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Abstract

To answer the research question, “What processes and effective strategies do cooperating teachers use to assist novice teachers (professional interns/student teachers) in developing professional competence?” university teacher education faculty collaborated with local cooperating teachers to develop data collection tools addressing this issue.  During phase one, data collection tools developed over a 10-week period included weekly probes to be addressed in dialog journals between the cooperating teacher and professional intern, interview protocols for individual interviews with cooperating teachers and professional interns, an observation tool (based on Ohio’s Praxis III) for observing and rating a lesson taught by the professional intern, and the post-lesson conference between the intern and cooperating teacher pairs.  In phase two, data collection instruments were reviewed by 10 former professional interns and 10 former cooperating teachers who provided feedback to guide revisions.  In phase three, a 12-week pilot study was conducted with five pairs of professional interns and cooperating teachers from elementary and secondary levels during a professional internship experience. In this paper, results from phase three are described.  Emerging themes addressing content, processes, and strategies employed by cooperating teachers to assist professional interns in developing professional competence are described.

Passing It On:  Developing Professional Competence in Novice Teachers
In early January 2010, the National Council for the Accreditation of Teachers commissioned a blue ribbon panel of experts whose work will culminate in the formation of recommendations that will serve to restructure teacher preparation practice to “reflect teaching as a practice-based profession akin to medicine, nursing, or clinical psychology. Practice-based professions require not only a solid academic base, but strong clinical components, a supported induction experience, and ongoing opportunities for learning”  (NCATE, 2010, ¶1, http://www.ncate.org/public/010410_BRP.asp). This new emphasis on what has been termed ‘significantly enhanced clinical preparation’ has far-reaching implications for P-16 education professionals.  The movement will require university faculty and P-12 administrators to identify cooperating teachers who possess the knowledge and skills to assist in the mentoring of preservice teachers.  Tools to help in the identification process of qualified inservice teachers, as well as the identification of successful strategies and approaches that can be used in the mentoring process are needed.  For inservice teachers in need of support, research-based professional development opportunities will need to be developed and made available.
The purpose of this paper is to present the results of a qualitative pilot study that emerged as a collaborative engagement between teacher educators, cooperating teachers, and professional interns (student teachers) in inquiry that contributes to scholarship expanding the knowledge base related to teacher education.  The terms, preservice, professional intern, and student teacher are all terms used by the profession to describe the preparation level of the teachers addressed in this study, but for consistency, the phrase ‘professional intern’ or simply ‘intern’ will be used throughout this paper. The findings outline strategies and processes utilized by cooperating teachers that might assist school administrators and university teacher educators in the identification of ‘stellar’ mentor (cooperating) teachers and contribute to the development of targeted professional development for new and/or experienced mentor teachers wishing to enhance their mentoring skills of professional interns.

Review of Literature

Mentoring has been acknowledged as a tool for professional transformation and provides structure to the relationship between the mentee (preservice teacher) and mentor (inservice teacher) (Hudson, 2008).  A mentor is “one who is more knowledgeable on teaching practices and through explicit mentoring processes develops pedagogical self-efficacy in the mentee towards autonomous teaching practices” (Hudson, 2004b, p. 216).

Every year the field of primary and secondary education loses a large percentage of its trained workforce to other fields.  Up to 14% of teachers leave the field after their first year, 30% after three years, and 50% after five years (Athanases et al., 2008; Evans-Andris, Kyle, & Carini, 2006; Gareis & Nussbaum-Beach, 2008; Wiebke & Bardin, 2009).  The high rate of attrition can be attributed to multiple factors, including lack of administrative support and professional guidance, feelings of isolation, poor working conditions, low pay, and concerns about one’s own teaching ability (Athanases et al., 2008; Evans-Andris, Kyle, & Carini, 2006; Leimann, Murdock, & Waller, 2008; Wiebke & Bardin, 2009).  As Mormore and Loughry (2006) write, “Without support and supervision, novice teachers often feel overwhelmed, disoriented, and frustrated when they find themselves totally on their own in their classrooms” (p. 25).  Teacher attrition reduces teacher efficacy, which in turn lowers student performance (Leimann, Murdock, & Waller, 2008).  Consequently, during a time of standardized testing, addressing the issue of teacher attrition has become a national priority (Athanases et al., 2008).  


