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Analyzing Mentoring Practices
throughTeachers’ Journals

By Kathleen M. Herndon & Janice R. Fauske

Journal writing is widely accepted as encouraging personal thought and
development. Learning logs, free writes, quick writes, reaction papers, dialogue
journalsand collaborativewriting projectshave gained acceptance asuseful strate-
giesfor learning and facilitating personal reflection, self awareness, and self anal-
ysis. Journal writing, in particular, hel ps make sense of experience (Janesick, 1983).

Journals have been used extensively in teacher education. Hall and Bowman
(1989) have discovered common themes in the journals of student teachers that
were matched in other journal keeping projects. Korthagen's (1985) work with
preserviceteachersisbased ontheassumptionthat whileitisnot possibletoprepare
student teachersfor every situationthey might encounter, itispossibletotrainthem
toreflect on their experience of various situations asameans of directing their own
growth. Teachers who learn to be reflective, as defined by Tom (1985), develop
habitsof inquiry that include activities such as self monitoring and experimentation

(Cruickshank, 1987). They become inquiry-oriented,
I one of Zeichner's (1983) four teacher education
Kathleen M. Herndoniis paradigms. Journal writing nurtures the develop-
anassociateprofessor in ~ ment of reflectiveteachingandinquiry-oriented prac-
the Department of tice.
English and JaniceR. Teacher educatorsoftenrequirepreserviceteach-
Fauskeisa professor in ers to keep reflective journals during their student
the Collegeof Education,  teaching experience; however, cooperating teachers
both at Weber State are not often asked to participate in journal keeping.
University, Ogden, Utah.  The reasons are varied but familiar: cooperating
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teachers are volunteers, teachers resist extra work perceived as unnecessary,
teacher educators cannot select cooperating teachers who are willing journal
keepers, cooperating teachers are paid so little how can anything extra be asked of
them. Y et, information recorded in journals by cooperating teachers could surely
inform the process of preparing teachers.

Program Description

Beginningin 1990, cooperating teachersinvol ved inthe school -based program
for preparation of secondary English teachers with which we are associated have
been required to keep ajournal. All courses and experiences are conducted at the
school site rather than on the university campus. Approximately 85 teachers have
participated in journal writing during three years of the program. Each cooperating
teacher has supervised at least two student teachers consecutively during the 20-
week experience. Cooperating teachers are enrolled in a three-credit graduate
courseentitled EffectiveMentoring of Preservice Teachers. The courseistaught as
a part of the college supervisor’s regular load and no tuition is charged. Only a
recording feeischarged and that fee hasbeen pai d through the operating budget of
thedepartment. Thecourse, then, isset up at no cost to the cooperating teachershbut
rather offered as an incentive for professional growth. To date, all cooperating
teachers have completed the course requirements. Requirements for this course
included mentoring preservice teachers, attending a weekly seminar, writing a
personal mentoring plan, and keeping a journal.

In teacher education, the term mentor often refersto ateacher who volunteers
to assist a beginning teacher as a part of a district-mandated program. Mentors
usually receive some training from the district; the extent of training varies from
district to district. Cooperating teachers, called mentor teachers, in thisprogram are
expected to take amore activerolethan isnormally assumed by traditional cooper-
ating teachers. Mentor teachers attend weekly seminars where they discuss their
own mentoring style, study various mentoring elements and strategies, respond to
case studies on mentoring (Shulman & Colbert, 1987), and sharereal episodesfrom
their mentoring experiences. In addition, mentor teachers model strategiesin their
classrooms for student teachers and also participate directly in student teacher
preparation by demonstrating strategiesto the student teacher seminar. They also
attend aretreat at the start of the student teaching program.

Journal Assignment

Thejournal isassigned asameansof recording and studying teachers' mentor-
ing strategies as well as their thoughts and attitudes about the program. Journals
were collected approximately every third week for review and response by the
university supervisors. Journal s, then, provided amethod of feedback tothecollege
supervisors, alowing them to respond quickly to the needs expressed in both
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mentor teachers’ and student teachers’ journals. Journal guidelines are not rigid,;
teachers are asked to makejournal entries at |east once per week over the 20-week
program. At the half-way point, mentor teacherswrite alonger entry, a“ snapshot”
in time, assessing the start of the program and a final summary which includes
overall program evaluations and conclusions.

