations at 
both the state and national levels can help by giving guide-
lines and information, ultimately it is up to the local organi-
zations to figure out a system that will work for them.  While 
nothing mentioned is new, it bears remembering and revisit-
ing.  Often, educators who have moved from the local level 
fail to remember that regardless of how good an idea is, it is 
up to those teachers who are actively “in the trenches” to 
make things work.  Local teacher organizations have a ma-
jor impact and investment in developing and maintaining 
mentoring programs.  This entity can easily be overlooked 
or underestimated, but are a ‘real power’ in vital decisions 
at the level where it counts. 

In an address to the AFT/NEA Conference on Teacher 
Quality, Linda Darling-Hammond (1998) emphasized the 
importance of quality mentoring for beginning teachers.  She 
stated those schools who provided expert mentors and gave 
them release time to coach beginning teachers have reduced 
attrition rates of beginning teachers by more than  .  She 
further encouraged unions to “work with school district of-
ficials to develop induction programs for beginning teach-
ers, incorporating internships in professional practice schools 
and mentoring through peer review and assistance programs” 
(p. 10). 

Local teacher unions/organizations are one of the key 
players in the successful implementation of mentoring pro-
grams.  Additional key players include administrators, state 
legislators, colleges and universities, state department of 
educations, and other parties involved in education.  By 
working together, these vital elements should be addressed 
so that it becomes a win-win situation for all. 

While many local unions may be new in negotiating the 
how’s, what’s and why’s of their mentoring programs, much 
information is readily available to assist them in their jour-
ney.  Mentoring programs need to be designed based on in-
formed decisions.  In this way they have a greater chance of 
success.  Research also needs to be conducted that would 
investigate the local unions role in these programs. 
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Introduction 

In the past 20 years, educators have paid increasing atten-
tion to the need for mentoring novice teachers within the con-
text of the classroom.  This has become a principal component 
of a number of both state-mandated initial certification pro-
grams and preservice teacher training programs (Huling-Aus-
tin, 1989a; Huling-Austin, 1989b).  Some of this concern can 
be traced to the stressful nature of teaching which leads to nearly 
50% of new teachers leaving education after teaching for seven 
years or less (Huling-Austin, 1989a).  Given the increasingly 
complex nature of teaching and the demands for accountability 
by the many stakeholders of schools, including students, their 
parents, legislators, and business leaders, the stress is not likely 
to lessen for new teachers.  In response, school districts nation-
wide are designing and delivering various forms of support for 
their new teachers.  However, just because districts say they 
have a mentoring program in place does not mean that new 
teachers are provided with the support they need to become 
successful educators.  In criticizing current mentoring programs, 
Little (1990) stated that many provide assistance but not true 
mentoring, partially because the mentors do not fully under-
stand their roles.  Therefore, to deliver on the promise of 
mentoring programs, planners must facilitate novice mentors 
in understanding their roles by providing them with both the 
requisite knowledge, as well as practical experience, that can 
help them grow into the complexity required of “real” mentoring 
(Bey, 1990). 

The Legislated Need for Mentoring in Ohio 

According to Rule 3301-24-04 of the Ohio Administra-
tive Code for Teacher Education and Licensure Standards, all 
provisionally-licensed teachers in Ohio will soon be required 
to successfully complete an entry year program prior to being 
issued their first professional license.  According to the stan-
dards, this program will include “a formal program of support, 
including mentoring to foster professional growth of the indi-
vidual” (p. 8).  Because this standard will be in place in less 
than three years, districts are beginning now in planning to meet 
this new demand being placed upon them.  They are determin-
ing the designs of their mentoring program, how they will se-
lect and identify mentors, and how mentors will be trained and 
supported, in addition to many other concerns.  Guidelines are 
minimal, and the implementation of most decisions remain lo-
cal concerns.  Because education faculty in Ohio have been 
working on redesigning our own programs for the past 18 
months, we are certainly more aware of the ramifications of 
these standards on new teachers and the districts that hire them. 

It is because of this knowledge that those of us in higher educa-
tion can provide a valuable service to local school districts by 
helping them design mentoring programs that will be contextu-
ally-sensitive and meaningful for the teachers who must carry 
out the job of continuing to support the teachers that we are 
sending out of teacher preparation programs. 

In designing the mentoring program that will be described, 
several principles helped guide the process.  First, it was im-
portant to go in as a collaborator rather than director of the 
program.  That meant that it was important that the voices of 
the teachers, so often acted upon by higher education faculty 
and institutions, were parties to the design.  Second, the deliv-
ery of the program must be interactive and meaningful for par-
ticipants, consistent with the paradigm shift being experienced 
in staff development.  Finally, since this was this district’s ini-
tial effort at establishing a formal mentoring program, the de-
sign must meet the differing needs of novice mentors and 
induction-year teachers (see Figure 1).  The original proposal 
of the course, therefore, was based upon two equally important 
principles: 1) that novice mentors must gain skills and knowl-
edge to provide their proteges with substantive feedback within 
a supportive, non-threatening atmosphere in order to grow into 
their professional responsibilities; and 2) that current teachers 
and administrators needed to provide induction-year teachers 
with information that will promote their “survival” within the 
culture of the school. 

Collaboration Among School—Higher Education 
Partnerships 

In early October of 1998, I was approached by Pat Murphy, 
the Director of Curriculum and Instruction for the North 
Royalton City School District in Northeastern Ohio, to do a 
Pathwise training session for them.  They had recently received 
a Peer Assistance and Review Pilot grant for a planning year to 
train mentors to support their induction-year teachers begin-
ning in the 1999–2000 school year.  As Pat and I spoke, we 
became aware that there were greater possibilities for design-
ing a professional development program for their teachers than 
just the two-day workshop for which she had contacted me. 
Based on our conversations, I offered to draw up a proposal 
that Pat and the grant review committee, made up mostly of 
teachers, would consider.  Shortly after this initial meeting, I 
proposed, and the committee accepted, the general outline of a 
two-graduate-credit course—Mentoring Induction-Year Teach-
ers—as meeting their needs.  At that point they called me in to 
discuss the proposal in more detail. 

