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Abstract

In recent decades, reflective practice and mentoring have become vehicles for endorsing
professional development and competency among student teachers during their induction into
the teaching profession. This research study aims to explore the extent to which peer-mentoring
can inform reflective practice among student teachers within a community of practice. The
mentoring concepts illuminated within this study suggest a move away from hierarchical expert-
novice approaches towards mentoring, in exchange for more reciprocal endeavour where power
dynamics are removed and both participants become equal receivers and disseminators of

knowledge regarding teaching and learning.

A qualitative approach was employed through a four-phase, sequential data collection strategy to
gather the narrative data collated. Interviews, reflective pro-formas, workshops and open-ended
questionnaires were used as instruments to collate narrative data concerning the peer-mentoring
experiences of four student teachers. The data was analysed utilising an interpretive
phenomenological analysis approach. The student teachers involved in this study were selected
from a purposive sample. Importantly, the participants selected demonstrated professional

characteristics which resonated with the aims of this study.

A conceptual framework was designed to capture and examine six dimensions of collaborative
mentoring in which student teachers could explore aspects of their own teaching practice
through action research. The findings generated within the study point towards a range of
contexts and challenges concerning peer-mentoring. The findings revealed that the mentoring
dimensions used to stimulate meaningful reflection influenced professional development, while
the challenges presented issues concerning; trust, power and time. However, the findings also
indicate that challenges to peer-mentoring are not insurmountable. This particular study
contends that further research is recommended into: firstly, how educational institutions can
create supportive, collaborative learning cultures; secondly, how can reflective practice be
encouraged throughout professional teaching careers; and finally, how can the challenges of
peer-mentoring be minimised in attempting to encourage such endeavour among student

teachers.

Keywords: Mentoring, peer-mentoring, reflective practice, collaborative learning, communities

of practice, learning communities, collaborative endeavour, student teachers.
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Chapter 1: Background and Introduction
1.1 Introduction

A key component of experiential and vocational experiences within education is underpinned by
learning, and more specifically, putting this learning into action (Kolb, 1984). In the case of
student teachers being initiated into the teacher profession, they do so with the expectation that
upon completion of their initial teacher training (ITT), they will be professionally and suitably
equipped with the skills and knowledge required to enter the teaching profession as a newly
qualified teacher (NQT) and undertake their respective roles proficiently and competently.
Navigating student teachers through this period of transition is based on two key components.
Firstly, the initial teacher training programme of study should endeavour to provide suitable
opportunities and pertinent experiences which aim to improve teaching confidence. Additionally,
these experiences should aim to increase the competency of the trainee through positive
experiences that utilise reflection as a vehicle for rationalising ideas, values and beliefs situated
around teaching and learning and curriculum design. Secondly, the programme of study should
facilitate student teachers towards gaining qualified teacher status (QTS). Inherent within this
process, such programmes should additionally develop the knowledge, skills and understanding

associated with improving pedagogical practices (Department for Education) (DfE, 2012).

The stimulus for the ITT programme of study must reflect the rationale, epistemological stance
and vision that have been adopted in designing a particular model of initial teacher education, for
the purpose of developing innovative and effective teachers. Secondly, an essential requirement
for student teachers’ is to actively engage with opportunities and experiences provided within the
programme of study. In addition to demonstrating competence and proficiency in their attempt
to satisfy benchmarks and achieve the standards required for QTS status. Although, student
teachers on one course may experience a common programme, how they engage and learn, will
vary dependent upon how they interpret what needs to be learned. Student teachers are unique
individuals and differ in their personal biographies and prior experiences, disposition to enquiry,
cognitive and perceptive abilities, communication, interpersonal skills, adaptability, values and
belief systems. Much of this will be underpinned by their distinctive combination of such
qualities, characteristics and personal background experiences, with regards to how they think

about teaching and learning.

The emphasis placed on prescribed methods to meet standards and objectives in becoming a

teacher has been queried and well documented (Boud, 1999; Berlak and Berlak, 1981; Britzman

17



1991; Calderhead, 1988, 1989, 1991; Elbaz, 1991; Hammersley and Atkinson, 1983; Hall and
Smith, 2006; Loughran, 1996; Maynard, 2001; Stenhouse, 1975; Shulman, 1987; Tabachnick and
Zeichner, 1991). However, this particular prescribed view is beginning to be challenged in
varying commentaries and discourses concerned with the initiation of student teachers into the
teaching profession. Within this context, it is important to acknowledge that teaching is a highly
complex activity and the dynamics operating in any given classroom environment will be
determined by a range of contextual and situational factors, that characterise every pupil and

teacher in varying situations (Moyles, 1995; Pring, 2000; Pollard, 2011).

The development of initial teacher education (ITE) and student teachers within this process is of
interest to varying stakeholders, more specifically prospective trainees and teacher trainers who
regularly engage in mentoring endeavour (Gray, 2010; Imig et al., 2011; O’Meara 2011). Several
contexts have been considered regarding the initiation of beginning teachers, who require various
pastoral and learning support needs during their early years within teaching. Mentoring is often
the only long-term support provided beyond new teacher orientation sessions (Feiman-Nemser,
2001; Loeb et al., 2005; Sampson and Yeomans, 1994). Additionally, this is also considered as a
legal requirement within the teaching profession (DfE, 2012). However, the kind of mentoring
support provided to trainees during this critical induction period varies greatly and is a topic of
great interest to educators and policy-makers regarding its implementation within professional
cultures (Stanulis et al., 2012). Significantly, many educators have assessed whether and how
mentoring can lead to increased teaching effectiveness and student learning (Harrison et al.,
2006; Hobson et al., 2009; Lofsttom and Eisenschmidt, 2009; Stanulis and Floden, 2009; Sundli,
2007). The utilisation of mentoring in other professions such as nursing, medicine and law
adhere to the apprenticeship model of mentoring where experienced practitioners guide and
navigate the development of trainees, in affect this is similar to that of teaching (Gardner et al,,

20006; Burley and Pomphery, 2011).

The need for universities to satisfy educational league tables, with regards to successfully tracking
teacher trainees’ means that often, the processes associated with integration and induction are
often overlooked in attempting to satisfy government benchmarks (DfE, 2012; Universities UK,
2014). For these reasons, the mentoring process now appears to require more attention (Gray,
2010; O’Meara, 2011). In recent years, a plethora of initiatives and polices (Coaching for teaching
and learning (CfBT): a practical guide for schools (CfBT, 2010); Evaluation of the impact of the
Department for Education (DFE) investment in initiatives designed to improve teacher

workforce skills in relation to SEN and disabilities - 1st interim report; Teachers’ Standards
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Guidance for school leaders, school staff and governing bodies (DfE, 2012) concerned with
educational reform have emerged to ensure that trainee teachers are successfully guided through
the induction process during the earlier stages of their professional career. According to
Glickman et al.,, (2007) teachers in the early phases of their development are not supported in
ways that enable their professional development. This lack of support affects quality and
improvement in teaching, in addition to advancing and promoting trainees to become reflective

practitioners.

Many mentoring programs focus specifically on emotional, psychological and sociological
support or hierarchical mentoring instead of helping early-career teachers understand and
improve their practices. Traditionally, this period is a critical juncture within the integrating
process of an early-career teacher, as their early experiences are often overwhelmed with issues
of survival (Centre for British Teachers (CfBT), 2010; Kempe and Nicholson, 2001; Long et al.,
2012; Moyles, 1995; Woods et al., 2000). However, Le Cornu (2005) explains that many mentors
are reluctant to see themselves as teacher educators who focus on helping novices continue to
learn, with many practitioners adopting a hierarchical approach towards mentoring, instead of a
reciprocal one. Yet, targeted feedback and reciprocal processes can assist novices in developing
more complex and innovative ways of teaching by attempting specific innovative practices with

sustained support (Grossman et al., 2009; Stanulis et al., 2012).

Varying commentaries (Ghaye, 2011; Pollard, 2011; Pring, 2000) support the discourse that
beginning teachers can benefit from focusing on developing one practice well, such as
behavioural or classroom management, as the catalyst for improving other teaching components.
From this position of strength, they are then able to develop and improve other areas of their
teaching (Ball et al., 2009; Stanulis et al., 2012). A high-leverage practice is one that is associated
with effective teaching, a practice that is adopted often with frequency in teaching across content

areas, with increases in complexity over increased periods (Grossman et al., 2009).

Targeted professional development occurs when teachers receive substantive support and
preparation over time with a focus on deep, meaningful and challenging content (Bausmith and
Barry, 2011). In the case of this study, the targeted content involved preparing student teachers
as peer-mentors to support one another in learning and disseminating good classroom practice.
The facilitation of high-level discussions that promote critical thinking is recognised as a
reflective component that all teachers should be learning to develop and adopt (Grossman et al.,
2009). Leading effective discussions within a peer-mentoring context involves creating a stimulus

where knowledge and skills are encouraged through engaging in professional inquiry and
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problem-solving, which aims to initiate critical thinking and reflection about teaching and

learning (Matsumura et al., 2010).

Additionally, the professional landscape of teaching is continuously evolving and ever-changing
in an attempt to reflect the changes of a wider society. Within this context, this study investigates
mentoring relationships between student-teachers as an aspect of collegial partnership, which
encourages them to peer-mentor, each other through their initial teacher training (ITT)
programme of study. The study adopts a constructivist approach towards mentoring to explore
the mentoring relationships between trainees and how they are able to facilitate each other’s
learning within a socialised context, in attempting to disseminate knowledge through a reciprocal

lens which improves and develops teaching practice.

The phenomenon of mentoring tends to be the catalyst for developing and guiding student
teachers’ creativity and professional artistry in becoming innovative practitioners within the
classroom. Ultimately, learning about how to become an effective teacher is centred on varying
complex, interrelated sets of thoughts and actions, which inform teaching practice. This context
can be interpreted through demanding tasks, which might be approached in a number of
different ways. Pollard (2011) indicates that this tacit learning provides a catalyst for framing
pedagogical practices and learning situated around reflecting upon practice. During the
developmental process associated with being a student teacher, proficiency is gained in the basic
knowledge and skills of teaching; Loughran (1996) argues that the understanding of the
relationship between teaching and learning may influence practice. Inevitably, this impacts on

teaching constructs and pedagogies, in addition to approaches concerning teaching and learning,.