Becauseuniversity supervisorsknow that mentor teachersintheprogramoften
usejournals, free writes, and other strategiesin their own classrooms, they hoped
at the inception of the program that the teachers would understand the power of
writing and be able to transfer that knowledge to their own learning. However,
teacher reactions to the journals have been mixed. In the opening seminar of the
mentoring course, teachers reacted to journal writing. Teachers reactionsindicate
that transfer and application of journal writing is not automatic but must be
orchestrated even among “believers.” Teacher concerns center on the amount of
timerequired andthat university faculty would read thejournal entriesasthey might
read a formal paper. Their fears about “grading” of the entries emerged. In
synthesis, four distinct attitudestoward journal writing wereidentified asrecurring
patterns.

Active Support

A small core of teachers vocally supported the journal reguirement and

vigorously reminded othersthat they makesimilar assignmentsintheir own classes.

Therefore, it wasan equally appropriateexpectationin thiscourse. They maintained

that it was easy to write for a few minutes each day or week. Interestingly, one of

theteacherswhofell intothiscategory wasal so oneof thefew who did not complete
the journal.

Tacit Agreement

The majority of teachers understood the need for a record of the induction

process and remarked that keeping a journal was a reasonable requirement. In

addition, they stated that they used journal sthemselvesin teaching or for personal
records and that journals are a powerful tool for learning and self analysis.

Vocal Disagreement

A few teachers claimed they were already too busy and stated that student
teachersreguire enough work without the additional requirement of ajournal. They
further argued that the incentive of graduate credit would do nothing to enhance
salary or career statusand offeredlittleincentiveinthat regardfor keeping ajournal.

Passive Acceptance and Procrastination

Lessthan five teachers remained silent during theinitial discussion and then

procrastinated until the end of the program. They then admittedly created ajournal
which was submitted in the form of a summary.

. _________________________________________________________________________________________]
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Analysis of Journal Themes

At the end of the program, teachers' journals were submitted for the final
reading to the university supervisors working with the mentoring seminars. Com-
pleted journals were read, responded to in writing, duplicated, and the originals
returned. They were not graded with |etter grades but rather were given credit for
compl etion. Permission was obtained for using the journalsfor research purposes.
Journals were read by at least two different faculty to identify emergent themes
(Lincoln & Guba, 1985). Five themes emerged from the analysis:

Personal Reflections

Mentoring Concerns and Strategies
Organization and Structure

Teaching Routines and School Demands
Suggestions and Criticisms

CcC ccCc ccCc

Personal Reflections
Teachers recorded their personal thoughts, feelings, successes, frustrations,
opinions, and reactionshboth tothe program requirementsand their student teacher.

Frustrations. When mentor teachers recorded personal thoughts in their
journal sthey gavevoiceprimarily totheir frustrations. Positive commentsabout the
program and the student teachers occurred when they wrote about the actual work
of mentoring or when they were evaluating the program overall. A few entrieseven
recorded disappointment in the behaviors and attitudes of fellow mentor teachers
who were perceived to be overly critical of the program and their student teachers.

Early in the first year of the program, a minor communications break-down
occurred between all three program groups. mentor teachers, student teachers, and
university faculty. Some student teachers, feeling the stress of their assignments,
vented their emotions to their peers but neglected to discuss issues with their
teachers. This concerned several mentors who wondered if they had neglected to
provide sufficient support and encouragement. One mentor wondered if perhaps
the pre-program retreat had actually encouraged too much familiarity between
students and mentors, therefore making it more difficult to maintain a traditional
mentor-student rel ationshipintheclassroom. (I nterestingly enough, thestiffnessof
the traditional relationship was exactly what the program was designed to avoid.)
This same individual was candid enough in her “snap shot” to suggest that she
would haveenjoyedabit moreawefrom her student teacher. Shewanted her student
teacher to think she was wonderful because of what she had learned through her
years of hard work and professional experience. Since they were somewhat close
in age, shefelt the student teacher saw their relationship as one of equality rather
than expert and novice. Another mentor remarked,
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| found | was one of these people who sit back and say, “1 dare you to teach me
anything about my profession”.... Sometimes the ego gets in the way, and | was

guilty...

Teacher Learning. Other comments focused on the learning that took place
throughout the course of the program. Mentor teachers learned agreat deal about
themselves, their teaching, their abilities as mentors and as members of a large
group brought together for the first time to reach a specific goal. One mentor
remarked,

This experience as a cooperating teacher made me realize how hard teaching is. |
work as hard or harder at it now than | did when | first began.