Ensuring qualified teachers in every American classroom has been recognized as an important factor in strengthening public education and maximizing student learning. As high-quality induction and mentoring programs provide professional development for teachers and support qualified teachers for every child, teacher induction programs, which typically include mentoring as a major aspect, are becoming increasingly popular, in an effort to curb teacher attrition rates.


Since the beginning of the 1980s, state legislators have become increasingly active in passing teacher induction legislation.  The number of states with such legislation rose from eight in 1984 to over 30 in the 1990s (Smith, 2007).  Consequently, the number of beginning teachers participating in induction programs rose from 4 in10 during the 1990-1991 academic year to 8 in 10 during the 1999-2000 academic year (Smith, 2007).  By 2003, 30 states had formal induction programs on the books, lasting between one and three years.  The legislation differs greatly from state to state in regards to how comprehensive the induction programs must be and how much funding (if any) is provided (Smith, 2007). 


Advocates (Keller, 2006; NCATE, 2007) for a fairly new model of mentoring program, the urban teacher residency program, similar to the medical residency model, laud it for its success in educating and retaining qualified teachers for high need schools. This model pairs aspiring teachers with accomplished veterans in a high-poverty school for a full school year of practice teaching and support them for two or more years with coaches and professional development.  Linda Darling-Hammond (Keller, 2006) refers to it as a discovery and perhaps the beginning of the most necessary reform in teacher education.

 Over half of all beginning teachers participate in a mentoring program, which, like the accompanying legislation, vary greatly.  As Evans-Andris, Kyle, and Carini (2006) write, “their quality and scope range from comprehensive to cursory” (p. 290).  Smith (2007) writes that the term “induction program” can mean many things, from a one-time orientation meeting at the beginning of the school year to a comprehensive and highly-structured program that takes place over the course of a few years, involving frequent interactions and multiple activities.  While mentoring programs have great potential to address the problems of low teacher retention and low levels of beginning teacher efficacy, the programs themselves must be well designed to be effective.  As Wiebke and Bardin (2009) argue, poorly planned mentoring programs have “no impact on teacher retention, job satisfaction, or sense of efficacy, let alone the quality of instruction and student learning” (p. 35).


The majority of mentoring programs pair a veteran teacher with a novice teacher, which usually succeeds in providing emotional and technical support to the new teacher (Evans-Andris, Kyle, & Carini, 2006).  However, the most successful mentoring programs are highly structured and involve a wide-ranging set of supports to the beginning teacher, and aim to provide more than emotional and technical support.  Effective induction programs might include various aspects of the following: (a) strong principal support, (b) high-quality mentors experienced in the same grade level and content area as their mentees, (c) training and support for mentors, just as mentors support novice teachers, (d) programs that begin before school starts, (e) emotional and technical support, but more importantly professional and instructional support, (f) involvement of multiple persons providing support and guidance, including veteran teachers, department heads, administrators, and a faculty member from a teacher training institution, and (g) the encouragement of reflective practice (Evans-Andris, Kyle, & Carini, 2006; Harrison, Dymoke, & Pell, 2004; Leimann, Murdock, & Waller, 2008; Wiebke & Bardin, 2009).


Finding high-quality mentors that share grade level and content area with mentees can be challenging for smaller schools.  But having a mentor-mentee pairing in which each teaches the same grade level and content area is very important (Leimann, Murdock, & Waller, 2008; Smith, 2007; Wiebke & Bardin, 2009; Youngs, 2007), as such a pairing allows the mentor to provide specific support to the beginning teacher.  Research also states that mentors should have ample training, since being a good teacher does not equate to being a good mentor. Harrison, Dymoke, and Pell (2004) write that mentor “training needs should receive the same attention as that given to the newly qualified teachers” (p. 1057).  Good mentors should also have the expected qualities of being a good listener, being flexible, and having pedagogical expertise (Harrison, Dymoke, & Pell, 2004; Youngs, 2007).  Furthermore, good mentors are allotted ample and structured time slots to spend with mentees, are paid for the mentoring work, and can assist in guiding the professional development of the novice teacher (Harrison, Dymoke, & Pell, 2004; Youngs, 2007).