College and university faculty are often seen as threaten-
ing to teachers; certainly they threaten the autonomy of the teach-
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ers who were initially trained by faculty from the college.  This 
teacher-learner/expert-novice relationship, a phenomenon in 
schools that Smith (1983) refers to as “soft-core ignorance” (p. 
3), is often perceived by teachers (and projected by professors) 
even when unintended.  Historically, research faculty have 
tended to treat schools and teachers as subjects of, rather than 
partners in, their projects.  As such there is often a great deal 
of “baggage” that must be dealt with before a mutually satis-
factory relationship can be established.  This was not the situa-
tion into which I walked.  The teachers and administrators on 
the committee had a vision of what they wanted to accomplish, 
but they needed some guidance.  After meeting and stating their 
views and listening to my vision, they took a leap of faith, will-
ingly relinquishing most of the control for the planning of the 
course based upon our apparent shared visions for both design 
and delivery.  One point upon which we all agreed was that this 
was a program designed especially for them. 

New Roles for Staff Developers 

In developing programs designed to meet the needs of in-
dividual districts, staff developers, including those of us who 
teach in higher education, must be willing to explore new roles. 
To foster meaningful change in educators, staff developers must 
provide opportunities that “not only . . . affect the knowledge, 
attitudes and practices of individual teachers, administrators, 
and other school employees, but it also must alter the cultures 
and structures of the organizations in which these people work” 
(Sparks and Hirsh, 1997, pp. 2-3).  The change in staff devel-
opment inherent in this quotation presents itself in different ways 
of “doing business” for developers.  Sparks and Hirsh discuss 
the implications of this paradigm shift by acknowledging that 
the practices they describe are currently being used more than 
traditional methods, and they argue that the most critical con-
sideration is matching learning processes to the goals of the 
program. 

In order to best match the business of staff development 
with the learning process and goals for this program, we took 
into account several of the shifts to which Sparks and Hirsh re-
ferred. First, the course was delivered on site rather than at the 
college.  Second, the workshops avoided the typical “sit and get” 
method of staff development and were built upon constructivist 
principles, providing participants with opportunities to interact 
with content, presenters, and each other.  Finally, the mentoring 
program itself represents a systemic change for the educators in 
this district.  This requires that individuals at all levels develop 
new ways of looking at what it means to do their jobs effectively. 
While the training itself will aid the individual development of 
participants, ideally it will also provide them with the cognitive 
orientations to guide the change process as the district takes more 
responsibility for developing their new teachers and changes their 
practices in clinical supervision. 

The Program 

What began in the discussions previously described has 
turned into a year-long relationship in which teachers, adminis-

trators (both central office and building), and higher education 
faculty from three institutions have come together to 
collaboratively deliver a two-semester-hour course, Mentoring 
Induction-Year Teachers, mentioned previously.  While the work 
still continues, the remainder of this paper will present the gen-
eral format of the course and some of the process in which we 
engaged as we continued to modify it to meet the needs of the 
prospective mentors. 

Providing Substantive Feedback for the New Teacher 

Prior to their first jobs, the experiences of induction-year 
teachers will be as diverse as the individuals in terms of the 
support they have been provided.  During the student teaching 
process, however, all of them will have had at least the support 
of two professionals: their cooperating teachers in the school 
and their university or college supervisors.  Though even the 
support here may be quite varied, it is more than most new 
teachers will receive after they sign their first contract and are 
expected to live up to all of the expectations of a teacher within 
the building.  It is also highly likely that, given the busy-ness of 
the opening of school, they may not see another professional in 
their rooms until several weeks or months have passed.  Under 
these circumstances, and with few experiences upon which to 
base their judgments, it is not surprising that new teachers may 
not know how they are doing. 

In trying to fulfill this responsibility to new teachers, though, 
a second problem arises. Unless mentors develop the neces-
sary skills and knowledge to provide new teachers with sub-
stantive feedback on how they are doing, a mentoring program 
may do more harm than good (Bendixen-Noe and Giebelhaus, 
1997).  The mentors, therefore, need to be provided with train-
ing and knowledge to understand both the function of mentoring 
and the process (Head, Reiman, and Thies-Sprinthall, 1992). 
To do that, we took a two-step approach.  First, we provided 
teachers with a framework, the Pathwise Performance Assess-
ment (Educational Testing Service, 1995), that identifies teach-
ing behavior based upon a researched knowledge base (Dwyer, 
1994).  After training prospective mentors to use the Pathwise 
system, we focused on developing skills in cognitive coaching 
(Costa and Garmston, 1994) that they could use to implement 
this framework with a protege. 

Using Pathwise to Begin a Conversation on Teaching and 
Learning. As I talked with the teachers who had volunteered to 
participate in the mentoring program, I discovered something 
that I suppose I had always known but that the discussion un-
derscored for me: Teachers do not necessarily share a common 
language that allows them to talk about teaching and learning. 
Lest this be misinterpreted, let me add that the teachers who 
participated were all accomplished professionals who could 
speak eloquently about the teaching and learning that were tak-
ing place within their grade level and/or discipline.  Most of 
them had also worked with student teachers previously, so they 
had some experience in interpreting the subtleties of a class-
room with a novice professional. What they lacked, however, 
was a comfortable way into the conversation about what good 
teaching looks like.  To facilitate these discussions, we chose 
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the Pathwise Performance Assessment (Educational Testing 
Service, 1995). 