Project Schedule. The program calendar was lengthy, beginning in mid-
August with atwo-and-a-half-day retreat and extending until mid-March with the
end of the university winter term. A recurring theme in the journals, both on the
personal level but also in program eval uation, was the length and demands of the
calendar. Mentor and student stress and burn-out was the topic of numerous
journals. Morethan oneentry expressed concern for the student teachersaswell as
the mentor: “ She became bogged down with final grades (term and semester) and
school newspaper storiesto grade,” and “ Thisishow teachersfeel al thetime, but
somehow | think it’ seasier to copewhenyou’ rethe‘real’ teacher andyoudon’t feel
the pressure of scrutiny in the same way.”

Mentors maintained their professional commitments to their classes and
students and sometimes chose to cut back on making lengthy journal entries, “I
didn’t have the time to compl ete the after X-mas entries.” One mentor expressed
great concern that her student teacher was being “pulled in too many directions.”
Other mentors agreed that their student teachers seemed to have too much to do:
teachinthemorning, attend classesintheafternoon, preparefor bothintheevening.
But as one mentor wrote,

| know she becomes very agitated with me when | keep reminding her that the
pressuresdon’t stop. Regular teachers still have to take care of their own children
and attend classes after school.

Personal planning and grading time was reduced for most mentors. “ Teach-
ers,” one mentor wrote,” do agreat amount of ‘teaching’ during their prep period.”
She continued by saying,

Even the best student teacher needs feedback and direction. These sessions often
take the entire planning period.

Despite the frustrations experienced by the teachers and the relief they felt at the
conclusion of the program, most agreed they would miss working so closely with
their student teachers. One mentor commented,
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With the completion of student teaching, | am filled with a sense of relief. | will
missT_____andhavingsomeonetotalk to about thestudents. But | must admit that
I will bearelief to go back to the classroom and not have to share my space, time,
lessons, life, with someone.

Strohm (1992) found that journals often provide a harmless outlet for venting
teachers' frustrations. Journal entriesin this project corroborated that finding.

Mentoring Concerns and Strategies

Teachersreported what they did with their student teacher, when, how, and for
how long. They traced their conferencesand planning sessions. Someactually kept
arecord of how many minuteswere spent in mentoring sessions, what wassaid, and
what decisions were made. Comments were also made about the student teacher’ s
professional growth and the compatibility of the mentor-student relationship.

Just asjournal keeping encouragesstudent teachersto observe, reflect, test,and
evaluate (Hall & Bowman, 1989; Korthagen, 1985) it supports similar processesin
mentor teachers. The teachers in this program were experienced in the classroom
but not all were experienced in supervision. Infact, one participant had never been
assigned astudent teacher before.

Overall, the greatest number of journal entries fell within the mentoring
concerns category. However, among individual mentors there were wide differ-
ences in the number of mentor category entries.

Compatibility and Ownership. One of the first concerns expressed in the
journals was the issue of compatibility with the student teacher. Mentor teachers
wanted to be sure that their student teacher would be willing to work with them.
Some teachers were more comfortable with one of their students teachers than the
other and recorded those feelings in their journal. One particularly candid mentor
reflected on her reactions when students began to turn to the student teacher more
than to her,

It'svery hard to sit back and watch “your kids’ take to someone else. Teachers
being the territorial animals that they are find their ‘turf’ being taken over by
someone the kids are responding to in a positive manner. | found this out myself!

Oncetheintroductionsweremadeand mentorswel comed student teachersinto
their classroomsby finding work placesand introducing them, advising and confer-
encing became the primary mentoring concern. Still the beginning tensions of
learning to work with someone else, on adaily basis, for along period of time, were
reflected in the journals,

I hope he will be receptive to suggestions and help. | hope | will be accepting of
having someone practice on my students. | realize my own shortcomings as a
teacher but | don’t want my studentsto feel like guinea pigs.
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Feelings of possessiveness eventually lessened and the mentor/student teams
entered into collaborative relationships which included team planning and team
teaching.

Gradually the teaching script moved from mentor as lead to mentor as co-star
andeventually tomentor asobserver and advisor. |nsomecasestwo mentor-student
teams planned together:

K .S , T , and | went over the writing unit they will begin Monday.
They are excited. K and | have some doubts about some of the things they
want to try but we are willing to let them try.

Another entry commented on the team relationship,

We are moving into a true team teaching posture. We are going to prepare the
students before Christmas for the work they will do after Christmas.