Many induction programs fall short of providing enough professional and instructional support (Evans-Andris, Kyle, & Carini, 2006).  Athanases et al. (2008) note the most common support offered to new teachers comes in the form of workshops, which usually address school policies, classroom management issues, and other introductory issues.  While these topics are important for novice teachers, they do little to move them toward becoming a master teacher.  Youngs (2007) writes that “During the mastery stage of teaching, beginning teachers grow less focused on themselves and managing student behavior, and more concerned with curriculum, pedagogy, and student learning” (p. 801).  Professional development can be provided in multiple ways, from lectures by experts to observations by administration, faculty members from teacher training institutions, and mentors.  Such observations serve to provide important feedback to the beginning teacher.  Many induction programs require such assessments in the form of observations.  However, Leimann, Murdock, and Waller (2008) note the importance of assessing beginning teachers in a non-threatening way, such that their growth and development as teachers is emphasized, rather than it being seen as a way to highlight their shortcomings in the classroom.  A lack of professional development is more likely to lead the teacher to wonder in a negative way about her/his efficacy in the classroom (Gareis & Nussbaum-Beach, 2008).


Promoting reflective inquiry into one’s own teaching practices is also frequently cited as an important aspect of quality induction programs (Evans-Andris, Kyle, & Carini, 2006; Mormore & Loughry, 2006; Shea & Greenwood, 2007; Youngs, 2007).  Reflective practice can be defined as analyzing instructional strategies, such that strong points can be reproduced, and areas of weakness can be improved (Evans-Andris, Kyle, & Carini, 2006).

With a multiplicity of factors involved, designing an effective teacher induction program takes time and resources, but may be well worth the effort.  Youngs (2007) proposes effective mentoring reduces teacher attrition by 32%, while Evans-Andris, Kyle, and Carini (2006) contend effective induction programs reduce attrition by 50%.

Gareis and Nussbaum-Beach (2008) write, “Historically, the culture in schools has characterized the first year of teaching as a ‘sink or swim’ proposition” (p. 230).  Clearly, this mindset has led to the ongoing problem of teacher attrition, which affects all aspects of schools, including, most importantly, student performance.  Mentoring and induction programs have emerged as the most popular way to address teacher attrition.  However, these programs must be carefully planned and well-developed in order to achieve their goal, and while some schools lack the funding or initiative to get such programs off the ground, others fail to adequately address all of the novice teacher’s needs through their induction programs.  A quality program includes multiple supports for the beginning teacher, from the administration and teacher education personnel from the university level, to a highly-qualified mentor.  
While the importance of mentoring for novice teachers and characteristics of effective mentoring programs have been well documented and identified in the literature, limited research (Hudson, 2007, 2009) focuses specifically on professional intern mentoring programs.  Specifically, Hudson and Skamp (2003) outline a five-factor model to guide specific subject mentoring. The five key areas include: personal attributes the mentor needs to exhibit for constructive dialogue; system requirements that focus on curriculum directives; competent pedagogical knowledge for articulating best practices; modeling of efficient and effective practice; and feedback for the purposes of reflection to improve practices (Hudson, 2004a). According to Hudson (2004a) although generic mentoring approaches may be beneficial, effective mentoring differs from subject to subject. That is, mentoring for primary science teaching will differ from mentoring the teaching of physical education.  Thus, the five-factor model has been used to guide the mentoring for both new teachers and preservice teachers toward specific subject instruction (Hudson, 2004b, 2007, 2008, 2009). 
Effective strategies for mentoring preservice teachers focus on communication and building a positive relationship, modeling, and reflection (McKay School of Education, n.d.; Strader, 2009). Specific examples include: model instructions with varied teaching strategies; review all lesson plans, allow professional intern to design and teach original lesson plans using a variety of strategies and materials; provide regular oral and written feedback; plan together for effective assessment of learning; guide the professional intern in planning assignments; assist the professional intern in accommodating students with special needs; provide feedback on classroom presence, e.g., moving throughout the classroom, voice effectiveness, and appropriate professional appearance (McKay School of Education, n.d.; Strader, 2009).

The growth of a novice teacher is described as a developmental process (McKay School of Education, n.d.; Strader, 2009) that begins with observation and proceeds through interacting with children, trying-out activities, team teaching and planning with mentor, independently teaching and planning with mentor supervision and observation, focusing on student learning and reflection on lessons, and ends with taking over total classroom responsibilities. 

The review of previous studies shows the general trends and needs of teacher mentoring, and identifies some effective practices for teacher induction programs.  While the importance of mentoring for induction year teachers has been well documented in the literature and increasing numbers of states mandate the practice, the current induction programs across the United States lack consistency and continuity. 