Pathwise is a framework that delineates the characteristics 
of effective teaching into four domains:  planning, creating a 
learning environment, teaching for student learning, and pro-
fessionalism.  Each of these domains is further broken down 
into criteria that reflect the effective teaching research knowl-
edge base (Dwyer, 1994).  Over the past three years the Ohio 
Department of Education, in preparation for the previously- 
mentioned mentoring component of new licensure requirements, 
has coordinated and facilitated the training of thousands of teach-
ers who have become certified Pathwise observers. 

The training consists of two intensive all-day workshops 
in which teachers learn about the characteristics of the different 
criteria through readings, direct instruction, collaborative in-
quiry and general discussion.  These activities are designed to 
assist teachers in constructing an accurate conception of each 
domain and identifying positive and negative exemplars of 
teacher and classroom behaviors that indicate a new teacher’s 
skill level under the standards within each domain.  In addition 
to building the knowledge base, over the course of the two days, 
teachers engage in numerous simulations, by following teach-
ers’ sample paper trails under planning and demonstrating pro-
fessionalism, as well as simulating the observation experience 
by watching videotapes of lessons.  During these videos, the 
trainees practice gathering the evidence they will need to docu-
ment teachers’ adeptness at creating learning environments and 
teaching for student learning.  They also practice writing sum-
maries that accurately capture the strengths and weaknesses of 
the teachers’ lessons and making suggestions that reflect these 
same strengths and areas of concern.  In the process, the train-
ees learn about the forms that PRAXIS III assessors will use as 
they evaluate new teachers for their initial professional licenses. 

After they finished the Pathwise training, which was done 
on consecutive days, the mentors were given three weeks in 
which to do an observation of another teacher using the frame-
work.  Recognizing the amount of paperwork involved and not 
wanting to put that on their peers, some chose to observe each 
other.  Others decided to collaborate on an observation, having 
two or three observers enlist one teacher’s cooperation.  This 
not only limited the number of teachers that had to be recruited 
but also allowed the novice observers an opportunity to pro-
vide and receive feedback from each other based upon a com-
mon source.  Regardless of how they did their observations, 
teachers came back at the end of the three weeks and partici-
pated in a debriefing.  The session reinforced evidence-gather-
ing procedures and the documentation process, provided further 
practice in the writing of domain summaries and suggestions, 
and allowed teachers the opportunity to discuss the process with 
each other and a certified Pathwise trainer.  While this pro-
vided a general framework for the meeting, one intent of the 
debriefing was to model the mentoring process, allowing the 
concerns of the novice observers to drive the session and pro-
viding them with feedback on their own performances as they 
used the framework for the first time. 

Overwhelmingly, teachers commented positively on the 
concreteness and clarity of the criteria (Salzman, 1999).  They 
reported that Pathwise compelled them to focus on the charac-
teristics identified in the framework as they watched teachers’ 
lessons.  In the words of one teacher, the “framework requires 
you to have evidence which takes out any ‘bias’ you may have. 
It allows you to be objective.”  Another teacher, who also cited 
the objectivity, added: “It also helps the teachers being observed 
know what things they are doing well.”  While the structure 
provided by the framework was cited positively, teachers ex-
pressed concern about their ability to accurately document teach-
ers’ actions and words under the appropriate criteria.  Of course, 
this is a typical concern of using any newly-learned system or 
skill and will fade with continued use of the framework.  A 
greater concern of teachers, though, and one that could not be 
addressed by continued use of Pathwise, was summed up by 
one who said “There is so much uncertainty about what being a 
mentor would entail—how I would spend my day, how I would 
help the mentees . . .”  It is this concern that led to the next 
series of workshops. 

Using Cognitive Coaching to Support New Teachers’ 
Development.  Prior to their Pathwise observation, not one of 
the teachers reported having been in a colleague’s classroom to 
observe a teaching episode in the past five years at least.  As a 
group, they indicated they did not feel comfortable entering 
their colleagues’ rooms to watch.  For most, the Pathwise ob-
servation seemed to shake loose some of that anxiety and pro-
vided teachers with a structure to begin to talk with their 
colleagues about teaching and learning.  And with this concern 
aside, teachers started to focus on the bigger picture of 
mentoring.  In responding at the debriefing session to concerns 
at this point about being a mentor, one elementary teacher stated: 
“Would I be able to develop a rapport with the teachers I ob-
serve? . . . As a mentor, I want to be a partner in teaching as well 
as a resource of assistance.”  This attitude of “partner-ing” pro-
vided the ideal starting point for teachers as they acquired the 
skills and learned processes that would enable them to coach 
their proteges’ development. 

The term coaching has been used often to describe a cycle 
of events, similar to teacher evaluation through clinical super-
vision, that includes a pre-conference interview, observation of 
a lesson, and post-conference interview.  While there are many 
models available, we made the decision to use cognitive coach-
ing (Costa and Garmston, 1994), partially because of the re-
sources (Costa and Garmston, 1988; D’Arcangelo and 
Wurzburg, 1988) available to help novice mentors visualize 
and simulate the process.  We also modified this model some-
what, choosing to add mini-presentations: one on current 
mentoring research, which was integrated throughout the work-
shops, so that participants could see how cognitive coaching 
fits into the mentoring landscape; and one on adult learning 
theory to sensitize participants to some of the learning needs 
that their colleagues might have that mentors will need to meet. 

Cognitive coaching (Costa and Garmston, 1994) is orga-
nized around three major goals: building trust between coach 
and colleague; facilitating mutual learning; and enhancing 
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growth toward holonomy, which is described as “individuals 
acting autonomously while simultaneously acting interdepen-
dently with the group” (p. 3).  Teachers began their work to-
ward realizing these goals by participating in two 3-hour 
workshops.  Session one dealt with developing trust-building 
and questioning skills.  Session two provided mentors with prac-
tice in responding to and empowering their proteges.  Each of 
the sessions provided participants with exercises, videos, dis-
cussions and simulations of coaching experiences.  Whenever 
possible, as facilitator I made explicit connections between the 
development of these coaching skills and how to use them in 
conjunction with the Pathwise framework. 