Planning. Although the importance of planning has been stressed in both
general and content area methods courses, mentors repeatedly wrote of their
commitment to planning and their disappointment when students teachers did not
cooperate, “1 find it inexcusable for him not to be prepared....” Another mentor
wrote, “1 think hewill understand better the need for preparation and planningif he
has a chance to do so right from the start.” At the conclusion of the program one
mentor reflected,

Planning seemed to be difficult for both of my student teachers. | tried to guide,
but | found Mrs.H floundering forideas, and Mr. P withideasinhishead
but not on paper.

Giving Advice. In aclassroom situation, giving advice was a major mentoring
activity. Teachersdiscussed voice projection, writing on the chalkboard, modeling
responses to assignments, and writing out instructions in addition to delivering
them orally aswell as sophisticated issues of teaching philosophy and discipline.
Mentors also recorded their role of supporter and cheerleader. When one student
was upset and in tears after what she felt was aruined |esson the mentor remarked,

Between tears she told me she had ruined the kids. “Hell no,” | said, “Don’'t you
think all teachers make mistakes. We aren’t perfect and neither are you,” | said.

Seeing Student Teacher Growth. Perhaps the most exciting theme recorded
inmentor teacher journal swasthedevel oping skill of thestudent teachers. Personal
frustrations and philosophical disagreements became less important as student
teachers' abilities and skills developed and improved. One of the most important
thingsmentorsnotedwasthat studentsmust devel optheir ownteachingstyle. Early
inthe program some students had attempted to teach from their mentor’ splansand
inthe same style. When that strategy was unsuccessful most teams backed off and
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approached the situation differently. Two mentors noted that individual teaching
style devel ops as students spend more timein the classroom.

Other comments showed mentors' awarenessthat skill developsfrom practice
and experience. “True, these people will fail occasionally but al | have to do is
remember my first attempts and humility is mine!” When difficulties arose in one
class period or with one group of students, mentors were able to help students
evaluatethesituation, adjust, andmoveon. “ Shestill doesn’ tfeel totally aseasewith
thisclass, but | think sherealizesthingswill not fall into chaosor fall apart.” Asthe
activity of teaching becomes more comfortable mentors note growth in areas
beyondtheperformancelevel, “| can seeher beginningtointernalizeherlesson plan
which isanatural step.”

Seeing Their Own Growth. Mentor teacher journal entries not only provided
arecord of observationsof student teachers, they al so traced the progress made by
teachersin becoming mentors. Making agood first impression wasamajor concern
to most mentors,

| wanted so much for my student teacher to have a good experience that | was
thinking about every small detail in the classroom: How do | stand? Is my voice
loud enough? Aremy fingernails polished the“right” color?God! I’m going crazy!

Another mentor recorded different concerns, “One of the problems| find | haveis
remembering to explain in detail what procedures | take to set up an activity or
learning experience.” Because the mentor hasfollowed certain patternsfor so long
it was difficult for her to remember al the steps. She continued by saying,

Infuture experiences, | would give the basics and then | et the situation evolve until
thereis need. | would not assume any information too trivia to give.

A few mentorsjoined the program with the idea that there was one right way
to mentor a student teacher. Because they were concerned about doing agood job
and providing a solid experience for their students, they often looked to the uni-
versity faculty to present ano-fail model for mentoring. Mentoring classesdesigned
specifically to work with the in-service teachers provided support and answersfor
their concerns. One mentor noted in late September, “ The class conducted by our
professors was good in that we were able to compare and contrast our mentoring
styles or situations up to this point.” Another mentor reflected in her final journal
entry, “Inretrospect | realized | * made’ my other student teachersinto cloneswhich
wasreally adisservicetothem.” Someteachersfocused their attention moreonthe
classroom progress of their student than on personal frustration,

Problems? Frankly | don’t see any worth fussing over. T_____is gaining confi-

dence daily and | am basking in her success.

At the end of the program, two insightful entries addressed the progress
mentors had made in their own work.
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| still feel that | was not prepared for the mentoring experience, but maybe getting
in and doing it isthe only way, just like student teaching. | think that | would be
ableto set better guidelines for me and the student teacher if | had the experience
again, just as the student teacher will do a better job when they get in their
classrooms.

Several teachers made note of reminders they would use if their had a student
teacher in the future: instructions, guidelines, and ways of showing support and
encouragement. And more than one noted the emotional quality of the mentor-
student relationship.

It wasimportant to me that she succeed because | was her “mommy” teacher and
just likeany mommy | wanted to see my child grow and matureinto aresponsible
caring teacher. She didn’t let me down.

Organization and Structure

Teachers commented on the design of the program, the program calendar, and

the scheduling of team meetings and deadlines. Other remarksincluded comments

about theway in which student teacherswere assigned and how their assignments
were changed at the midway point.