One particular theoretical concept, which permeates throughout teacher training, that heavily
underpins this study, is the development of reflective practice. Osterman and Kottkamp (2004:
19) state that reflective practice is viewed as a means by which practitioners can develop ‘a
greater level of self-awareness about the nature and impact of their performance’. They indicate
that this awareness creates opportunities for professional growth and development. The
significance of this as a tool for the development of teaching and learning about pedagogical
practice cannot be underestimated as it positions the direct, concrete experience of professional
practice in the context of the classroom environment (Schon, 1987). The basis for becoming a
reflective practitioner is not focused solely on the acquisition or development of a set of

prescribed skills and areas of knowledge required for successful teaching, but rather the
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particular skills set essential for reflecting constructively upon continuous daily experiences as a

way of developing teaching proficiency and effectiveness (Pollard, 2011).

Through engaging in reflexive processes, to attempt to improve teaching proficiency and
effectiveness, a range of strategies (workshops) were introduced and progressively built upon
throughout the period of teacher training, (one academic year: September 2013 to July 2014) to
support the development of reflective practice. This action research paradigm fosters a sense of
professional enquiry, which allows trainees’ to draw upon the principals which underpin action
research to investigate and improve the effectiveness of their own teaching practices. This
professional enterprise and autonomy facilitates the improvement and effectiveness of their own

teaching.
1.2 Purpose of the thesis

Although a number of pre-requisites and standards serve to identify the knowledge, skills and
understanding student teachers must obtain to satisfy the programme of study they are enrolled
on, to achieve the award of QTS, this cannot be applied in a purely prescriptive and clinical
manner to guide teaching development and practice. There are numerous variables and
complexities inherent within classroom environments, which require student teachers to
demonstrate the capacity and adaptability to respond effectively to situations of uncertainty by
evaluating classroom experiences and modifying this for similar future practical teaching

situations.

Within teacher training, significant emphasis is placed on the learning gained from experiential
teaching experiences. Programmes of study featured around teacher training tend to implement a
variety of strategies, embedded within the courses to help promote higher order learning and
thinking which promotes critical thinking and reflectivity (Ghaye, 2011). The concepts
implemented within this study centred on peer-mentoring, communities of practice and
reflective practice are intended to support the basis for the development of reciprocal mentoring
which facilitates constructivist ideals and supports the satisfying of Standards towards gaining
QTS status. Practically, Dymoke and Harrison (2008) contend that this should enable
practitioners to reflect on their own development and challenge themselves through
collaborative professional enquiry, which allows the facilitation of innovative ideas which aim to

develop personal ideas and values regarding teaching and learning.

Guided by the research questions, dimensions and themes, this research evaluates the narratives,

values and beliefs of the trainees, in evaluating their experiences of being involved in a peet-
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mentoring intervention throughout their initial teacher training. The central point for their
learned experiential experiences aims to position them on reflecting, about the experience of
mentoring each other through a reciprocal construct. Dymoke and Harrision (2008) explain that
for trainees to continuously improve, the stimulus for learning should be underpinned by
reflection. Admittedly, how this research experience might influence the development of student
teachers’ reflective practices and ideas concerning peer-mentoring is unknown, however, as
highlighted the intervention hopes to promote collaborative learning, critical thinking, and
reflective practice, in addition to contributing towards development of professional artistry and
teaching practice. Importantly, this may also help towards the student teacher’s repositioning

their pedagogical practices, values and beliefs upon entering the teaching profession.

The purpose of this study was to explore and synthesise previous theories and commentaries,
concerning reflective practice and mentoring, posited by eminent scholars, researchers and
practitioners within the field to better comprehend components associated with, reflexive
discourses. Primarily, from an informed disposition, a conceptual intervention (dimensions of
mentoring) was designed to explore and investigate some concepts which underpin reflective
practice and reciprocal learning. This transpired in the form of peer-mentoring, in which student
teachers’ could demonstrate a propensity for collaborative learning and a commitment to engage

in action research to further their own ideals concerning teaching and learning.

The primary focus for this study is to contribute to the existing growing body of research
literature and commentaries, which focus on how reflective practices can be conceptualised, for
teacher development, and how its effectiveness can be gauged when measured against a
mentoring framework. In particular, this study resonates with the concept of practitioner-based
research as student teachers’ engage in the idea of collaborative study and action research, as a
way to disseminate good practice, in their journey towards becoming teaching professionals. The
DfE (2012) and CfBT (2010) advocate such practice, particularly among young trainees entering

the teaching profession.
1.3 Motivation for the study

The impetus to conduct this study grew from the researchetr’s experience as a student teacher
and their questioning of the mentoring process as something that resembled an expert-novice
hierarchical structure (Gardiner, 2010; Le Cornu, 2005; Kensington-Miller, 2011). Through the
researcher’s experience, it became clear that student teachers learning while on teaching

placement could be strengthened by engaging in a collaborative dialogue with other trainees that
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were encountering similar experiences, in the infancy of their professional teaching careers. It
became apparent during this period that student teachers required more support than was
provided by the teacher trainers and subject mentors. Pollard (2011) states that during initial
teacher training placements, subject mentors must provide an adequate level of support for
trainee teachers to flourish. This seemed to suggest that support structures for student teachers
were problematic. Dymoke and Harrison (2008) contend that historically, support structures for
trainees have always been contentious due to the subjective interpretations for what constitutes
sufficient support. For example, among student teachers there was a reluctance to challenge
some of the more traditional constructs associated with teacher training, with a reoccurring
theme among trainees being concerned with the quality of mentoring provision, and the
collective feeling of an inability to relate to trainees’ problems, with regards to the supporting the

problems inherent in developing pedagogical approaches within the classroom.

This problem however is not exclusive towards personal contexts alone as research findings
highlight a number of difficulties with support for student teachers (Argyris and Schon, 1974,
1996; Bradbury et al, 2010; Galea, 2012; Kennsington-Miller, 2011). These problems are
recognised as having a negative effect, in particular the feelings of isolation that a student teacher
may encounter during this period. Such isolation concerning student teachers, explains why
collaboration between teachers and more specifically for the purpose of this study is recognised
as an important factor in developing professional teaching knowledge (Fieman-Nemsar and

Beasley 1997; Lofstrom and Eisenschmidt, 2009).

Specifically, the activity of supporting student teachers has become known as mentoring in most
educational spheres, (Whitehead and Fitzgerald, 2006; Burn, 2006) and more recently mentoring
has adopted a newer perspective, which facilitates a more reciprocal approach towards
mentoring, referred to as peer-mentoring (Le Cornu, 2005). Traditionally, mentoring has been
initiated in countries such as United Kingdom (UK), United States of America (USA), Europe
and Australia, to enhance learning experience and increase the retention rates of beginning

teachers (Furlong and Maynard, 1995; Koballa et al., 2010; Long, 2009; Wang and Odell, 2002).

In the UK, The Centre for the Use of Research and Evidence (CUREE) was established in 1998
with mentoring developed and endorsed as its core activity to support new teachers (Moir, 2005).
Similatly, in recognition of collaborative communities of practice (Lave and Wenger, 1991;
Wenger, 1998) as a missing dimension to problems affecting teaching and learning, The Centre
for British Teachers (CfBT) also advocated mentoring as a central activity to help support new

teachers with practical skills (CfBT, 2014). In Scotland, the Scottish Government recognise a
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continuous professional development (CPD) framework situated around mentoring practitioners
as an effective approach to support teachers professional development. Importantly, the Scottish
Government recognise mentoring as an important component, particularly in the context of
providing supportt to newly qualified teachers (Her Majesty's Inspectorate of Education) (HMIE,
2008).

Even though the relevance of collaboration and the use of mentoring are well-documented,
scholars and varying commentaries (Kensington-Miller, 2011; Ghaye, 2011; Le Cornu, 2009;
Pollard, 2011) posit that more effort is needed to enhance teachers’ professional development in
mentoring, by utilising less hierarchical constructs of mentoring to increase teaching
effectiveness for trainees (Kougioumtzis and Patriksson, 2009). Importantly, Barrera et al.,
(2010) contend that the benefits of mentoring to teachers’ professional development have been
reported but its effectiveness within an Initial Teacher Education (ITE) context is still under-
examined. Hence, there is a recognition that mentoring initiatives be regularly examined,
primarily, in the first instance to determine their effectiveness and secondly, to assess whether
the inventions are actually supporting the needs of beginning teachers and ways to improve their
teaching and learning. Vermunt and Endedijk (2011) contend that many teacher education
reforms have failed in their purpose due to an oversight in teachers’ learning and how they
should be educated throughout their training. However, Loughran (2010a) contends that pockets
of good practice have occurred in the USA, with specific interventions targeted at the developing
and maintaining of teachers’ pedagogical practices, post-induction into the profession, in
attempting to retain early-career teachers in particular. Commentaries (Gardiner, 2010;
Kensington-Miller, 2011; Le Cornu, 2005) also now recognise the dominant discourses
concerning traditional approaches to teacher education, which are increasingly criticised for the
lack of adequate attention paid towards diligently preparing student teachers’ to become
proficient practitioners. Additionally, the limited scope of these ‘traditional’ prescriptive
approaches in the post-modernised vehicular of teaching, greatly impact the early professional
practices and pedagogical approaches utilised among trainee teachers’ (Korthagen et al., 2006;
Blasé, 2009). Perhaps, this explains why Strong and Baron (2004) report that mentoring in
teacher education is complex and may vary due to variations in the design and structures of
programmes. Similarly, Perry (2000) highlighted that the major pitfall in mentoring practice is the
adoption of a mentoring model from one context to another. This implies that there should be
no standardised or prescriptive practices if mentoring is to be considered effective. However,
there is some acknowledgement that this may not be realistic, particularly if this is not recognised

as a government benchmark or requirement, or prudent to the school culture.
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1.4 Purpose and significance of the study