Most participants came into the cognitive coaching ses-
sions not knowing exactly to what they would be exposed.  They 
had not necessarily heard of cognitive coaching and, of those 
who did express an opinion on what they expected, most merely 
said that they anticipated that they would learn a “method of 
mentoring” or words to that effect.  During the sessions, a num-
ber of the teachers stated that the rapport building skills of 
matching gestures and tone, as well as some of the questioning 
techniques, seemed like they were “common sense” reminders 
of things that one normally does with someone with whom one 
shares a rapport.  One of the dynamics that appeared to be tak-
ing place during the training was that the participants had all 
bonded with each other and felt a high level of comfort and 
trust.  That familiarity and comfort, a real positive in most ways, 
also seemed to make it difficult for some to initially see the 
usefulness of some of the techniques in the exercises.  For in-
stance, the exercises that involved attempts to build trust were 
difficult for some to take too seriously because the group as a 
whole had already developed trust among each other.  As we 
processed the various simulations and examples, though, most 
participants recognized that knowing these techniques would 
provide them with strategies that should prove helpful to use 
with someone with whom they have no prior relationship.  It 
appeared that the opportunity to discuss how the strategies could 
be used in a mentoring relationship seemed to be especially 
beneficial for most of the prospective mentors. 

Though there seemed to be some initial resistance to the 
“common sense” nature of some of the coaching sessions, af-
terwards participants cited several components that were mean-
ingful to them.  Almost to a person, they identified the trust 
building skill of paraphrasing and the questioning skill of pre-
supposition as being especially powerful for them to use in 
working with a new teacher.  One participant stated that she 
had gained a “deeper understanding of the power of language 
(both verbal and body) in communication between mentor and 
mentee.  Even the simplest statement can be a presupposition 
and be taken negatively by the recipient.”  Several others said 
they appreciated the positive spin that cognitive coaching tech-
niques took on the mentor-protege relationship.  One stated 
that she found that knowing about presuppositions allowed her 
to go into a mentoring relationship having an “attitude that this 
is a good teacher and therefore not putting [that person] on the 
defensive.”  And, even though many resisted the trust-building 
exercises as being common sense, the majority of participants 

also stated that those techniques would be among the ones that 
they perceived as being of most use to them as they establish 
their own mentor-protege relationships. 

One unplanned and certainly unintended benefit to many of 
those who went through training was that they saw immediate 
benefits of the coaching sessions on their own teaching practice 
with their students.  One summarized this position when she said 
that she thought “many of the strategies (rapport building, pre-
suppositions, etc.) will be helpful to me in my own classroom 
when working with students and dealing with parents.”  Echoing 
that comment, another teacher said she had gained “a better un-
derstanding of myself and how I have been relating to [my] stu-
dents.”  One other said she would be a “better listener” in both 
her classroom responsibilities and as a possible mentor.  Finally, 
almost every respondent in their post-coaching feedback said 
that what they still need to do is to use these techniques and have 
“time to practice so that [they] become internalized.” 

Helping the New Teacher Survive 

Both the Pathwise framework and the cognitive coaching tech-
niques were perceived by participants as powerful tools for them 
to use as future mentors.  From the proposal and our initial discus-
sions, however, all parties agreed that the capstone component of 
the course would allow prospective mentors to develop mentoring 
handbooks.  Though this would be the last thing we do, it was one 
of the pieces of the proposal to which planning committee mem-
bers responded most enthusiastically.  As of the date of submission 
of this article, teachers had not yet engaged in this process, so it is 
difficult to determine exactly what form these documents will take. 
However, based on nearly ten years of developing mentoring pro-
grams, Bercik (1998) offers a number of suggestions that will guide 
this process.  First, she suggests that handbooks need to be sensi-
tive to the culture of the school.  Because of this, it is probable that 
each school’s mentoring handbook will likely look different.  Cur-
rently teachers are brainstorming ideas for items and information 
that they may include, and they appear to be settling on handbooks 
that contain two sections: 1) a section that describes the mentoring 
program in general terms, explaining the roles and responsibilities 
of both mentors and induction-year teachers; and 2) a section de-
voted to the individual school.  This latter section may include 
information about the school and district and/or lists of resources 
and expertise of individuals on staff and in the community.  It could 
also be used to collect forms (e.g., IEPs, media requests) and as-
semble information (e.g., protocols for field trips or accessing a 
materials budget) that new teachers will find helpful and/or neces-
sary to know in order to concentrate more fully on their planning 
and teaching. 

As teachers are engaging in the series of workshops de-
signed to prepare them for their mentoring roles, they are gath-
ering documents, considering the information they want to 
include, and formulating mission and policy statements.  The 
final scheduled meeting of the course is a work session that will 
allow teachers to begin to compile and format the materials on 
which they are working.  Teachers recognize that they cannot 
anticipate everything that a new teacher will need but they are 
looking to have a document that can ease the transition for their 
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newly-hired peers.  They also recognize that this handbook is a 
dynamic and fluid document that will continue to grow as the 
program grows. 

Summary 

Ringo Starr sang that he could get by “with a little help 
from [his] friends,” and that is what new teachers are asking of 
their mentors as they begin the difficult task of being inducted 
into the teaching profession.  New mentors will probably be 
asking the same question, especially as they work to overcome 
their own anxieties about the awesome and uncomfortable task 
of coaching their peers’ development as teachers.  Certainly 
that is the refrain I sang as I embarked on this odyssey, and I 
was fortunate that old friends and new stepped forward to help 
me, collaborating with me as we designed a program intent on 
helping good teachers mentor their colleagues into being good 
teachers, too. 