Retreat. The element that made this program unique was a retreat which
allowed all participantstowork together inaneutral setting without thedistractions
of telephone, daily schedul es, meetings, and household chores. Initial reactionsto
the retreat were, not surprisingly, mixed. Student teachers were quite enthusiastic.
Mentor teachersweresomewhat | esseager to participateinanovernight retreat with
peoplethey hardly knew. In fact, some drove back and forth rather than spend the
night at the retreat site.

Despite the initial skepticism about the retreat, it probably had the most
dramatic effect on the program. Not only did it provide an opportunity for student
teachers and university faculty to address such topics as educational philosophy,
organizational styles, and professionalism, but whenthementor teachersarrivedfor
thesecond and third daysthey were abl eto spendtimegetting to know their student
teacher, making general plans, and sharing personal insightsabout their profession.
It also provided a forum for discussion of the readings that had previously been
distributed to all participants. Interestingly enough, the teachers were also ableto
meet with colleagues who taught in the same district, but in different schools. One
mentor expressed thethoughts of many of her colleagues’ journalswhen shewrote,

Retreat—theword was something | didn’t want to think about. | didn’t want to go
onretreat. | don’twant to spendtwodayswithstrangers. Can't| just bondwithmy
student teacher while in school ?

Later in her journal she recorded a change of attitude shared by many mentors,
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Retreat—finally | was wrong. After meeting the student teachers and the profes-
sors | started to capture the excitement and enthusiasm they all felt.

By far the most positive accomplishment of the retreat was providing time for
mentors and students to meet, talk and make preliminary plans.

It gave me an opportunity to become acquainted beforethefirst day of class. This
was amarked improvement over experiencesin the past where | met my student
teacher the first day of the quarter.

Mentoring Assignments. Mentor-student pairs were assigned by the univer-
sity faculty team. In nearly all cases the first pairings were successful. One of the
mentors remarked that she would have liked to select her own student teacher, but
decided it wasn’t really that important in the long run. At the half-way point, most
student teachers were re-assigned to new mentors at a different grade level. One
mentor doubted the wisdom of changing the assignment,

| found myself somewhat disappointed that J_ will be moving on to high
school. At first | thought it wouldn’t matter, but now | can see that her staying
would be good for both of us—me for the rest and for her the continuity of the
teaching experience.

A differing view was presented by a mentor who worked with the same student
throughout the program,

| retained him as a student teacher because | didn’t want my students to have to
adjust to a new teacher. However, M needed to move and | see that now.

Other entriesrelating to organization and structure recorded setting teaching
schedul es, beginningsand endings of courseunits, and specific dutiesassigned to
student teachers. The bulk of the commentary on organization and structure was
evaluativein nature and dealt with suggestions and criticisms of the program. This
finding isconsistent with Nistler and Shepperdson’ s (1990) research revealing that
participants showed more concern with tasks and self than with overall program
impact in innovative programs, until some level of comfort with the innovation is
achieved.

Teaching Routines and School Demands

Teachersrecorded their thoughts about theactual life of the school, classroom

management, discipline, extra duties, specific curriculum issues, and use of mater-

ials. A considerable number of comments were made about the daily management

of aclassroom. Mentorswere careful to establish operating rulesfor the class. One

mentor assigned her student teacher to observe and make notes on the students’
socialization patterns and to use that information in making seat assignments.

Presence and Authority. A major concern of all mentors was establishing
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their presence and authority in the classroom and they were very concerned about
the student teachers’ ability to do the same. Junior high teachers wrote about this
morefrequently than high school teachersprobably becausethey feel aneedtotrain
the younger students in appropriate group processes. There were times when
mentorsfelt the student teacher wastoo relaxed with the class. For themost part the
difference of opinionwas seen asacombination of inexperienceand differinglevels
of tolerance. One mentor wrote aseries of entries on thetopic of classroom control,

When shefirst started student teaching she seemed hesitant to expect and enforce
certain behaviors.... She seems to be able to tolerate more classroom confusion
than | would.... She has also discovered what is appropriate behavior isto her....
Her classroom control in 4th period is improving because she is structuring her
lessons tighter and improving her timing ... | think she islearning she can be firm
yetkind.