Presently, there is a growing interest regarding the nature and quality of education for beginning
teachers globally. As posited earlier, mentoring is gaining more recognition as a strategy to
support the development of student teachers’ learning at varying stages of their development,
with its origins founded in ancient Greece. Interestingly, Allen (2008) argues that many teachers
do not really engage actively with student teachers but rather expect trainees to replicate their
style of teaching. Conversely, this type of discourse facilitates the notion that student teachers
can become somewhat ‘processed” and ‘manufactured’ in the training process, with creativity and
innovative practices being stifled. Wang et al., (2008) note that mentors beliefs about what
students’ learning entails, may vary and may be informed and influenced by theorisations of ITE,
school contexts and government priorities at that time. Thus, the main purpose of this study was
to examine the concept of redirecting the mentoring construct towards trainees themselves, by
initiating a peer-mentoring process between trainee teachers in varying contexts concerned with
collaborative learning, and developing a community of practice which was underpinned by
reflexive practices. Secondly, this study sought to explore the means by which reciprocal and
collaborative learning can be developed to improve classroom practices between student
teachers. This study acknowledges that the area for scope needs to be examined in greater depth
to unearth new recommendations which can contribute towards existing commentaries,
discourse and research (Barrera et al., 2010; Kougioumtzis and Patriksson, 2009; Moir, 2005).
Furthermore, this study contends that a considerable proportion of teaching practice is

influenced by the mentoring experience encountered by teachers whether positive or negative.

The significance of the study is recognised in that it has specific implications for improving and
facilitating collaborative learning in mentoring and reflective practice among student teachers
regarding classroom practice (Edwards and Collison, 1996; Lave and Wenger, 1991; Wenger,
1998). For instance, the study posits that collaborative learning in the form of peer-mentoring
during an ITT programme of study and within teaching and learning contexts promotes
autonomy and stimulates reflection. In addition to encouraging reciprocity and eliminating a
hierarchical, expert-novice approach towards mentoring which often restricts innovation in
teaching practice and promotes an imbalance of power dynamics between participants within the
mentoring construct. Importantly, for the context considered this resonates with Kahn (1964)
who emphasised that the expression of differences depends on reciprocal power; the less
powerful party is unlikely to confront differences with the more powerful. Further, the issue of

power dynamics in such relationships is highlighted by Chesler and Lohman (1971) who suggest
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that practitioners are better able to negotiate and adjudicate conflicting interests when they have
relatively equal power. Such notions are consistent with consistent with Walton’s (1969)
emphasis on maintaining a ‘balance of situational power’ within interpersonal collaborations. In
utilising a more reciprocal approach towards mentoring, which promotes even distribution of
power, as a means to enhanced dissemination of practices and experiences, among trainees’ as
suggested in this study, it is hoped that peer-mentoring in a more formal and structured context
can be embedded within initial teacher education (ITE) programmes as a process for developing
teaching competency, reflectivity, and collaborative learning among student teachers (Pollard,

2011).

This study hopes to contribute to the developing and existing body of knowledge, with regards
to mentoring practice at the initial teacher education level. As documented within the literature,
mentoring is mostly believed to be influenced by a traditional, expert-novice hierarchical
approach to learning, where knowledge is distributed to mentees by mentors, considered to be
vastly experienced to dispense this knowledge (Le Cornu, 2005). Kafai et al.,, (2008) report that
studies concerning mentoring, where a collaborative philosophy underpins the concept,
additionally endorse the idea that student teachers contribute new ideas towards the mentoring
phenomenon, almost from an ethnographic disposition as they are immersed within the
experience. This study is therefore significant in that it adopts a constructivist paradigm to
explore the peer-mentoring relationships and how they impacted upon the development of
reflexive processes and teaching practices enacted within this study. Rather than condemning the
traditional approach to mentoring, the constructivist perspective adopted aims to explore less
hierarchical structures of mentoring in favour for a framework that advocates student teachers’
as autonomous stakeholders in the infancy of their induction into the teaching profession (Burley
and Pomphery, 2011; Gardiner, 2010; Le Cornu, 2009). The mentoring initiative implemented
aims to provide a context for examining the apprenticeship, socio-cultural dimensions, reflective
aspects and mutual participation between participants (student teachers). Importantly, within this
study, mentoring is conceptualised and characterised by a progression of collaborative (peer)
workshop activities, with reciprocal guidance underpinning equal participation and dialogue
among the student teachers. Findings from this study can provide insights on the conception of
mentoring as a collaborative endeavour among student teachers in developing as part of a
collective. Universities UK (2014) contend that trainees’ teachers and higher education teacher
education providers should engage in activities and cultures that enable developing as part of a
collective. Further, they state that trainees and university teacher training providers should act

with honesty and integrity; encourage the development of strong subject knowledge; maintain
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professional knowledge and skills as teacher educators and teachers, engage in self-criticality, and

forge positive collegial professional relationships.

Within this exploration of mentoring a qualitative research paradigm was implemented. In
attempting to study and explore the (mostly) complex nature of mentoring, Cochran-Smith
(2010: 274) argues that qualitative data collection strategies such as narrative approaches open up
the ‘black box of teacher education’ and expose knowledge on salient areas of teacher education.
The use of an action research paradigm, instrumental case study and narrative inquiry approach
as part of a qualitative methodological schematic through a four-phase, sequential data collection
strategy provides opportunities to observe and critique peer-mentoring in practice. Moreover,
there are opportunities to explore challenges and necessary conditions for the enactment of
mentoring practice informed by a collaborative agenda. Vermunt and Endedijk (2011) report that
different approaches have been expressed on how teachers’ practice should be improved,
however, there still remains a dearth of empirical evidence regarding the effectiveness of the

such approaches.

Vermunt and Endedijk (2011) also report that some teacher education reforms have failed
because the learning needs of student teachers had not been considered. Further, Zeichner and
Ndimande (2008) explain that it may be difficult to effect classroom reform if teachers are not
well-disposed to new ideas. In this study, the views of teacher trainers, student teachers and
university tutors were considered as pertinent and necessary to better understand the mentoring
context and also to explore ideas concerning mutual learning. Additionally, Linley (2006) asserts
that conducting reflexive studies on pedagogical development provides relevant and informative
insights which can be used to enhance existing teaching practices. Thus, this study reflects and
resonates with the commentaries of Cochran-Smith (2010) and Barrera et al., (2010), in which
they posit that the mentoring processes need to be considered in order to achieve mentoring

goals, and improve pedagogical and collegiate practices.

In relation to the programme of study (Postgraduate Certificate in Education in Physical
Education: PGCE PE), where the participants were based, the programme is underpinned by
socio-constructivism as a theoretical framework for effective student learning and professional
development. The socio-constructivist theory offers student teachers the opportunity to make
sense of learning through active engagements with university tutors and supporter teachers
within school contexts and environments. The student teachers (four participants) involved in
this study were selected from a purposive sample, with the selected trainee teachers’

demonstrating professional characteristics and a commitment to improve and challenges values,
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assumptions and beliefs concerning teaching and learning which resonated with the aims of this
study. This research also resonates with the inquiry model of practicum discourse which sees
teaching as a research process and teachers as reflective professionals (Zeichner, 1996). As
explained by Zeichner (19906), this particular model of inquiry aims to assist student and

beginning teachers to develop a sense of responsibility for their professional developments.
1.5 The Peer-Mentoring Intervention and Key Findings

This study provides an exploration into peer-mentoring through action research, with specific
consideration given towards how this informed reflective practice. The peer-mentoring
intervention utilised aimed to inform reflexive processes through the use of reflective and
evaluative dialogue and student teacher-led themed workshops, with specific content dedicated
towards the consideration of varying pedagogical components. The key findings indicate that
collaborative and collegial processes associated with the professional development of student
teachers are integral towards creating a spiral of reflexivity, which allow trainees to systematically
challenge their beliefs and values about pedagogy, teaching and learning, and provide solutions
regarding best practice within a community of practice. Additionally, this process allowed for the
dissemination of ideas concerning teaching practice with other trainee practitioners. Key findings
illuminated posit that there are also several challenges inherent in the enactment of peer-
mentoring, more specifically trust, power and time. While these challenges are not
insurmountable it is imperative that they are acknowledged in attempting to improve the

mentoring instrument.
1.6 Structure of the thesis

The thesis is divided into seven chapters. The present chapter provides an overview for the

rationale and professional landscape that has guided the direction and purpose of this study.
Chapter 2: Review of Literature on Reflective Practice within Education

This chapter identifies key characteristics attributed to reflective practice by commentators,
eminent scholars, teacher educators, and researchers in the field of teacher education by
examining the concept as: a discourse, involving processes of thinking, distinguishable from
routine practice and underpinned by the development of practice which informs knowledge.
This consideration acts as a prelude to reflective interests regarding; a disposition to enquiry, and
generating an epistemology of professional practice, which significantly forms the basis for

action research; and is considered to be a core component of professional development.
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Subsequently, following this exploration of concepts attributed to reflection, a practical
definition of reflective practice is introduced, which aims to capture the constituent components
of this phenomenon, in attempting to navigate the direction of this research study. This is
followed by an exploration of how reflective practice has been developed and researched within
initial teacher education programmes and discourse, particularly with regards to the variances of

how this phenomenon is implemented within pedagogical constructs.
Chapter 3: Review of Literature on Mentoring Practice within Education

This chapter provides an overview of eminent and seminal literature related to mentoring in
initial teacher education. This section focuses on the concept of mentoring, with some
comparisons explored between mentoring and coaching discourse. Additionally, some of the
benefits of mentoring within an initial teacher education (ITE) context will also be explored.
Consideration is then given towards some of the roles and skills required for mentoring, aligned
with the characteristics required for effective mentoring from empirical perspectives. The
chapter concludes by exploring models and theoretical approaches towards mentoring within an
ITE context from which a set of research themes and questions are derived to inform the two
main research questions. This stage also presents the research questions and themed

explorations, which navigate the direction and purpose of this study.
Chapter 4: Research methodology and design of this study