It is naive to think that in the course of 30 contact hours 
that novice mentors will come away as fully-functioning super 
mentors, capable of leaping tall stacks of curriculum guides in 
a single bound.  Also, as this is still a work in progress, there is 
much work yet to be done.  The beginning, however, is encour-
aging for all involved.  District personnel, especially the teach-
ers who will be on the front line of the mentoring process, have 
had opportunities to shape the design of the program.  To this 
point, the teachers in North Royalton have interacted in signifi-
cant ways with the concept of mentoring and looked at teach-
ing and learning through the lens of the Pathwise framework. 
They have also considered how they will use the techniques 
provided by cognitive coaching to empower their proteges as 
these new teachers develop into self-directed and autonomous 
teachers in their own rights.  As of this writing, they were pre-
paring to write and compile the document that will guide, and 
upon which they will begin to measure the success of, their 
initial efforts.  They recognize that this is their starting point. 
Though none of us can yet anticipate the future needs of the 
participants, teachers can build on this effort as they search for 
the external and internal sources of assistance that can lead to 
significant changes in the districts’ support for new teachers. 
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To bring about student achievement, school improve-
ment and educational reform must be coupled with teacher 
development (Holmes, 1995; Sykes, 1996; Wilson, et al., 
1996).  Universities that are in the business of teacher train-
ing must be willing to actively engage in programs that sig-
nificantly impact teacher development by becoming 
pro-active, taking on “leadership roles”, promoting and pro-
viding professional development programs and making op-
portunities available for lifelong learning (Ishler and Edens, 
1993).  Teachers, administrators, university  faculty, and 
prospective teachers must have firsthand experience with 
new and “reconceptualized” notions of teaching and learn-
ing to meet the needs of our ever-changing K-12 population 
(Goodlad, 1990) and the increased demand for classroom 
accountability. One means of  accomplishing these notions 
is through the use of a well-defined  mentoring program. 

Background 

Over the past two decades, the national rhetoric has fo-
cused on educational reform and improvement generally. 
This has created a climate where innovations, risk-taking, 
and experimentation have been encouraged.  In states like 
Ohio, Kentucky, Connecticut, and Indiana such innovation 
has been promoted through state and federal money, new 
teacher education licensure standards, and performance- 
based assessment of teachers and teacher education pro-
grams.  During the late 1980s, the Ohio Department of 
Education began to focus on the needs of entry-year teach-
ers as part of the broader goal to provide “continual colle-
gial support, feedback, and assistance essential for further 
(professional) growth” of teachers (ODE, 1990, p. IV).  The 
establishment of university/school partnerships and 
mentoring has grown in this climate. In fact, the funding for 
competitive grants is contingent upon school district/uni-
versity collaboration and the establishment of district 
mentoring programs.  Tomorrow’s Teachers (1986) called 
for working relationships between schools and universities 
to assure the public of well-educated teachers.  This col-
laboration was intended to establish school sites as clinical 
and laboratory experiences for in-service and pre-service 
teachers alike (Cruickshank, et al., 1996). 

Often, teacher education institutions examine the pos-
sibilities of establishing collaborative partnerships with lo-
cal school districts to meet the needs of initial certification. 
Similarly, school districts are interested in higher education 
institutions willing to provide the professional growth, de-

velopment, and support opportunities for experienced and 
entry-year teachers (Zetlin and MacLeod, 1995).   When 
leadership in program development promotes true collabo-
rative university/school partnerships and mentoring pro-
grams, an avenue opens for teacher education, research, and 
school improvement.  Change occurs as those involved have 
opportunities to discuss, interact, and directly observe the 
impact of innovative teaching strategies. 

This article presents a case study of the development of 
an award winning university/ school partnership—the core 
being teacher development through mentoring.  The part-
nership gives ample opportunities for professional develop-
ment and growth for practicing teachers and cultivates 
effective field placement sites for the professional develop-
ment of future teachers.  The focus of this collaborative part-
nership centers on teachers by helping them to reach their 
full potential through mentoring and research driven teach-
ing strategies.  This partnership has grown along with tech-
nology as the distance learning component has been added 
to the learning cycle. 

The Vision 

The conceptualization of this partnership came about 
after the hiring of a new superintendent in 1993.  He spoke 
about a vision where “bus loads of university students ar-
rive at our schools.”  This vision gained definition as dis-
cussions were initiated with the Dean of the School of 
Education at a private mid-western university.   From these 
discussions the vision became a reality. 

Phase I 

As the university was approached by the school dis-
trict, both saw the potential for a partnership to address their 
needs.  The first phase of this partnership was based upon a 
mutually beneficial relationship.  Pre-service teachers were 
assigned to schools within the district and university faculty 
conducted workshops.  The first series of workshops dealt 
with  “mentor/supervision” training and writing strategies 
promoting student achievement.  The mentoring workshop 
focused on general principles and practices of effective su-
pervision (i.e. the clinical model, observation strategies, and 
conferencing techniques).  During the second session of 
mentor training, a new framework was introduced known as 
the PATHWISE Model of Assessment (Dwyer, 1994).  This 
framework was implemented due to a new state initiative: 
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the piloting of this model for probable statewide adoption 
as Ohio moved to state licensure for teachers. 

At the same time a multi-session workshop addressing 
writing at the middle school level was offered to language 
arts teachers.  This workshop series provided participants 
with opportunities to learn about the theory, talk with other 
teachers from within the school districts, and develop imple-
mentation plans for their own classrooms. 

Phase II 

The next step in the involvement was the mentoring 
process for non-tenured and first-year teachers.  The school 
district recognized that their mentoring program was not 
meeting the needs of their first-year teachers. Like most 
school districts, first year teachers were supported by a “rules 
and regulations” approach to mentoring.  Prior to 1993, the 
school district was hiring only a handful of teachers. Since 
that time, the numbers have increased to an average of 29 
teachers per year with the expectation that as the “boomers” 
retire and the district grows—more will be hired. The real-
ity that by the year 2000, three fourths of the teaching staff 
(250) would have less than 5 years experience prompted 
investigation into the further development of the cooperat-
ing teacher/mentoring training program already in place. 