Another mentor wroteinfrustration about her student teacher’ sunwillingness
to support her management rules. In this case she was not only concerned that the
studentswould seethe student teacher asweak and indecisive, but that they would
assume the procedures had no purpose or rationale.

| am also concerned about hisallowing studentsto turnin latework [early Novem-
ber]....[He] isstill hesitant to makethekidstotally accountable[late November].....
| think kids need to learnto follow rules[December].... | told him that the message
the real world was getting was that kids don't...follow orders [early January].... |
am somewhat frustrated because| feel that heisnot supporting my rules...kidswill
take advantage of him in area classroom situation.... Isn’'t a student teacher
supposed to follow the classroom policies of the teacher? [late January].

In another entry this mentor wondered if she had become hardened to students’
excusesasaresult of her yearsintheclassroom. Theprimary concern however was
that studentswould fail to see student teachers asthe authority.

Grades. Other disagreements surfaced over the issue of grades. It was not
uncommon for the junior high teachers to be more strict in their assignment and
report card grading than their student teachers. In fact, one mentor wondered if
student teachers had been taught by university faculty to overlook errorsin order
to protect the students’ self-esteem and encourage freedom of expression. More
than oneteacher wrote about her concern for accuracy infinished productsand her
skepticism about holistic grading and subjective, open-ended essay questions.
These same mentors were committed to the importance of applying consequences
without hesitation. Only oneteacher reported student reaction to grades,

R asked me if she should be critical of their poor writing skills, | encouraged

her to be positive. She was. The students' reactions to their papers when
R returned them was interesting to observe. Most had smiles on their faces,

evenJ my poorest writer looked pleased. | think she succeeded.

37



Analyzing Mentoring Practices
__________________________________________________________________________________________________|

Parent Conferences. Another of the demands of teaching is parent confer-
ences. Thementorswere especially concerned that the studentswoul d have exper-
iencein these situations and devel op an understanding of theimportance of good
relationshipswith parents. All the mentorsrequired their studentsto be present for
“back to school” nights and conferences.

Shewascordially welcomed by the parentsl felt. She presented hersel f profession-
ally.... | wasimpressed and the parents were too.

Early inthe year the responsibility for evaluation fell to the mentor teachers but as
the weeks passed and the student teachers took charge their role changed at
conference time,

| appreciated R_____interjecting her thoughts whenever she wanted. Parents
seemed pleased and listened to her comments...we spoke frequently of our plans
to begin cooperativelearning soon. Most parents agreed that the experience would
be a good one for their child.

One mentor noted that parents
till [asked] me questions and not her. This annoyed her.

One mentor wrote at some length about preparing her student teacher for confer-
ences: indicate what the child hasdone or not done, tell parentshow they can help,
list upcoming assignments, and make a few positive comments in five to six
minutes. At theend of the student teaching program aperceptive mentor noted that
her student teacher found parentsthe most surprising and disappointing aspect of
teaching, “even though parents want their children to succeed they don’t spend
much time helping them, or finding the time to help them.”

Suggestions and Criticism

Throughout the journals, teachers made evaluative comments about the

program, and their suggestions were later formalized in final journal entries.

Teachers evaluated the program overall in terms of the design, calendar, and their

personal commitment. Several teachers commented on their professional growth
and development as aresult of the program.

Program Demands. The most frequently voiced criticism concerned the
length of the program. Most mentors felt that it was too long a student teaching
experience, although one teacher commented that the length of the program gave
thestudent teachersan accurate senseof ateacher’ sschedul e. Thefewteacherswho
worked with the same student throughout the program concluded that a change of
assignment would havebeengoodfor everyoneconcerned. “ | had oneclassthat had
astudent teacher theentiresemester.” Commentsabout thestudentsshowed mentor
teachers’ concern, “Students tire of being in the process of a student teacher
situation even when the student teacher isgood.”
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Therewasconsiderable concern that student teacherswere expected to do too
much,

| sensed the student teachers were overloaded by preparing for teaching curricu-
lum, attending afternoon classes, trying to please the needs of supervising teachers
and college professors. At the same time evaluating their students in their
classrooms.

The difficulty of the dual role played by the student teachers was noted by all the
partici pants, and especially by the mentorswho saw the student teacherson adaily
basis.

Clear Expectations. There was some feeling that the university faculty was
unclear in explaining the demands of the program for the mentor teachers. One
individual was particularly critical because she believed additional assignments
were given to the mentors in an arbitrary manner.

Cooperating teachersmust have adetailed outline at the onset of requirementsand
expectations. There should be no surprises or hidden agendas.