This chapter details the methodological framework that informed the design of the research
study. Specifically, this section examines the schematic for the data collection protocols, with
considerations given towards the research design and the integrative phases for data collection. A
justification for the adoption of an interpretivist paradigm for this study is provided, with a
rationale provided for the sampling frame and selection of participants for this study. Further
explanations are provided regarding the use of an interpretive phenomenological analysis
approach to analyse data. A rationale and summary is provided for each research phase detailing
why this casestudy was built around a four-phase, sequential data collection strategy. The format,
content and structure of the peer-mentoring intervention will be detailed, which was facilitated
through twelve student teacher-led themed workshops. Lastly, issues concerning the notion of

power and validity and reliability are acknowledged.
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Chapter 5: Research findings

This chapter presents the study’s findings and is organised in relation to directive themes and
dimensions situated around mentoring and reflective practices. The key findings are summarised
at the beginning of the chapter. The narratives posited within this section illuminate the peer-
mentoring practice which occurred and how this informed reflective practices among the student
teachers. The narratives within this section demonstrate the impact of the peer-mentoring
intervention in relation to improving the student teachers commitment to improve their own
teaching practice throughout the duration of the intervention. Evidence gathered to inform the
research questions is presented within the contexts of mentoring and reflective practice. The
main findings of this study are explored and summarised through narrative and themed

components (dimensions of mentoring), evaluation and discussion.
Chapter 6: Discussion and implications of research findings

This chapter highlights and considers the main results of the research study undertaken, with
consideration given towards how this relates to previous research and theoretical literature based
on reflexive discourse and mentoring to better inform teaching practice. Through exploring
some of the implications for mentoring, ideas concerning potential new practices for teacher
educators are examined and revealed through the student teachers’ engagement in action
research. Additionally, this section also attempts to provide a prelude to the final chapter, by
exploring the key research findings from this study, which aims to contribute new knowledge to
the existing academic commentaries on the field/discipline. The discussion is then summarised
for final considerations to be drawn regarding peer-mentoring and reflective practice among

student teachers.
Chapter 7: Conclusions and Recommendations

This chapter concludes the study with conclusions drawn regarding the potential for peer-
mentoring to inform reflective practice. Additionally, recommendations are provided for
practitioners (teacher trainers and supporter teachers) and stakeholders (policy-makers) involved
within the initial teacher training process. Various implications are considered, with a view to
providing endorsements for effective mentoring practice with regards to supporting student
teachers’ through their initiation into the teaching profession. This study then concludes with
some suggestions proposed for the development of peer-mentoring and reflective practice
among student teachers. Additionally, limitations of this study are identified and

recommendations are presented for further areas of exploration within the research and subject
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area, with particular regards to the potential and capacity for developing collaborative learning

cultures within education.
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Importantly, the aim of this study is to explore the extent to which peer-mentoring can
inform reflective practice among student teachers within a community of practice
(collaborative learning). The concepts illuminated within this study suggest a move
away from hierarchical expert-novice approaches and orthodoxies towards mentoring, in
exchange for more reciprocal endeavour where power dynamics are removed and both
participants become equal receivers and disseminators of knowledge regarding teaching

and learning.

Such conceptualisations of mentoring challenge traditional and existing orthodoxies of
this practice, particularly in contrast to newer approaches towards teacher professional
development which actively encourage practitioners to engage in learning communities.
Through an action research paradigm, this study also aims to examine some the
challenges that affect the implementation of peer-mentoring within a practical context in

education.
The exploration of these contexts is framed by two main research questions:

1.) How can peer-mentoring and reflective practice contribute towards developing more collaborative learning

with regards to student teachers’ supporting one another through their teacher training?

2.) What are some of the challenges of peer-mentoring within a practical context during teacher training?

Theoretical and conceptual framework used for guiding this study

The theoretical framework employed in this study, resonates specifically with the professional
development of teachers. Essentially, these frameworks (models and theories) identify with
practitioners working in social and collaborative learning capacities to challenge and disseminate
contexts about teaching and learning. The theoretical framework for this study was based on
selected, relevant theories underpinning reflection and mentoring (Rowutinised action, Dewey, 1993;
Reflection on practice, Schon, 1987), collaborative learning (Communities of Practice, L ave and Wenger,
1991; Edwards and Collison, 1996), mentoring (S7aged Model of Mentoring, Furlong and Maynard,
1995; Model of mentoring, Anderson and Shannon, 1995); teachers as researchers’ (Action Research,
Lewin, 1946; McNiff, 2002; Schon, 1983; 1987) and constructivist and social learning theories
(Learning theory, Bruner, 1983; Soczal cognitive theory, Bandura, 1977; Situated learning theory, Lave and
Wenger, 1991; Social 1 earning Theory, Vygotsky, 1978).
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The rationale for using these specific theories derives from their purposefulness in helping to
provide research questions which help to determine the effectiveness of peer-mentoring, with
regards to informing reflective practice. Importantly, these theories/ frameworks help to provide
a stimulus for ideas and conceptions concerning peer-mentoring and reflective thinking. By
aligning the research findings with these constructs, the study adopts a sound theoretical basis
from which to draw conclusions and provide recommendations based upon, the

conceptualisations that underpin these theoretical discourses.

What is the main theoretical perspective of the researcher?

The main theoretical perspective of the researcher is aligned to reflective practice, specifically the
concepts associated with the work of Dewey and Schon, and constructivist learning, perhaps
more significantly the discourse advanced by Vygotsky, Bandura, Bruner, Lave and Wenger and
Piaget. The main theoretical perspective aligned to the researcher resonates with active learning,
and reflection through lived experiences and narratives. The theoretical perspective of the
researcher greatly underpinned and permeated every aspect of the research, as the ideas
generated for research were based heavily on these theoretical perspectives and concepts. The
researcher’s personal theoretical perspective endorses and advocates providing student teachers
with autonomy to professionally and collaboratively evaluate aspects of their own teaching
through action research, by reflecting within a community of practice on how these aspects can
be strengthened or further improved for pedagogical practice. The alignment of collaborative
processes provides the opportunity to challenge belief and value systems which influence
teaching and learning, in addition to resembling a model that facilitates a spiral of continuous

reflection and reciprocity.

The influence of Dewey on this study: How does Dewey's discourse affect reflective

practice?

The perspective of Dewey regarding reflective practice has permeated educational discourse for
decades, his articulations around routinised action have provided the stimulus for reflective
practice to be redefined and acknowledged from Schon's viewpoint as we currently observe.
Dewey's discourse affects reflective practice from the premise of acknowledging that as
practitioners we can often repeat the same practices without reflecting on what can be improved
or developed. A consideration from Dewey's perspective that resonates with this study is that of

repetitive processes and the effect that this may have on reflection and developing pedagogical
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practices. Thus, this study recognises that Dewey's discourse concerning reflection provides an
important catalyst for considering how this discourse should be considered. Importantly, and
perhaps a very pertinent requirement, should be for all educational practitioners to share a
commitment towards disabling routinised action, by challenging their own teaching values and
beliefs, by engaging in evaluative and reflective actions, associated with dismantling routinised

practices.
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Chapter 2: Review of Literature on Reflective Practice in Education
2.1 Introduction

This chapter provides a review of the literature on reflective practice which forms the basis for
the conceptual framework of this thesis. It examines selected, relevant reflective models utilised
within education for the development of professional teaching practices. Additionally, aspects of
this review of literature explore reflexive discourse in education and related factors associated
with the reflexive process. Research examining the theoretical grounding of reflective practice
remains problematic and empirical approaches vary, this will also be considered. Many of the
ideas presented on reflexive processes within education are based on the perspectives of teacher
educators, teacher training providers, eminent researchers and authors who engage with the
principles and ideals that underpin this area, for example, Schon (1983, 1987), Pollard (2002,
2011) and Ghaye (2011). The literature presented explores concepts associated with reflection-in
and reflection-on professional practice, with particular reference towards how professional
artistry and competence is developed within teaching among practitioners. Importantly, the
purpose of this chapter is to examine the key characteristics that practitioners, theorists,
commentators and researchers within education and initial teacher education align with reflective
practice. The proliferation of literature within this context since the 1980s has expanded with

rapidity and thus, the educationalists drawn upon within this review are by no means exhaustive.
2.2 Defining Reflective Practice

Reflective practice can be described as phenomenological, in that a given phenomenon is studied
through direct experience, where interpretations are drawn, with the insights gained used to
further understanding and modify pedagogical actions (Zwozdiak-Myers, 2012). Reflective
practice has been widely considered as an integral component in the professional development of
student teachers and professional educators (Bolton, 2010; Cole and Knowles, 2000; Collin et al.,
2013; Ghaye, 2011; Leigh and Bailey, 2013; Nelson and Sadler, 2013). While the necessity of
developing reflective practices among students teachers is well documented, and commentated
upon within reflexive discourse (Petty, 2006; Hayden and Chiu, 2012; Darling-Hammond, 20006;
Hammerness et al., 2005; Garet et al., 2001), reflection as a part of practice once a teaching
career has begun provides more salient complexities (Loughran, 2010; Johns, 2009; Ostorga,
2000). Student teachers receive guidance in using reflection as an analytic tool, (Korthagen et al.,
2001; Korthagen and Vasalos, 2005; Loughran, 2010) however, this guidance alone is not

sufficient for transfer to practice. Signifcantly, Hayden et al., (2013) states that both teacher
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education and facilitators of professional development must prepare teachers to reflect on their

own, once they are in practice.