Following other states and cities such as Chicago, Boston and Denver, the pioneers of urban teacher residency programs, to meet the needs of economic development, in January 2009 Governor Strickland of the State of Ohio proposed a new resident educator license for teachers in Ohio. The state currently has a one-year entry-year program that pairs new teachers with veterans. “But how that program works varies greatly from district to district” according to Sue Taylor, president of the Ohio Federation of Teachers (Wehrman, 2009, ¶15). 

Additionally, the current environment of accountability and high-stakes assessment has focused much attention on the preparation of teachers and whether or not preparation programs are preparing teachers for the realities of today’s classrooms.  First year teachers are expected to “hit the ground running” with respect to their knowledge of content, pedagogy, assessment and instructional design.  They are expected to affect significant achievement gains while, at the same time, acclimating to their new professional lives.


While there are many ingredients in the teacher preparation “recipe” this study focuses on the interaction between professional interns and mentoring teachers to answer the following question:  “What processes and effective strategies do mentoring teachers use to assist novice teachers [professional interns] in developing professional competence?”

Method


Focus groups consisting of approximately 20 mentor teachers were convened to assist in the development and piloting of the data collection tools: (a) mentor interview protocol, (b) professional intern interview protocol, (c) researcher observation protocol, and (d) instructions for reflective dialog journals.  Focus groups were also asked to define/operationalize “professional competence.”   Once data collection tools were developed, piloted, and revised, initial data was collected, forming the foundation of this paper.
Participants


Participants were recruited from the pool of professional interns in the field during the spring and fall quarters of 2009.  Participants (mentor teachers/professional interns) received information packets describing the specifics of the research project, participation requirements, and consent forms.  Most participating cooperating teachers received two graduate credit hours as compensation for their collaboration in the study.  A total of five (5) pairs of professional interns and mentor teachers were recruited for participation in this study.
Instruments


Utilizing the instruments and protocols (available from lead author upon request) developed during the focus group sessions, data were collected between May and November, 2009.  Data collection consisted of:  

· Structured interviews with five (5) professional interns in the following teaching areas:  Kindergarten Language Arts, Kindergarten Math, 11th grade Language Arts, and 2nd grade Reading (two participants)
· Structured interviews with the five (5) cooperating teachers paired with the professional interns in the above areas
· Reflective dialog journals were kept by the participants, focusing on prompts provided to the pair
· Lesson notes and post-conference notes from interns and mentoring teacher
· Ten (10) lesson ratings, two for each professional intern.  Both researchers and mentoring teachers rated each lesson
Procedures

Interviews. Individual semi-structured interviews were conducted with each cooperating teacher and professional intern.  The interviews lasted approximately 45 minutes and were scheduled at a time and location deemed convenient to the participants.  Interviews were audio-taped and subsequently transcribed for analysis.
Dialog journals. Each intern and mentor pair was asked to keep an interactive, on-going, reflective dialog journal.  Prompts were provided for the first five weeks serving to focus the professional interns’ reflections, with suggested prompts for the remaining weeks.  Cooperating teachers were given the option to use the suggested prompts or to create their own that would address current issues being dealt with in his/her classroom.  Teachers were instructed to ask their interns to read, observe, and respond to each week’s prompt.  Journals were then returned to the cooperating teachers who would respond to the interns’ weekly reflections, providing an on-going ‘dialog’ between the pair.
Observations. Each intern was observed teaching a lesson by his/her cooperating teacher and a member of the research team.  Both the cooperating teacher and the researcher scribed everything the intern said and did during the lesson.  At the conclusion of the lesson, the researcher observed the post-conference discussion between the pairs.  The researcher observed and took notes regarding the content and nature of the interactions and discussions.
Data Analysis

All written data from observations and dialog journals were typed and saved as Word documents. Interviews were also transcribed and saved as Word documents allowing for ease in analysis.  Data sources were divided up by three of the researchers for analysis (e.g., dialog journals, lesson notes/observations, interview transcripts).  Each data source was analyzed and coded.  Codes were then combined into themes.  Codes from each data source were shared among the researchers, as well as initial emerging themes and questions. The research team then met to discuss common themes and ideas across data sources identifying areas of overlap and/or discrepancies.
Results