Others echoed this feeling by wanting course syllabi for the student teachers
required afternoon classesand ano-nonsenseorientation at the start of theprogram
which clarified expectations for all parties and provided some guidelines for
hel ping student teachers through thefirst steps of classroom work.
Teachersnever seemto haveenoughtimeintheir day todo everythingthey are
expected to do. One frustrated mentor remarked that it is crucial in the future for
teachers to know exactly how much time their involvement will require,

...interested teachers must understand that their planning period will be different.
There never istimeto correct paperswhich | found very difficult. Teachers need
to be prepared for this and have that understanding before they agree to do it.

Another teacher suggested that cooperatingteachersneedto beadvised“toget out
of the way as soon as possible and let the student teacher teach.” However,
university faculty were reluctant to prescribe a specific timeline for fully turning
over classes to apprentice teachers because the timing of that decision must be
determined by the mentor.

Mutual Sharing. In thisprogram all student teachers met together for classes
intheafternoon at theschool site. Each mentor teacher presented asuccessful lesson
plantothestudent teacher seminar at theschool site. Thesepresentationsbroadened
thestudents’ exposuretoall of thementorsandtoavariety of strategies. Onementor
suggested that the student teachers do the same. She also indicated that meeting
more frequently with other mentor-student teams would have been helpful in
learning how they were handling situations and working with curriculum. There

were times when mentors mentioned they would have liked to know specifically
. _________________________________________________________________________________________]

39



Analyzing Mentoring Practices
__________________________________________________________________________________________________|

what was taught in those sessions. Although mentorswereinvited to attend class,
nonedid. Fromtimetotimeit washintedinjournal entriesthat theclassassignments
could have coordinated moreclosely with what student teachersweredoingintheir
own teaching.

Could the assignments in seminar be the lesson plans they are using.... The
assignments could help them complete their work at school rather than add to it.

Actually, thecoursework hasbeen directly coordinated with what student teachers
were doing with their own students. This comment and otherslike it point out the
fact that mentors did not have a clear idea of the instruction taking place every
afternoon.

Professionalism. Issues of professionalism surfaced from time to time. One
mentor was particularly astute in reminding her student teacher about confidenti-
ality and avoidance of gossip. She suggested astronger emphasis of professional -
ism in the classes,

Itisvery important that student teachers realized that not only should they build
trusting relationships with their students, but they need to spend time building
trusting relationships with their faculty.

For the most part, even those mentors who were somewhat skeptical noted
some professional growth as aresult of having taken part. About one third of the
mentor journals indicated that they learned new strategies from their student
teachersand from thementoring classes. Onementor wrote about how thisprogram
caused her to“ evaluate [ her] ownteaching.” So many thingshad becomeautomatic
that [ shehad] not been consciousof theprocess. Thissameteacher wrotethat when
her student teacher washaving success, shefelt better about herself. But, whenthe
student teacher was having difficulty she felt responsible and also experienced
some doubts about her ability. It was noted however that

to grow you must struggle and many of us shy away from struggles seeking more

comfortable situations.... We need that freshness of ideas to keep us from
becoming too comfortable, too stagnant in our teaching.

Thefinal verdict of nearly al of the teachers was positive; they were pleased
to have been selected to participate in this program, they felt enriched both
personally and professionally, and they felt they had made a solid contribution to
their profession by preparing well-qualified teachers,

...this was a good experience. |I'd have a student teacher again.

Conclusions

Mentor teacher journals provide along-term, continuous commentary on the
teacher preparation program aswell at therel ationship between student teacher and
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mentor and the mentoring process. Indeed, the journals provide even more infor-
mation than expected when the assignment was first made. Despite the reluctance
of some mentors to write in the journal, they remain arich source of information
about thework teachersdo whenthey accept theresponsibility of astudent teacher.
Some interesting conclusions can be made after analyzing the journal themes.
Berliner's (1991) conclusions about an expert’s ability to articulate are certainly
supported by thejournals. Somejournal sarequitelong, over 60 pages, whileothers
consist of only afew pages. Somerecord entire conversations and elaborationson
professionalism, frustrations, and personal growth; othersarelists of dates, times
and terse jottings on how time was spent. Still, it is possible to draw some con-
clusions about the effects of journal writing on mentoring from teacher journals.