Historically, the terms associated with reflective practice encompass the following: the reflective
practitioner (Schon, 1983, 1987), teacher as researcher (Hopkins, 2002; McKernan, 1996;
Ruddock and Hopkins, 1985; Stenhouse, 1975) and reflective teaching (Calderhead, 1989;
Cruickshank, 1987; Dewey, 1910, 1933; Grimmett et al., 1990; Smith, 1980; Van Manen, 1977,
Zeichner and Liston, 1996). Contextually, this concept underpins many ideas focused around
teacher development within initial teacher education and classroom contexts, configured on the
hypothesis that acquiring skills associated with reflective practice should in theory lead student
teachers towards becoming more effective practitioners (Burn, 2006; Feiman-Nemser, 1990;

Gore, 1993; Loughran, 2005; Pollard, 2008; Pollard, 2011; Richert, 1991; Rodgers, 2002).

Engagement and exploration of concepts within reflection indicate a plethora of variations
within the reflective vehicular which underpin this concept (Loughran, 2010). Commentaries and
debates highlight difference regarding claims presented about the benefits of reflective practice
in the professional development of student teachers (Galea, 2012; Pollard, 2011). Varying
commentaries sight a dearth of rigorous, systematic research to substantiate the claims attributed
towards reflection, given the absent of an agreed definition (Korthagen and Kessels, 1999, 2005;
Rodgers, 2002; Zeichner, 1994). However, an exploration of conceptual and theoretical
underpinnings of these terms reveals a number of variations (Calderhead, 1989; Furlong and
Maynard, 1995). Thorsen and DeVore (2013) highlight that besides rhetoric; there is a lack of
systematic research to substantiate the idea that reflective practice has the capacity to improve
professional practices. Importantly, they query how this practice can be measured. Given this
position it is hard to quantify an agreed definition of reflection (Pollard, 2011). In attempting to
define and contextualise reflective practice it is important to acknowledge the context in which
this phenomena is considered. In recent years, reflective teaching has developed as an important
aspect in the field of teaching in challenging the positivistic, technicist approach to teaching and
learning that has historically overwhelmed the educational sector (Zeichner, 1994). This practice
has been embraced rather than following and maintaining a standardised or prescribed model
which restricts teachers to a functional role that reproduces existing cultures, and that subjects

them to hierarchical mechanisms.

Within this context, Galea (2012) considers reflective teaching to be an effective tool in
democratizing the teaching and learning processes. The line of thought that pervades the

reflective thinking movement acknowledges that if teachers can develop their own thinking
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about their own practice with the aim of changing it according to students’ needs, educational
transformations would not have to necessarily adhere to a linear pre-determined structure
(Galea, 2012). Loughran (2010) suggests that such thinking also resonates with the development
of professional learning which could illuminate new pedagogical and educational possibilities for
teachers. Importantly, this compliments much of the seminal work conducted by (Schon, 1983,
1987, 1992), who acknowledged and categorised three types of reflective practices; reflection-in-
action, refection-on-action, and refection-for-action. Importantly, this conception posits that
there is some capital to be gained for practitioners that reflect on their professional practices,

internally and externally of the classroom context (Galea, 2012).

Regular, purposeful reflective practice, which evaluates practice and professional identity, is a key
characteristic of excellent teachers in all tiers of education (Kane et al., 2004). Researchers
(Chien, 2013; Edwards and Thomas, 2010, Pollard and Collins, 2005; Pollard and Pollard, 2014)
have proposed that reflective practice is the process through which progressive teachers integrate
the various dimensions of teaching. Universally, reflective practice is recognised has having many
potential benefits for academic development such as: enhanced overall effectiveness; increased
capacity for change; transformation of practice; development of personal qualities (such as
increased self-confidence); and establishment of supportive relationships between those involved
in the reflective processes (Kahn et al., 2006; Rogers, 2001). Reflective practice can also support
practitioners’ capacity to peer-mentor others in the developmental and inductive phases of a

practitioner’s professional journey (Bell and Mladenovic, 2013).

The development of reflective practitioners has been the conrnerstone of professional education
programmes in a number of fields (Williams and Grudnoff, 2011). Teacher education has
presented varying conceptions of reflective practice (Edwards and Thomas, 2010). Through
these varying conceptions and juxtapositions the notion of reflection has taken on somewhat
varying dimensions and meanings. Academic commentaries (EI-Dib, 2007; Leijen et al., 2012;
Roberts, 2009) on reflective practice abounds advocating for the cognitive development of both
student teachers and experienced teachers as reflective practitioners (for example, Calderhead
and Gates, 1993; Ramsey, 2010). An equally large body of literature exists that claims the success
of various initiatives in achieving this particular aim (for example, Jindal-Snape and Holmes,

2009; Nolan, 2008, Zeichner, 1987).
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It is widely acknowledged that the promotion of reflective practices in teacher education
programmes must be considered an essential curriculum component, particularly in the
development of student teachers pedagogical practices (Alsup, 2005; Halquist and Novinger,
2009; Zeichner, 1996). Researchers and advocates of school reform promote critical reflection as
an integral part of teacher education (Ward and McCotter, 2004) and analyse the extent to which
practitioners and student teachers consider reflective thinking as an integral part of teaching
(Conderman and Johnston-Rodriguez, 2009; Hayden et al., 2013; Morin and Conderman, 2003).
Evaluation upon teaching practices through reflective engagement provides opportunities to
revise teaching practice and explicitly engage in reflecting-on and for action (Etscheidt et al.,

2012; Klassen and Chiu, 2010).

Evaluation of teaching practice through continuous professional development is acknowledged
as a crucial criterion of effective and competent teaching practice (Pollard, 2011). It is widely
acknowledged that Professional, state, and National Education accreditation standards include or
endorse reflection as a developmental and performance competency (Etscheidt et al., 2012).
Importantly, this expectation emphasises the importance attributed to student teachers entering
the teaching profession as proficient reflectors (DfE, 2012; Etscheidt et al., 2012; Galea, 2012;
Russell, 2005; Watts and Lawson, 2009).

Within this context, reflection is acknowledged as effective and purposeful self-evaluation which
involves the integration of content knowledge, analysing of teaching skills, openness to change,
enquiry and learning, as well as a wholehearted commitment towards developing pedagogical
practices (Dewey, 1933, 1938). Thorsen and DeVore (2013) state that reflective practices are
complex as teachers need to reflect on aspects of teaching and the content knowledge, skills, and
teaching methods they employ daily; such as planning and executing effective and relevant
lessons. Further, other commentaries suggest that practitioners are required to understand their
cultural identity and that of their students, in addition to processing a sound comprehension of
the policies and politics of their local and state education agencies (Hatton and Smith, 1995;
Kidd et al., 2008). Importantly, reflective practice is also considered an integral part of evaluating
one’s own teaching performance and preparation, learner outcomes, and the ability to promote
learning, social interaction, and self-actualisation in learners (Kidd et al., 2008). LaBoskey (1994)
and Thorsen and DeVore (2013) both indicate that teacher educators are faced with the

complexity of knowing the essential characteristics of a reflective practitioner, choosing effective
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methods for promoting reflection, and implementing meaningful analysis of outcomes that result

from reflection on and for action.

Both Dewey and Schon contended that the bulk of teachers’ learning comes through continuous
reflection and action on everyday problems. Schon made the distinction between experiential
knowledge (knowledge that is developed through professional experience), and technical
rationality (or abstract knowledge learned from sources outside of the individual), and also
between ‘reflection-in-action” and ‘on-action’. Eraut (1995), foremost of the critics of the notion
of reflection in action, questioned its feasibility because the complexity of classrooms often
requires on-the-spot decision making by teachers. Eraut (1995) contributed to the academic
debate posited on reflection by introducing the concept of reflection ‘for-action’. In a similar
vein to Schon, more recently, Hickson (2011) has argued that reflection is an essential
component if teachers are to understand the complex nature of the classroom environment, in
attempting to solve problems inherent in their professional practice. Like Schon (1983, 1987),
Zeichner (1996) is convinced that reflection should be grounded in knowledge wider than
personal experience. Academic commentaries (Collin et al., 2013; Edwards and Thomas, 2010;
Leigh and Bailey, 2013) are varied in their acceptance of this position; with several citing in their
arguments that past experience itself cannot create the ability to identify significant features
which may impede teaching practice, or contribute towards illumining possibilities for improved

action in evaluating the appropriateness of those actions.

Notwithstanding the numerous studies (Baumi, 2009; Bell and Mladenovic, 2013; Black and
Plowright, 2010; Pollard 2011) claiming the successes of various teacher education programmes
in developing the reflective capacities of student and beginning teachers, the work of Pollard and
Pollard (2014) argues that reflection is a much more powerful means of learning for experienced
teachers than for student teachers. They contend that experienced teachers are more able to
learn through reflection because they have an extensive repertoire, or tacit knowledge, on which
to draw on in attempting to diagnose problems inherent in teaching practice. For trainees
however, their repertoire is dependent on external sources of knowledge facilitated through
limited teaching experiences. Pollard and Pollard (2014) claim that the ability of experienced
teachers to reflect is dependent on them bringing their tacit knowledge and taken-for-granted
beliefs into their consciousness and then examining the assumptions that guide their teaching
practice. Contrastingly, they contend that novice teachers follow a deliberate and planned

practice which remains constantly in their consciousness when deliberating over reflection as
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part of the trainee process (Pollard and Pollard, 2014). Thus, in Pollard and Pollard’s opinion,
beginning teachers are more able to learn through reflecting on the nature of the practice they

want to develop, rather than on their limited experience.

Miller’s (1990) approach encourages the student teacher to utilise experiential experiences to
reflect on components of teaching practice and devise a set of strategies designed to support a
trainee through a particular situation that they may encounter during teaching. This approach
encourages student teachers’ to convey justifications for chosen practices (Miller, 1990; Poom-
Valickis and Matthews, 2013). The evaluation of these methods creates a platform for
developmental areas which can be supported through reflective mechanisms. The effectiveness
of this approach is also reflected in the role of assuming a critical friend that affirms and
encourages the self-evaluation of the student teacher (Gore, 1990; Lave and Wenger, 1991).
Thorsen and DeVore (2013) suggest that this process must be underpinned by an endeavour to
enhance understanding regarding what the student teacher claims to know. For some student
teachers this may be perceived as a daunting experience, particularly in situations that challenge
and disrupt mindsets, beliefs and core values (Korthagen and Vasalos, 2005). Guiding student
teachers’ through such a process incorporates a component of Freire’s (1972) reflective
disposition in that, conversations concerning reflection, should not be isolated only towards
previous experience, but should additionally encompass opportunities for considering and

improving future practice.