A few broad themes were identified from the available data.  First, mentor teachers and professional interns identified several strategies utilized to convey expectations and processes to provide feedback. Following discussion, the researchers classified mentoring strategies as either direct or indirect in nature, or both.  Mentor teachers and professional interns identified questioning as a specific strategy, but upon further analysis, the research team found it was utilized in a very general way.  A final overlapping theme in the data focused on the content of discussions and concerns of professional interns and their mentors.  These major themes are described and examples provided in the following section.
Direct Versus Indirect Mentoring Strategies
Cooperating teachers utilized many different strategies and approaches to assist professional interns in the development of professional competencies.  Following the data analysis and subsequent discussion among the researchers, strategies utilized by cooperating teachers were classified as either direct or indirect, or both.  The frequency that each strategy was mentioned in the individual interviews is presented in Table 1 and classified as either a direct or indirect strategy.
Table 1
Strategies Identified by Inservice and Preservice Teachers Used in Mentoring

Strategy



Inservice

Preservice

Direct

*examples



6


5


*modeling



13


25


reteaching



3


3


*suggestions



-


9


verbal feedback


33


35


written feedback


7


9

Indirect


co-teaching



-


3

*examples



6


5
encouragement


9


16
*modeling



13


25

observation



10


17

prompting



-


1

questioning



10


8

reflection



16


12

resources provided


5


6


    -websites



6


5

sharing personal experiences

8


4

*suggestions



-


9

Note. *Classified as both direct and indirect strategy
The use of the strategies identified in the interviews was confirmed in the lesson post-conference discussions and dialog journals.  Mentor teachers provided examples of how they might have handled a particular situation during a lesson.  They also offered interns suggestions regarding how to deal with specific behavior management and assessment issues.  One mentor teacher wrote, “Documentation of their understanding is crucial. I use a lot of check lists…Monitoring student learning keeps both you and your students on track.  What your students show they know and don’t know will guide your teaching as much as the standards!”
Additionally, interns reflected on how their mentor teachers had modeled particular skills, activities, or behaviors in previous lessons.  One intern reflected, “My cooperating teacher addressed [expectations] my first week through modeling and emphasizing the importance of these areas by telling me why she did it, how, and when.  She continues to model on a consistent basis to help me not only emulate effective skills she uses, but to also gain confidence in experimenting with my own style.”
In the dialog journals, mentor teachers directly reminded interns how they modeled specific behavior management strategies, or made suggestions and provided resources for lesson planning. For example, “Unexpected interruptions happen daily.  [They] happen so often, you must be ready to deal with them.  Remember when [student] threw up during testing? It went off without a hitch because I stayed calm, reassured the class, cleaned it up, and we continued testing.” Another teacher wrote, “I hope I have made planning easier on [you] by providing examples of plans using indicators as the driving force.”  An intern reflected, “For the most part, I modeled my professionalism and planning on what she [mentor teacher] did. She has great classroom management so the things I did, I tried to reflect off of her.”
Cooperating teachers also offered encouragement, focusing on things the interns had done well.  For instance, one mentor teacher wrote, “I’ve seen you gain a lot of confidence and control over these past several weeks. I hope I gave you enough freedom to try things, and just enough feedback to make you stronger…You’ll be great!” Several encouraging comments came from post-conferences including, “You did the right thing.  It went well. It’s a miracle they comprehended what you wanted them to. It wasn’t that bad—it’s a difficult group.”
Questioning
In the interview data, both preservice and inservice teachers identified questioning as a frequently utilized strategy. Preservice teachers mentioned questioning 10 times and professional interns10 times.  However, the researchers discovered questioning was only employed in a very general manner in the post-lesson conferences and dialog journals.  Questions included, “How do you think it went? What went well? What do you think you could do differently? How do you think [student] did? What would you differently if you were to teach this again tomorrow?”  Speculation on the superficial use of reflective questioning is included in the discussion section.
Scaffolding
Data from both the mentor teachers and the professional interns indicated that mentor teachers utilized a developmental approach to mentoring. When defining their roles, mentor teachers described how they scaffold learning for their interns.  The following quotes exemplify how mentor teachers define their roles and the examples of the development approach they might utilize.

“You know, you bring them along, they know a lot of things, but you just really fix and refine what they already do, I guess.  Cause some have had a lot a lot of way to go and some are just tweaking what needs to be done and that’s kind of what I try to do.”