1. Personal commitment to the journal influences a teacher’s ability to
track thoughts, ideas, and mentoring activity. Teachers who viewed the journal
as“ busy work” did not useit asameansof recording personal progress. Thosewho
believed thejournal wasareasonablerequest wrote often, weekly at least, and with
considerableelaboration. Thisobservation brought usback tothereacti onsteachers
had to thejournal assignment at the beginning of the program. M ost of theteachers
agreed with the values of journal keeping and accepted the assignment asameans
of tracking the progress of the program. Those teachers who felt themselves
stretched to the limit wrote minimally; their entries |ooked like shopping lists with
times and topics. These journal entries showed the least evidence of reflection on
mentoring practice. Two teachers who procrastinated until the end of the program
did, in fact, engage in some reflective writing in their final summary entries. But
becausewehad only onelong, reflectiveentry, wewereunabl eto tracethe progress
or process of their mentoring. They elaborated on their feelings at the end of the
program which were much different than those they expressed verbally at the
beginning of the program, but we were unable to see when and how their attitudes
and observationsbegan to change.

2. Journals revealed that successful mentors showed more willingness to
think about what they were doing instead of simply reacting or behaving
automatically. Berliner reminds us that experts may not be aware of what they do
that makesthem successful, or that they may not be skilled at arti cul ating what they
do. Teacherswho takethetimeto think, reflect, and write about their expertisewere
moresuccessful in passing that information onto their student teacher. One mentor
expressed concern about teaching processes and expressed difficulty remembering
to explain in detail procedures used to set up an activity or learning experience.
Because the mentor had followed certain patternsfor so long it wasdifficult for her
toanalyzeand articul atetheprocess. Sheal so noted that mentorsshoul d not assume
any information too trivial to give. This kind of reflection, when a teacher
reexamines and adapts practice, is what Schon calls reflection on action (1983).
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Some teachers spoke about their professional growth at the conclusion of the
program, but they did not record that growth in their journal entries. One mentor
who wrote terse entries throughout the program made this comment in her final
entry, this program caused her to

evaluate my own teaching. So many things have become automatic that | have not
been conscious of the process. The reflecting validated many of my practices and
caused me to re-evaluate others.

Those individuals who wrote minimally tended to be less open with their student
teachers as well.

3. Some mentors are more capable and willing to write what they are
thinking and seeing. The previous conclusion addresses the issue of thinking in
contrast to reacting or behaving automatically. We al so noticed that some mentors
weremore skilled at recording what was going onintheir mindsand what they were
seeingintheir student teachers. Thesementorsbegantotraceboththeir progressas
mentor and their student teacher’ s progressin becoming ateachers. They beganto
noticeand describepatternsdevel opingintheir mentoring, their teaching, andinthe
student teachers’ teaching. They were ableto make adjustmentsin their mentoring
approach based ontheseobservations.

4. Journal entries of thoughtful mentors predominately address mentoring
issues rather than personal complaints or problems. Overall, in looking at the
journals as abody of literature, mentoring comments were more common than any
other type. However, in studying individual mentor journals, some centered
exclusively on mentoring i ssueswhile otherswere mainly concerned with personal
reactionsand frustrations.

Interestingly enough, but perhaps not too surprising, the grocery list journals
made little attempt to disclose personal reactions or frustrations. Even though all
program participants (mentors, student teachers, university faculty) experienced
frustration from time to time, the more thoughtful and reflective mentors did not
engage in complaining. They expressed their frustration clearly, generally briefly,
and then went on to atopic directly connected to mentoring.

5. Some mentors wer e willing to reflect on the whole experience and were
able to generalize about the program with suggestions for improvement or
restructuring. Regardless of attitude, all mentor teachers who kept ajournal took
the time to make final evaluative entries which resulted in the improvement of the
program. Mentors were asked to review their entire journal and to respond to their
own entries or university faculty responses. These critical summarieswere helpful
to us. Some mentors were able to view the program holistically. These individuals
looked back to the start of the program and saw its peaks and valleys over time. In
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many of these journals we saw collaboration and team teaching postures among
mentorsand students. Theseindividual srecognizedtherecursivenatureof learning
to be both teacher and mentor. They realized that we were all novicesin a sense:
student teacherswerenovicesat teaching, mentor teacherswerenovicesat mentor-
ing, and professors were novices at administering the program. The criticism from
these individual s tended toward the global and theoretical.

Other mentorstended to focus on structural criticism concerning times, dates,
and calendar adjustments. These suggestions hel ped usrefine our program and we
operate more smoothly as aresult.

Berliner’s expert-novice research has made educators aware that successful
practitionersare not waysableto analyze, explain, or verbalizewhat it isthat they
do. Journal writing offers a means of assessing the ability of expert teachers to
reflect on practice and facilitatethelearning of practicewith noviceteachers. It may
provide aval uable means of identifying and devel oping effective mentorswho can
meaningfully improve the preparation and induction of future teachers.
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