The university and district decided to pilot, a “clinical 
mentoring program”.  This  involved a paradigm shift for 
administrators and cooperating teachers as well as univer-
sity supervisors.  Formerly, the cooperating teacher/student 
teacher relationship could be described as a “spectator sport”; 
what the university and the school district administration 
proposed was that the relationship be more collegial such as 
that of a  “team”.  It is generally understood that the success 
of a program is based upon the individuals (host school and 
its teachers) fully understanding the mission of the teacher 
education program and the roles and responsibilities of those 
most directly involved—the student teacher and cooperat-
ing teacher.   The conversation of mentoring was revisited 
with each stakeholder understanding his/her role in this new 
adventure.   Even with this conversation the notion of “clini-
cal mentoring” was still misunderstood.  The teacher’s as-
sociation representative expressed dissatisfaction with the 
plan.  Basically two concerns were noted:  teachers were 
paid to teach and assurance of quality control. 

The university liaison worked closely with the school 
district and engaged mentors in workshops that promoted 
the new philosophy.  It was found that the administrators 
wanted to be involved in this training and actively partici-
pated in the sessions.  Through these sessions, cooperating 
teachers realized that classroom teaching could only be en-
hanced with the addition of this clinical mentoring program 
where a veteran teacher and a novice teacher work side-by- 
side with a common goal—student achievement. 

Teachers involved in the clinical mentoring training 
program realized this model was unique.  The focus was on 
communication.  Participating teachers were introduced to 

the healthy triad relationship where university supervisor, 
mentor (cooperating teacher), and the student teacher work 
as a team to improve teaching and learning.  In such a 
relationshjp communication is open, responsive, and on- 
going.  In this model, the triad is not a hierarchy, but rather 
a team supporting the professional development of the stu-
dent teacher.  The clinical mentor training program gives 
teachers the tools to effectively communicate with the pre- 
service teacher.  It teaches the mentor not only the roles and 
responsibilities of supervision, but how to collect data , and 
how to give effective feedback, both positive and negative. 

The mentors meet monthly to discuss concerns, research 
new teaching techniques, and agree on common procedures 
and initial expectations.  The Lead Mentors, one represen-
tative from each of the buildings, planned workshops for 
entry-year teachers based on the input given to them by the 
mentors and mentees. 

An unexpected development from the university/school 
partnership was the school district’s desire to examine and 
develop a research-based teacher assessment process that in-
cluded an active, empowering role for the teacher.  The model 
they selected and piloted with assistance from teachers’ union 
was performance based and addressed the criteria used in the 
mentor process as a framework for the assessment. This cre-
ated a uniform language about teaching and learning for the 
whole staff as well as the mentor/mentee group. 

Phase III 

The third year found the university moving from one 
professor’s involvement to a team of four professors.  Each 
individual on the team represented a specific content spe-
cialty where the faculty members could work with specific 
age groups in the schools:  primary, special education, middle 
school, and high school.  Using the same team concept the 
cooperating teachers (mentors) and university faculty met 
bimonthly to discuss  pre-service teachers, partnership, roles, 
expectations, and improvements to the program.  Cooperat-
ing teachers’ roles had expanded to and were viewed as ad-
junct faculty who took active roles in decision-making and 
leadership.  The team worked not only as supervisors, but 
also as co-teachers.  The clinical educators taught with the 
university faculty on campus, or on-site.  The pre-service 
teachers believed they were receiving the best of both worlds, 
“We’re hearing “how to” in our methods classes, but the 
clinical educator shows  us the “HOW.”  The link from theory 
to practice was found to be stronger because both professor 
and clinical educator were reinforcing the same concepts 
and were speaking the same language.  Classes were revised 
following the input from clinical educators and a closer, stron-
ger trust bond was beginning to develop. 

At the end of this phase a “renegotiation of needs” be-
came apparent in order to enhance the program’s effective-
ness.  To expand the role of our clinical educators, certain 
issues had to be discussed.  The traditional model of having 
them come to the university campus to teach was not fea-
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sible.  Time and parking constraints imposed problems 
greater than we could handle.  The question, “Where do we 
go from here?”, surfaced. 

Phase IV 

The university and the school district were both com-
mitted to this partnership, but the few glitches encountered 
became major stumbling blocks.  An opportunity presented 
itself in the form of grant monies for wiring and  distant 
learning equipment. This opened a new world and vision 
for the partnership.  At the initial meeting it was decided by 
the group in attendance:  administrators, teachers, and uni-
versity personnel to pilot the idea of distance learning.  Dis-
tance learning would allow the classroom teachers to be 
co-teachers without worrying about time releases, substi-
tutes, parking, or travel.  It was decided that four teleconfer-
ences would be held the first semester of the pilot. The grant 
monies received for the distance learning made it possible 
for the pilot to see how the “virtual classroom experience” 
would work.  Once again the clinical educator became a criti-
cal part of the College of Education, making a seamless peda-
gogical link for students in teacher education. 

The first teleconference met the definition of a video 
conference as defined by VanHorn (1999), a discussion be-
tween groups to solve a problem.  This brainstorming ses-
sion between the co-teachers from the district and the 
university team members occurred via teleconference.  Ideas 
were discussed on how this new strategy would be used and 
implemented in to the general  methods class.  A time and 
date for the first session was discussed and much enthusi-
asm was generated with the possibilities set before the group. 

The second teleconference involved the co-teacher on- 
site and the university faculty member on campus.  The topic 
discussed was “Professionalism” taken from Domain D of 
the Pathwise framework (ETS, 1994).  The equipment used 
was a two-way video and audio transmitter that allow stu-
dents to be seen and to interact with the co-teacher.  In most 
distance learning situations the format is a one-way video 
and a two-way audio thus limiting the interaction between 
the teacher and student (Malone, et al., 1998).  With the 
two-way video teacher and students were able to observe 
each other’s nonverbals and interact in a conversation man-
ner.  The university students’ responses to this class were 
very positive. 