One aspect heavily embedded within reflexive discourse are the meanings that can be associated
to any specific classroom context (Hickson, 2012; Zeichner and Tabachnick, 1991). Thus, an
important characteristic of the reflective conversation is making sense of specific situations.
Contexts considered must be recognised as processes that enable and encourage by utilising
interactions and making practitioners active participants in a social world (Bradbury et al., 2010).
Essentially, Bradbury et al., (2010) highlight that the social constructivist perspective, recognises
that student teachers play a significant role in contributing to the decision-making process, which
also facilities reflective praxis. Importantly, this forms a critical part of values, interests and
actions held by student teachers as they begin to construct their professional identities, narratives

and practices (Mezirow, 1990a; Parker, 1997).

Significantly, however, this review of literature does acknowledge that there is a dearth of new

reflective approaches and consensus about effective strategies for teaching and analysing
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reflection (Etscheidt et al.,, 2012). In order to help teacher educators with the complex task of
analysing reflection skills among student teachers, more recently, newer approaches (Thorsen
and DeVore, 2013) have attempted to identify a theoretical framework that incorporates
dimensions of reflection on and for action including reflective communication (Hatton & Smith,
1995; Sparks-Langer and Colton, 1991), characteristics of reflective thinking (Van Manen, 1977),
cognitive processes (Bloom et al., 1956; Anderson et al., 2001), and overall developmental levels
of reflective responses (LLaBoskey, 1993). In attempting to reconceptualise reflection, Thorsen
and DeVore (2013) utilise and select these theories and approaches to incorporate into a
theoretical framework, for hypothesising reflection. Importantly, the theories selected, in
attempting to reframe reflection are utilised by contemporary teacher educators (Alsup, 2000;

Etscheidt et al., 2012; Griffin, 2003; Halquist and Novinger, 2009; Ward and McCotter, 2004).

Notwithstanding the popularity of the concept of reflection, Williams and Grudnoff (2011)
suggest that there is no consistency among theorists, researchers or teacher educators as to its
precise meaning or application (Black and Plowright, 2010; Dimova and Loughran, 2009;
Parsons and Stephenson, 2005). As Calderhead (1989: 44) observed in his review of literature on
reflection, ‘the term disguises a vast number of conceptual variations’. In essence, the concept
has a number of definitions. The ideas which underpin these definitions are used somewhat
loosely to embrace a wide range of concepts and strategies, which is informed by diverse
theoretical and philosophical orientations (Williams and Grudnoff, 2011). Indeed, Thorsen and
DeVore (2013) and Hickson (2011), in their analysis and critique of the ‘reflection’, concluded
that reflection is a concept that is difficult to quantify, with regards to everyday application in the

professional workplace.

Despite the lack of consensus concerning definition and conception, its proponents remain
committed to the notion of reflection as a critical element in teachers’ professional learning
(Calderhead and Gates, 1993), and understanding of the complex and often unpredictable world
of the classroom landscape (Zeichner, 1996). Embedded in the need for teachers to become
reflective practitioners is the assumption that teachers who are reflective will automatically be
better teachers. However, as Calderhead and Gates (1993) have posited, such claims have seldom
been exposed to detailed scrutiny. Two of the most influential theorists in the area of reflection,
Dewey (1933) and more recently Schon (1983, 1987), have provided a foundation for many
current theories about, and investigations into, the notion of reflection. Dewey made the

distinction between routine action- action guided by tradition and authority within a social
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setting, and reflective action- action that involves ‘active, persistent, and careful consideration of
any belief or supposed form of knowledge in light of the grounds that support it and the further
consequences to which it leads’ (Dewey, 1933: 9). This expansive range of meanings makes it
difficult to decipher research findings and has led to varying definitions of reflection (Bell and
Mladenovic, 2013). References to numerous levels, stages, dimensions, or types of reflection are
indicative that reflection is generally viewed as an incremental process (Lee, 2005). Currently,
Larrivee (2008) suggests that there is no generally accepted terminology used to define the
various levels in the development of reflective practice, with collective consensus leaning

towards a need for a universal, common language.

Historical Influences and Political Reverberations

Generally, although reflective practice is considered to be an accessible notion, which achieved
significant status as the benchmark for synthesizing thinking regarding teaching, it is contested in
terms of its conceptualisation and application; in addition, to lack of objectivity, it is not neutral
and value free, but affected by personal, political and professional factors that impact upon
practitioners (Issitt, 2003). For example, Hatton and Smith (1995) point out that the concept of
critical reflection implies the acceptance of a particular ‘ideology‘. This view of critical reflection
in teaching resonates with considerations for the moral and ethical problems associated with
such internalised and in some cases individualistic practice (Adler, 1991; Gore and Zeichner,
1991; Van Manen, 1977). Additionally, such processes also involve making judgments about
whether professional activity is equitable and purposeful (Adler, 1991). Therefore, the wider
socio-historical and political-cultural contexts can also be included for consideration when

engaging in critical reflection (Mezirow, 1990b; Zeichner and Liston, 1987; Schon, 1983, 1987).

Within a similar context, Fendler (2003) argues that, although recent literature portrays reflection
as a wholly beneficial practice for teachers (Artzt and Armour-Thomas, 2002; Margolis, 2002;
Mayes, 2001; Moore, 2000; Rock and Levin, 2002; Smyth, 1992; Zeichner, 1996), significant
critique of reflection, has emerged from varying commentaries (Hickson, 2011; Smyth, 1992;
Zeichner, 1996). For example, Zeichner’s (1996) critique of reflection suggests four themes that
signify that some reflective practices tend to undermine their intended purposes for teachers, i.e.
(1) the privilege of university research over teacher research, (2) an emphasis on teaching
techniques (3) classroom management, a disregard of the social and institutional context of

teaching, and (4) individual reflection as opposed to collaborative dissemination.
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Zeichner (1992) attempts to conceptualise this by suggesting:

“The term reflection has become a slogan around which teacher education all over the
wortld have rallied in the name of teacher education reform ... one of the most notable
characteristics of this emerging literature on reflective inquiry in teaching and teacher

education is it’s ‘ahistorical® nature’ (Zeichner, 1992: 161-162).

Further he suggests:

‘Despite the lofty rhetoric surrounding efforts to help teachers become more reflective,
in reality, teacher education has done very little to foster genuine teacher development

and to enhance teachers’ roles in school reforms’ (Zeichner, 1996: 201).

Another criticism refers to the degree to which reflective practices serve to reinforce existing
beliefs and values rather than challenge assumptions (Pollard, 2011). Importantly, Galea (2012)
asserts that some reflective practices may simply be reconfirming, justifying or rationalising
preconceived ideas about practice. Similarly, Loughran (2002) contends that the rationalisation of
practice may masquerade as ‘reflection’. In a similar vein, Korthagen and Wubbels (1995) have
argued that, in a comparative study they conducted that, they found no indication between

reflexivity and inclination towards innovation.

More recent discourse by Ottesen (2007) has argued that the ideals or purposes of reflection in
education are as manifold as the term itself, with a proliferation of terminology employed such as
the development of self-monitoring teachers, teachers as experimenters, teachers as researchers,
teachers as inquirers, or teachers as activists. Additionally, Ottesen (2007) emphasises that there
is sometimes uncertainty regarding the way reflection is conceptualised as an exclusively
cognitive activity (as a special case of thinking, or pondering), or what exactly constitutes self-
evaluation of teaching practice. As Ecclestone (1996) notes, there is a need for communities
within education to denote much clearer conceptions of the varying interpretations and values
attributed to reflection, with consideration signposted towards structure, with regards to focusing
on present practices, rather than retrospective ones. Contrastingly, Fendler (2003) argues that
the meaning of professional reflection is aligned with tensions between Schon‘s notion of

practitioner-based intuition, and Dewey‘s notion of rational and scientific thinking, with specific
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reference to the tensions between intuition and science combined with Cartesian impulses

toward self-awareness and feminist interventions.

Knowledge base about teaching and the role of reflection

Critical and in-depth reflection requires some competent level of deciphering areas of
development and understanding the components of professional artistry; in particular the
conception structuring knowledge and reconstructing knowledge, which appears to underpin
aspects, associated with deep and meaningful reflection (Moon, 2004: 100). LaBoskey (1995: 26)
suggested that if an aim of reflective teacher education programmes is to assist student teachers
in becoming reflective teachers, then one objective of the activities should be to encourage and
enable the trainees what it means to be reflective and how to undertake purposeful reflection.
Thus, understanding the role of reflection and possessing the skills and abilities of reflection
become important aspects of teachers’ knowledge bases (Poom-Valickis and Mathews, 2013). In
the context of teacher training it is necessary to support student teachers in developing internal
purposes for reflection and learning to consider underlying causes for classroom outcomes and

teaching practice (Poom-Valickis and Mathews, 2013).

The ability to reflect purposefully creates a disposition for reflection, and intrigues the skills of
student teachers; this has been associated with positive outcomes related to professional
development and improved classroom practices (Darling-Hammond and Richardson, 2009).
Importantly, Poom-Valickis and Matthews (2013) suggest that this realisation has led to many
teacher education programmes adapting their curricula and practices to prepare inquiring,
reflective teachers and ultimately, high quality professionals. Further, they suggest that a teacher’s
ability and skill set to analyse and plan aspects of their professional development are considered

to be key teacher competences in research on teacher education (Poom-Valickis and Mathews,

2013).