#

“I’ve had some that are that I’ve had to be a lot more dealt with in that manner where I had to just get on them because they were lazy.  Usually what I do is I let them plan something like the very first time they take over one subject we plan it together and then their delivery of it if it’s not as good then we focus on the delivery because I know the plans were done well but their delivery just needed some work.  Then if they actually start writing the plans and are boring, boring, boring things, you know, we have so many things that we can use in here in now that can jump up their enthusiasm, you know, and if they’re not, you know, I don’t beat around the bush.”

#

I think this is like their last experience before they’re going to be teachers on their own.  So I think that I need to really facilitate getting the most out of their experience, making sure that um, they treat this like it’s their jobsite-- that this is kind of like a run-through.  Like this is how it’s going to be.  So, my role I think is just to give them as much freedom um, but direct it because I really think that that’s the only way that they’re going to learn is just by giving them that, letting them try new things, letting them make their mistakes. So I think my role is just to keep facilitating their learning but really just treat them as teachers now.  And I try to guide them.

Content
Recurrent concepts were evident across all data sources.  Behavior/classroom management, differentiation of lessons to meet student needs, and establishing classroom routines and processes were areas addressed by both professional interns and mentor teachers and considered areas of interest and need.
Behavior/classroom management.  Ratings completed by mentor teachers and researchers following the interns’ lessons indicate that interns scored an average of 3.2 out of 5 (with 5 = Excellent and 1 = Poor) in managing the classroom environment, falling below an “Adequate” rating of 3.5. In post-lesson conferences, discussions of student behavior (n = 12) and the interns’ responses to student behavior (n = 12) occurred most often in discussion.
One professional intern noted, “I definitely still need improvement in my behavior management, I think. But I don’t really know what else she [cooperating teacher] could’ve [done], I mean she’s given me plenty of suggestions and different websites to look at and I guess it’ll just come over time, hopefully.” Another added, “Sometimes getting respect would be hard to gain. So she [cooperating teacher] gave suggestions to help me through situations.” One mentor teacher responded, “But they do need pushed a little bit …to try these discipline things because it is the end of the year and they [the students] need it to be changed up.  That’s a good thing if you want to change it up and make it your own.” Another confirmed, “Well, actually, [intern] needed a little bit of help in the beginning.  She was a little, with discipline mostly, afraid to be confident enough to tell them to move their buckeye [discipline system].  And I would just step in in the beginning, you know, and I’ll say look at, I’ll usually say, they’re 7 and you’re an adult, you know.  It’s just like a parent when you speak to a child.  You don’t have to be mean about it.  You just have to matter-of-factly state what they did and just be honest about it.  Don’t apologize for it, you know.  I think she’s gained a lot since the beginning.”

Differentiating for student needs.  Interns struggled with differentiating lessons to meet all students’ needs.  Lesson ratings indicated interns rated an average score of 3.7 out of 5 on making content understandable, above a 3.5 rating of “Adequate”, yet still below a rating of 4.5 indicating “Proficient.”  One intern expressed continuing frustration, “Sometimes I still get nervous if I know there’s a lot of explaining to do because the students learn so differently.  And one class will pick it up like that.  And another class I crashed and burned 3 times in a row last week trying to explain an activity with one class and the class before them picked it up quickly.  So, I worry because I’m not sure how to explain things to different classes yet because they’re all different learners.”

Establishing classroom routines and procedures. Interns indicated they wanted to learn more about how to establish classroom routines and procedures as exemplified by the following: “[I wanted to learn] how to deal with problems that happen and the unexpected things that happen.  How to manage 5 different things happening all at once and needing to address all of them immediately. How to manage the tons of paperwork that you have to grade for an English class. And how detailed grading needs to be.  We started out writing to every single student and that does not happen anymore.  That can’t.” 
#

“From people in the past I’ve learned that [the professional internship] is the most I’ve ever learned in college just because you’re in the classroom every day.  I’m learning from my experience right now. I’ve noticed that just comparing it to a 30 minute visit to all day, every day-- it’s a great learning experience to get to know the children.  The transitions throughout the day, the different ways the school works together, the teachers.  It’s nice to see that behind the scenes, different set up because when I was just an observer I didn’t get that.  I didn’t get to see the teachers collaborating and even staff collaborating.  
Discussion

Direct versus Indirect Strategies


In the interviews, inservice and preservice teachers cited the use of both direct and indirect mentoring strategies, although in practice, as evidenced in the post-lesson conferences and the dialog journals, mentor teachers utilized many more direct approaches to provide feedback.  It may be that early on in the internship experience, mentor teachers utilized more indirect strategies, as the interns observed and the mentor teachers modeled.  Asking the interns to reflect in the form of questioning, seemed to be limited to generalized questions that lacked depth or follow up.