Following the class, students’ responses were recorded 
in a reflective journal.  Students were instructed to write 
their impressions of the class, suggestions for future use, 
and effectiveness of deliverance.  Student’s responses were 
aligned with  Kirkpatick’s (1994) assessment model for 
evaluating training programs.  The model looks at four ar-
eas:  motivation (like it), learning (learn it), application (use 
it), and results (pay off).  From the 48 responses, 100% of 
the responses were positive about the class (motivation), 
90% rated the means of deliverance as being very effective 
(learning and results),  and 75% gave suggestions for future 

use (application).  Two major themes emerged from the jour-
nals:  enthusiasm for use and future application.  Student 
comments ranged from, “When do we get to do this again?” 
to “Did you rehearse your answers?”.  This second com-
ment was made as a reaction to an affirmation by the clini-
cal educator to an in-class discussion in a methods class the 
previous day.  When theory is validated by practice (by the 
mentor teacher), students are more likely to accept the theory. 

One annoying component of the system was the delayed 
response of two seconds following each comment.  This tech-
nical difficulty is a problem when the connectors being at dif-
ferent levels.  The university system is now being updated to 
be more compatible with the school district’s system. 

The third distance learning experience consisted of the 
university methods’ instructors (three on-campus and two 
on-site), cooperating teachers (on-site), and students (on- 
campus) meeting to discuss the upcoming field experience. 
This was an opportunity for all of us to meet and learn more 
about the roles and expectations set by the participants in 
the program.  The cooperating teachers (mentors) involved 
in the first teleconference session were very positive about 
the experience:  however cooperating teachers (mentors) who 
did not participate in the first session, felt that this experi-
ence was a waste of their time and that nothing was accom-
plished. This attitude is supported by the literature suggesting 
that teachers and learners must possess a degree of confi-
dence and comfort with  technology in order for distance 
learning to be viewed as successful (Nay, et al., 1998).  The 
methods’ instructors who participated in the initial confer-
ence felt that this was a good introduction to the teachers 
and school prior to their visit.  The students enjoyed the 
opportunity of meeting and talking to their cooperating teach-
ers.  They had opportunity to find out information about 
their class and teacher prior to entering the school as well as 
share information about themselves. 

The fourth teleconference did not work as planned.  The 
plan was to have an integrated language arts methods class 
visit via video conferencing an English classroom at the part-
ner school. University students were to observe the co-teacher 
teaching and interactions with high school students so that a 
discussion could occur later with that teacher and the univer-
sity students.  The idea was to incorporate an actual class-
room scenario into the specific methods class on-campus. 

 When methods classes incorporate actual classroom 
scenarios into their discussions, a clinical faculty is created 
within our public education system and completes the learn-
ing circle by providing a real frame of reference.  As meth-
ods professors introduce theoretical frameworks, clinical 
educators open their classrooms to the pre-service student 
via distance learning, creating the discourse for application 
and transfer of learning.  Pre-service teachers are presented 
the opportunities to discuss procedure with mentor teachers 
as well as the student in the classroom.  This supports what 
we already know about problem-based learning and the rea-
sons behind its effectiveness.  Video capability brings a 
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much-needed clinical experience to the pre-service  teacher 
with the end result being a community of learners—teach-
ers, professors, pre-service teachers, administrators—work-
ing simultaneously to improve student achievement. 

The aforementioned paragraph was the plan and the 
rationale, but following is the reality.  The equipment could 
not make the necessary link for whatever reason.  We know 
that failures in technology are part of the struggles of using 
and integrating new approaches with traditional approaches. 
So, Plan B was implemented whereby the teacher video-
taped his class and later the method’s class viewed the tape 
followed by discussion with the teacher.  This was a won-
derful learning experience for all.  Even though, it appeared 
that everything needed to make the connections was com-
plete, there are times when technology simply fails.  This 
was an opportunity to demonstrate to the pre-service teach-
ers that though technology can be an integral component of 
the educational process and that technical skill and aware-
ness are essential, one always needs to have a plan B. 

Benefits 

Beneficiaries of the partnership are many.  For the school 
district the needs of entry-year teachers as they make the tran-
sition from college to the demands of full-time teaching are 
addressed by developing a core of trained peer mentors. These 
mentors know and understand the roles and responsibilities 
of mentoring and support during this critical transitional pe-
riod.  These same mentors are also prepared to assist pre- 
service teachers as they struggle to make connections between 
the theory of college course work and the practice of teaching 
in a heterogeneous classroom.  The experienced teacher who 
desires advanced certification, an expanded professional role, 
and/or the acquisition of new instructional strategies also has 
opportunities to participate in one of several workshop series 
at their school site.  By enhancing the teaching of both current 
and prospective teachers providing them with the knowledge, 
skills, and support necessary to work with the changing and 
diverse population of students in our schools, increased stu-
dent achievement and performance results. 

For the university, the clinical mentor training has re-
sulted in a core of trained teacher mentors at all grade levels 
and across disciplines who have the knowledge and skill to 
work with both pre-service and entry-year teachers.  The 
placement of pre-service student teachers with trained men-
tors whose method of supervision includes a supportive, 
collaborative, team approach to teaching the children in their 
classes enhances the learning of both the children and teach-
ers.  Opportunities for using innovative practice (e.g. learn-
ing stations, role play, cooperative groups, and simulations) 
enhancing student achievement within various disciplines 
result. These prospective teachers, students in special meth-
ods classes, benefit from working with trained teachers who 
give them effective and appropriate feedback. (Giebelhaus 
and Bowman, 1996) 

Finally, relationship between the schools and univer-
sity is enhanced.  Collaboration and communication is in-
creased.  Cooperating teachers can become adjunct university 
faculty which adds the “practitioner” component to the 
theory-to-practice model.  By utilizing trained mentor/co-
operating teachers, universities can save money.  Although 
trained mentor/cooperating teacher for the University of 
Dayton are given a larger stipend than those who are un-
trained, the university does not need to hire adjunct univer-
sity supervisors who are less visible and often much less 
familiar with the goals and mission of the teacher education 
program.   Finally, university faculty  have a viable, respon-
sive venue for naturalistic research. 