Reflection: a holistic, social process

The social aspect of learning greatly impacts reflexive processes (Bandura, 1977; Bruner, 1983;
Lave and Wenger, 1991; Vygotsky, 1978). Edwards and Thomas (2010) state that reflective
practice is often contrasted favourably with mere routine action guided by social tradition, on the

assumption that the latter can stifle development. They contend that reflection is inherently
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social and attempts to resist this notion, surpress the potential for developing pedagogically and
professionally. Importantly, Taylor (2003) highlights that propositional knowledge resonates with
teacher’s because it is situated within the teaching landscape. Taylor (2003: 247) refers to this
from a social learning process as a ‘locus of shared understanding organised by social
engagement and practice’. In this sense, knowing is never entirely propositional; rather it is an
exercise of our ability to cope, something we acquire based on how we situate ourselves socially
within the teaching paradigm (Taylor, 2003). The conditions of inquiry, criticality or
intentionality, as Heidegger noted, are inescapably social (Blattner, 2006). This context is possible
only within social structures because to inquire requires socialisation into a community of
practice with its particular purposes and evidentiary criteria for collaborative endeavour
(Edwards and Thomas, 2010). Importantly, Edwards and Thomas (2010) declare that the self is
not therefore, as representational epistemology assumes a questioner prior to the social world;
but rather the very concept of self (as well as those of knowledge, truth, language and thought)

arises only within a pre-existent framework of social interests.

Within this context, a teacher is then, by virtue of their initiation into a living practice of
teaching, a thoughtful practitioner (Pollard, 2011). Pollard (2011) suggests that to believe
otherwise is to ignore the necessary tacit component. Edwards and Thomas (2010) recognise
that the practitioner can indeed choose but the act of conscious choosing itself is possible only
within an already assumed social structure of wants or problematics. They contend that teachers
are born with tacit commitments which are historical and it is only through immersion in them
that they can come to critique and change them within a communal construct. To be so
socialised is not to be the passive victim of conventionality, as some work in the field of teacher
education has claimed (e.g. Hoy and Rees 1977; Lortie 1975). Therefore, a teacher’s reflection is
possible only because of their socialisation into the practice of teaching something worthwhile
for student teachers embarking on their induction into professional teaching (Lave and Wenger,
1991; Poom-Valickis and Mathews, 2013; Wenger, 1998). Foregrounding that which is significant
is possible only because of the importance attributed to learning collaboratively and sharing ideas
inherent in teaching practice with other practitioners within a community of practice, which

embraces social learning (Galea, 2012; Bradbury, 2010).
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Theoretical framework of reflective practice

Educational thinkers of the twentieth century have written extensively about the process of
reflection and its impact on teaching and social justice (Thorsen and DeVore, 2013). This
discourse suggests that reflection influences teacher effectiveness by bridging the gap between
theory and practice (praxis), integrating prior beliefs with theory and practice, and reconstructing
professional knowledge from experiential knowledge, in particular for student teachers
navigating their way into professional teaching (Seng, 2001). In attempting to frame the
discourse of reflection, Hickson (2011) identifies that in order for teacher educators to
understand and develop methods for promoting and assessing reflection, they must facilitate
conversations about desired learning outcomes; help candidates analyse personal, moral, and
ethical practices; and evaluate educational policy or political outcomes that may be desired as a
result of reflection. Furthermore, Thorsen and DeVore, (2013) indicate that teacher educators
must be able to identify and analyse the reflective elements present or absent in artefacts and

know how to nurture more sophisticated and purposeful reflection.

When reflective practice is characterised as a discourse, it becomes evident through the way
student teachers use language and frame questions about aspects of their teaching and experience
that different kinds of reflection on practice can be identified (Ghaye, 2011). The typology
devised by Ghaye and Ghaye (1998: 34) recognises useful qualitative distinctions, which can be

drawn between reflective conversations:

e Descriptive reflection on practice - is personal and retrospective;

e Perceptive reflection on practice - links teaching to feelings;

e Receptive reflection on practice - relates personal views to others’ views;
e Interactive reflection on practice - links learning with future action;

e C(ritical reflection on practice - places individual teaching within a broader ‘system’.

The type of reflective conservation facilitates a particular purpose and can be utilised to frame
the way student teachers evaluate and deconstruct their own teaching practice (Bell and
Mladenovic, 2013).  Underpinning the direction of reflective conversations, student teachers can
engage in collaborative endeavour, with stimulus provided from theoretical literature, in
attempting to answer different types of question, identified within experiential learning or

professional practice. However, research studies (Kensington-Miller, 2011; Le Cornu, 2005;
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Zwozdiak-Myers, 2009) highlighting qualitative distinctions in student teachers’ reflective
practice have shown critical reflective conversations are far less frequent than descriptive
reflective conversations, as their principle concern focuses on the development of subject matter
knowledge and pedagogical content knowledge (Hatton and Smith, 1995; Macdonald and
Brooker, 1999; Tsangaridou, 2005). Tsangaridou (2005) implies that student teachers will be at
varying stages in their professional development, and may require more directional influence or
guidance, in relation to positioning their own teaching practice within the wider professional

landscape of ideological and political contexts.

Within this theoretical context, teaching in a reflective manner becomes the primary context of
learning by which teachers develop and improve their pedagogical practices (Galea, 2012). In
utilising this theoretical construct, Galea (2012) indicates that reflective practice promises an
emancipatory construct for teachers in moving away from the authoritarian teaching and learning
patterns that echo controlling and disciplinary schooling practices, which many teachers have
been privy or exposed too. Importantly, Bell and Mladenovic (2013) suggest that teachers
develop their own professional practices, by not engaging in such reproductive systems through
deep critical thinking about their particular experiences and contexts. Such endeavour, also leads
teachers towards an articulation of their own teaching philosophies (e Cornu, 2005). Similarly,
Galea (2012) contends that the democratisation of teaching is also dependent on a representation
of teachers who are encouraged to disseminate their own narratives, through reflexive discourse,

with regards to sharing professional experiences and insights.

2.2.1 Types of Reflection

Pre-reflection

According to Larrivee (2008) and Collin and Karsenti (2011) at the pre-reflective or non-
reflective level developing teachers react to students and classroom situations automatically,
without conscious consideration of alternative responses. Furthermore, they state that
practitioners operate with spontaneous responses attributing ownership of problems to students
or others, perceiving themselves as victims of circumstances. There is an assumption posited that
practitioners take learning for granted without questioning and do not adapt their teaching based

on students’ responses and needs (Collin and Karsenti, 2011). Unfortunately, there are those
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pursuing teaching careers that fall into this category. It is especially important to find ways to

facilitate their development of reflective practice.

Surface reflection

At the level of surface reflection teachers’ reflections focus on strategies and methods used to
reach pre-determined goals (Hickson, 2012). This suggestion categorises teachers’ that are
concerned with what works rather than with any consideration of the value of goals as ends in
their professional armoury. For this level, the term technical has been most used (see, for
example, Day, 1999; Farrell, 2004; Hatton and Smith, 1995; Schon, 1983; Tummons, 2011; Leigh
and Baliey, 2013). It has also been referred to as prescriptive (Collin and Karsenti, 2011;
Hickson, 2011). The term surface was conceptualised by Larrivee (2008) and Fook (2010) to
depict a broader scope than technical concerns while denoting that values, beliefs, and

assumptions that lie ‘beneath the surface’ are not being considered at this level of reflection.

Pedagogical reflection

This level of reflection engages with practitioners applying the field’s knowledge base and
current beliefs about what represents quality practices (Larrivee, 2008). This level has probably
the least consensus in the literature primarily due to its composition and label. It has been
previously labelled practical (Van Manen, 1977), theoretical (Day, 1993), deliberative (Valli,
1997), comparative (Jay and Johnson, 2002), and conceptual (Farrell, 2004). The term
pedagogical was selected as a more inclusive term, merging all of the other concepts to connote a
higher level of reflection based on application of teaching knowledge, theory, and research. At
the level of pedagogical reflection teachers reflect on educational goals, the theories underlying
approaches, and the connections between theoretical principles and practice (Valli, 1997).
Teachers engaging in pedagogical reflection strive to understand the theoretical basis for
classroom practice in attempting to foster consistency between espoused theory (what they say
they do and believe) and theory-in-use (what they actually do in the classroom) (Argyris and
Schon, 1996; Jay and Johnson, 2002; Larrivee, 2004; Thompson and Pascal, 2012; Thorsen and
DeVore, 2013).
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Critical reflection

This level represents a type of reflection that goes beyond anecdotal surface reflective concepts.
Pollard (2008) states that teachers reflect on the moral and ethical implications and consequences
of their classroom practices on students. Critical reflection involves examination of both
personal and professional belief systems. Teachers who are critically reflective focus their
attention both inwardly at their own practice and outwardly at the social conditions in which
these practices are situated (Pollard, 2011). They are concerned about issues of equity and social
justice that arise in and outside the classroom and seek to connect their practice to democratic
ideals (Larrivee, 2008). This level acknowledges that classroom and school practices cannot be
separated from the larger social and political realities. Similarly, Hickson (2011) and Zeichner and
Tabachnik (1991) suggest that critically reflective teachers strive to become fully conscious in
acknowledging the range of consequences of their actions, which influence social and political

constructs.

2.3 Thinking and reflective experience

Importantly for the development of reflective practice, the writings of John Dewey have
significantly influenced educational thinking. In particular, his distinction of ‘routinised’ and
‘reflective’ teaching is fundamental to the conception of professional development through
reflection. In conceptualising reflection, Dewey (1933) distinguishes between the origin of
thinking and the occurring of general principles which pervade experiences in teaching. He
contends that practitioners are able to think reflectively only when they are willing to endure
suspense and undertake enquiry into their own teaching practice (action research). According to
Dewey (1933) to be genuinely thoughtful and reflective, practitioners must be willing to sustain
and protract the element of doubt that accompanies self-evaluation. He states that this particular

mindset situated in doubt, renders the stimulus to thorough enquiry.