Limited Use of Questioning

Although questioning was cited by both mentors and interns in the interviews as a strategy used by mentor teachers, when analyzing the post-lesson conference data and the dialog journals, the research team was very surprised at how questioning was used in a superficial manner. Especially during the post-lesson conference, mentors had multiple opportunities to ask in-depth, reflective questions of the interns.  However, these opportunities were not capitalized upon.  This observation led the researchers to speculate on potential reasons, which include:

· Do mentor teachers value post-lesson conferencing and dialog journals as mentoring tools?

· Do mentor teachers need more instruction on how to use post-lesson conferences (more structure and suggested areas to address) in order to facilitate constructive dialog?

· Since post-lesson conferences are not utilized on a regular basis, did mentor teachers and interns view dialog journals and post-lesson conferences as a “university requirement” and therefore tangential or an “add on” to their actual practice?

· Are opportunities for post-lesson conferences limited by the constraints of the daily teaching schedule?

· Do mentor teachers need professional development targeted at how to frame and ask reflective questions?

· Are mentor teachers reluctant to push their interns to think more deeply about their practice and reluctant to ask challenging questions?

The researchers speculate that the answers are complex, yet directly related to the time available to teachers and interns.  If there is limited time to spend on reflection or for extensive conversations either in writing or face-to-face, the quality of feedback is likely to be impacted.   Direct strategies are less time consuming than indirect strategies and if time is limited, brevity is prized.  Many times, feedback strategies employed during the post-lesson conferences and in dialog journals were limited to telling, suggesting, or providing examples. Mentor teachers employed the “Oreo cookie” approach for providing feedback: begin with a positive comment, make suggestions for an area needing improvement, and finish with another positive.
Effectiveness of Scaffolded Mentoring

Professional interns seemed to respond positively to autonomy and clear, high expectations.  Interns didn’t seem to need a ‘nurturing’ mentor teacher, although in practice, all mentors in this study provided a great deal of positive feedback and encouragement.  Interns indicated that if they felt their mentor teachers were confident they would be successful, then they themselves felt encouraged to try new things.  They also were fairly confident that they would not be permitted to fail, and that their mentor teacher would be there to help scaffold their learning.

Future Directions

As this was a pilot study, data collection is continuing.  Questions raised by the data collection and analysis will be considered as new data becomes available.  Specifically:

· Do mentor teachers employ different processes (direct versus indirect) depending on the competency (i.e., personal professional behaviors versus lesson planning)?
· Do mentor teachers employ different processes depending on their years of experience and grade level teaching?

· Is the focus of mentoring related to mentor teachers’ number of years of experience (i.e., student-focused versus standards-focused)?

· As suggested by some of the current data, are the processes/strategies employed by mentor teachers dependent upon the individual needs/personality of the professional intern? 

· How do mentor teachers define their roles and how does that match with expectations from the university teacher preparation program faculty and the professional interns?

· Are there some competencies, skills, or dispositions that cannot be taught (i.e., initiative, enthusiasm for teaching or the content)?

· What are cooperating teachers’ expectations of their interns and vice versa?  Do the expectations match?
As established in the literature, mentor teachers play a critical role in the development of future effective teachers. They model best practices, guide, listen, and counsel professional interns. They provide professional interns with opportunities to observe children, reflect on their learning, develop hands-on curriculum, and plan and implement activities in the classroom in a supported environment.  As expectations grow for P-12 schools to play an expanded role in the development of preservice teachers for extended internships and field-based experiences, universities have a responsibility to take an active role providing the tools and necessary professional development and training to support inservice teachers in their roles as mentors.  
Identifying effective mentoring processes and strategies used by effective mentor teachers, as well as targeting areas inservice teachers or administrators identify as areas of need, are some ways universities can meet their responsibility to their P-12 partners and ensure the success of the mentoring relationships.  Studies such as this one provide the beginning steps in this shared journey. 
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