Conclusion 

This model promotes active engagement of teachers with 
teachers, teachers with university faculty and teachers with 
preservice teachers. The potential offered through the use 
of technology can only enhance the partnership bringing real 
classrooms to university classrooms.  The limits of our part-
nership can only be constrained by the limits of our vision. 
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Conference Registration and Hotel Reservation 
Attending MWERA—99 begins with a two-step process: registering for the conference and reserving a room at the 
hotel. These two steps require the completion of two different forms, mailed to two different locations, with differ-
ent information needed and deposits. DO NOT SEND YOUR CONFERENCE REGISTRATION TO THE 
HOTEL, OR SEND YOUR HOTEL RESERVATION IN WITH YOUR CONFERENCE REGISTRATION! 
This can delay your registration/reservation, or result in your not being registered for the conference and/or not 
having a place to stay in Chicago. 

Pre-Registration vs. On-Site Registration 

MWERA allows both pre-registration and on-site registration; however, for the following reasons, pre-registration 
is strongly encouraged. Pre-registrants have first opportunity to enroll in Workshops, to purchase Materials, and to 
attend the catered Luncheon on Friday. Pre-registration is also less expensive! To pre-register for the 1999 Annual 
Meeting you must complete the form on the following page and return it, with your check or money order for 
payment in full, to Jean W. Pierce, MWERA’s Executive Officer. 

Pre-registrations must be postmarked by September 24th to qualify for the reduced rates! 

On-site registration will be available at the registration desk on the 14th Floor of the Holiday Inn Mart Plaza 
beginning at 1:00 pm on Wednesday, October 13th and continuing though 5:00pm on Friday, October 15th. 

The dates of our conference (October 13–16, 1999) are very busy ones in the city of Chicago, with several conven-
tions and activities all going on at the same time. Hotel space will be tight, if not completely unavailable, to those 
who do not have confirmed reservations. Our convention hotel, the Holiday Inn Mart Plaza, is holding a block of 
rooms for MWERA—99 attendees; however, they will only hold these rooms until September 24th!  To ensure that 
you have a place to stay please make your reservations with the hotel early, since once these rooms are gone we 
cannot guarantee housing anywhere in downtown. 

Conference Registration and Hotel Reservation forms can be found on pages 39 and 40. 
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It has been a great delight and challenge for us to serve as co-editors of the Mid-Western Educational 
Researcher for the past three years.  We started off with lofty goals and some general notions of how to 
maintain the high standards of the journal and, as we reflect back on our editorship, are pleased with the 
direction which the journal has taken.  It has been a joy to work with an active editorial board which has 
freely shared suggestions and new directions, which we’ve endeavored to carry out. 

Allow us to summarize for you what we feel have been major accomplishments of the past three years 
for the journal, and for us as editors. 
• Reduced the average manuscript review time from 17 weeks to 13 weeks.  There’s still room for im-

provement, but we’re headed in the right direction for quick manuscript turnaround! 
• Established a cycle of issues that reflects the nature of MWERA.  That is, the Winter issue is devoted 

solely to conference addresses and papers, informal photographs, and conference-related briefs from 
the president and conference chair.  The Spring and Autumn issues present refereed research manu-
scripts from across the divisions of MWERA.  On alternate years, the Autumn issue focuses on a spe-
cial, timely topic and is organized by a guest editor.  The Summer issue provides the conference program. 

• Initiated a feedback program for reviewers.  In conjunction with the MWERA commitment to the pro-
fessional development of its graduate student and faculty members, blind copies of reviews and the 
ultimate editorial decision regarding manuscripts are shared with reviewers.  This enables reviewers to 
see how others rated and commented on a manuscript with which they were involved and to polish their 
skills and approaches to manuscript review. 

• Set up a rotation schedule for the editorial advisory board.  To provide continuity to the editorial board 
of the journal, membership was staggered so that one third of the board rotates off each year, and two 
thirds continues.  This has provided more balance across divisions, mentoring and training in board 
responsibility for new members, and kept the group young and lively! 
With this, the Autumn issue, our term as co-editors expires.  We will serve in an advisory capacity to the 

new editorial team for one year as they become established and set their own goals for the journal to reflect 
the evolution of MWERA. 

Who is the new editorial team?  It’s a “dynamic duo,” both who have been highly active and visible in 
MWERA over the years.  Mary Bendixen-Noe is assistant professor at The Ohio State University at Newark. 
Mary will manage the review of manuscripts and the logistics of publication and mailing of the journal.  Kim 
K. Metcalf, past president of MWERA, is associate professor at Indiana University.  Kim will oversee the 
production of the journal and assist with reviews in his area of expertise. 

While there is a backlog of manuscripts ready for publication which we will pass along to the new 
editorial team, this is a great time for you to dust off the old computer and retool your conference paper into 
a publishable manuscript.  It’s also a good time to break into publishing by offering to serve as a reviewer of 
manuscripts. 

Guidelines for submitting your manuscript are found elsewhere in this issue.  Please send your manu-
script to Mary Bendixen-Noe.  Better yet, go up and introduce yourself to her and Kim during this year’s 
conference.  One of the highlights for us as editors has been to meet so many of you and to become familiar 
with your research efforts.  You have been supportive, patient, and encouraging...and have made the past 
three years a pleasure for us to serve both you and the organization. 

Thanks to all of you for your help and support! 
Sincerely, 

Deborah L. Bainer 
Gene A. Kramer 
Richard M. Smith 

A Letter From the Editors 
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