Hence, the following is suggested and defined as general features of reflective experience and

engagement:

e Perplexity, confusion, doubt, due to the fact that one is implicated in an incomplete

situation whose full character is not yet determined;
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e A conjectural anticipation- a tentative interpretation of the given elements, attributing to

them a tendency to affect certain consequences;

e A careful survey (examination, inspection, exploration, analysis) of all attainable

consideration which will define clarified a problem in hand;

e A consequent elaboration of the tentative hypothesis to make it more precise and more

consistent to accommodate a wider range of issues;

e Taking one stand upon the projected hypothesis as a plan of action which is applied
to the existing state of affairs; doing something overtly to bring about the anticipated

result, and thereby testing the hypothesis (within a teaching context).

(Dewey, 1933; Pollard, 2002: 4).

Importantly, with regards to measuring the effectiveness of such reflective deliberation, points
three and four indicate deliberate and distinctive reflective practice, which works on a derivative
of implementation and then evaluation (Dewey, 1933; Pollard, 2011). Pollard considers this
distinction as ‘fundamental to the conception of professional development through reflection’

(Pollard, 2002: 4).

Galea (2012) notes that this distinction highlights how reflection and reflective practice can and
have become routinised and how reflection does not automatically guard the teacher from
uncritical practice. As Dewey (1933) explains, not all reflection is critical enough to be
considered reflection. Similarly, Pollard (2011) contends that such practice could be identified as
encouraging professional development. Dewey (1933) provides some examples of how thinking
becomes devoid of inquiry, pointing to impatient dealings with uncertainties, a kind of thinking
that loosely engages with possibilities, grabs at suggestions, and draws misinformed conclusions.
Dewey’s thinking resonates with the economisation of time that plagues educational contexts
and which is perpetuated through the systemisation of teaching into a series of measured
instructional procedures; which include pre-packaged educational material and curricula that de-
motivate teachers away from serious inquiry into their own and their students’ learning

experiences (Bolton, 2010; Zeichner and Tabachnik, 1991).
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The aspect of risk associated with such endeavour, as posited by Galea (2012) suggests that one
of the problems with risk-taking by the teacher is the calculation of the prospects, with regards
to reluctance to discover aspects of teaching practice which may reveal pedagogical
shortcomings. Similarly, Loughran (2010) contends that teacher professionalism is generally
thought through a language of mastery, in most cases teachers do not have the possibility of
articulating the risks they have taken. Importantly, this implies reluctance for practitioners to
divulge their problems inherent in practice, when existing exemplary models of the teacher
epitomise the all-knowing masterful individual, not requiring an examination of existing practices
(Pollard, 2011; Galea, 2012). The context provided denotes that reflective practice can be
engulfed in systems of performativity, with regards to framing existing knowledge and creating
capacities for new knowledge to be gained in relation to teaching and learning (Galea, 2012).
Importantly, this resonates with Pollard (2011) who illuminates the significance of the
unrevealing of unfamiliar knowledge to inform present understanding, this endeavour informs

and underpins the process of reflective practice.

Pollard (2002) places responsibility on the teacher in developing a critical edge to reflective
practice that navigates away from prescriptive and fixed teaching practices. He identifies open-
mindedness as an essential criterion for teacher development (Pollard, 2002). Pollard (2002)
recognises that such enquiry informs a willingness and open-mindedness to whole-heartedly
engage in reflection. In attempting to engage in reflexive discourse, Pollard (2002) posits that
teachers require the capacity to reflect upon whether they are reflective, and more importantly,
does this is engagement transpire in an open-minded way. Such dialogue renders certain

reflective responses among teachers’ engaging in such processes which query:

e How am I supposed to open my mind to reflective practice?
e Am I reflective enough? What is good reflective practice?
e How would I know if I have reached the highest level of reflection?

e Are there benchmarks of good reflective practice?
(Pollard, 2002; 2011).

Conversely, reflective practice in teaching contradicts the landscape of normalisation. The central
role of reflective practice in shaping teachers’ identity (Thomas and Beauchamp, 2011) is
complexly intertwined with discourses of professionalism that acknowledge the criteria of being
recognised as a teacher (Galea, 2012). In attempting to prepare the teacher, for the independent

nature of teaching, professional bodies have attempted to demonstrate a commitment towards
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enhancing the autonomy of the professional teacher (Bell and Mladenovic, 2013). Nonetheless,
such professional efforts towards a unified approach to accreditation, navigate the teacher
towards accepted conceptions of practice and reflecting (Cochran-Smith and Fries, 2005). Galea
(2012) highlights that it is through the documentation of reflections that teachers are confined
within a scale that attempts to measure their open-mindedness. Thus, the openness of reflection
on teaching and pedagogical practices becomes a standard expectation, with details of reflection

disseminated for fellow teachers/ colleagues to access (Pollard, 2002; Loughran, 2010).

Such prescriptions of reflective practice render teachers to reflect in particular ways, even at
particular times, with some contexts guiding the interpretation of reflection towards further
research, to explore varying implementation and conceptions of this phenomenon (Bolton,
2010). This thinking pervades that reflective practice becomes a way of tracing rigid patterns of
becoming professional through defining the characteristics of an idealised professional (Edwards
and Thomas, 2010). Edwards and Thomas (2010) suggest that this routinisation of reflection on
teaching renders teachers indifferent to the critical enterprise this practice is supposed to be
committed towards developing. An important distinction made by Usher and Edwards (2007)
explains, reflection through its regulated forms, undertakes a regulatory function within
knowledge/power systems. They posit that reflection ambiguously provides a context and
dialogue for expressions of active subjectivities. However, this is also not considered an all-
encompassing component which perfects pedagogical practice (Galea, 2012). Furthermore, this
indicates that in some cases there is nothing inherently emancipatory about engaging in reflective
discourse which informs teaching and learning practices (Gore and Zeichner, 1991). To this
effect, Pollard (2011) suggests that where reflective teaching practice taking place within an
environment that encourages homogeneity of learning processes and the listing of precise
standardised learning outcomes, this endeavour can become monotonous and repetitive. Thus,
reflective practice inhibits traits of unproductivity if such practice maintains a reproductive and
repetitive tendency (Usher and Edwards, 2007). Usher and Edwards (2007) suggest that such
repetitive practice surrenders effectiveness when this becomes mandatory and compulsory.
Hence, Edwards and Thomas (2010) emphasise the importance attributed to ensuring that
teacher’s individual reflections are conducive towards facilitating wider teacher collaboration that
would strengthen the voices of teachers and inspire active engagement in developing pedagogical
practices. However, aspects of the discourse posited contradict the importance attributed
towards the professional teacher being an independent and autonomous reflective practitioner,
for as Carr and Skinner (2009: 145) argue ‘professional reflection cannot be merely a matter of

obedience to external directions... a way to simply reflect a required competence’.
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An issue, which has arisen from Dewey’s conceptualisation of reflective action and its
subsequent interpretation within initial teacher education concerns whether reflection is limited
to thought processes about action, or is more inextricably bound within an action (Noftke and
Brennan, 1988; Noffke and Zeichner, 1987; Grant and Zeichner, 1984). There is some evidence
to suggest some support for the view that reflection is a distinctive form of thought (McNamara,
1990; Sparks-Langer and Colton, 1991) with regards to reflective thinking and reflective action,
with the latter distinguished as a cycle of professional ‘doing” which is informed and
underpinned by modifications to practice stimulated by reflective actions (Noffke and Brennan,
1991; Gore and Zeichner, 1995). This particular cyclical process resonates with some of the
student teachers’ featured in this study, as they engage in the reflective processes inherent within
peer-mentoring and action research to subsequently guide their future teaching and pedagogical

practices.

Van Manen (1977: 264) advocates that much of teachers’ daily ‘practical’ thinking about practice
issues, such as; planning, adapting materials, developing courses, arranging subject matter
content, teaching and evaluating’ can be described as technical, contextual, dialectical and
routine. Van Manen (1977) situates this conception by suggesting that practical dispositions in
this context reveal themselves in ‘grounded routine’. Van Manen however, distinguishes between
levels of reflection, with regards to the nature and focus of questions that teachers may have
regarding practice. Inherently, this may stimulate and lead to different interpretations of

teachers’ practical work (Pollard, 2011; Van Manen, 1977).

Van Manen’s level of technical reflection is characterised by the application of past experiences
and existing knowledge, to serve a particular purpose, which is not exempt from reconsideration
or modification, with credibility gained from the efficiency of such ‘reliable’ competencies and
practices focused on meeting pedagogical outcomes. The primary focus of teachers’ disposition
to enquiry is to resolve concerns about aspects of their own practice, by evaluating how such
reflections can facilitate improved practice and stimulate innovation, rather than embrace
notions of technical reflection (Bradbury, 2010). Tinning (1995: 27) draws a parallel between Van
Manen’s interpretation of technical reflection and the first level of reflective teaching identified
by Grimmett et al., (1990), which applies research findings to practice and essentially represents
thoughtfulness about action. Van Manen’s level of practical reflection is characterised by the
process of analysing and clarifying assumptions, experiences, goals, meanings and perceptions
which underpin practical actions through dialectical, contextual and technical components.

Therefore, teachers’ queries are directed towards the more ‘educational aspects’ of their teaching
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practice to gain an interpretive understanding, centred on conceptualising the nature and quality
of educational experience. In addition to facilitating the making of practical choices’ to inform

teaching and learning practices (Van Manen, 1977: 226-227).
2.4 Reflective teaching

Reflective teaching implies an active concern with aims and consequences as well as means and
technical competence (Pollard, 2011). Specifically, this context relates to the immediate aims and
consequences of classroom practice, with regards to the teacher’s main objective (Pollard, 2011).
Significantly, Hickson (2011) indicates that classroom work cannot be isolated from the
influence of the wider society. He reflects that teachers must therefore consider both spheres of
this discourse. Such discourse also resonates with the idea of a cyclical process, by which
reflective teaching is applied in a cyclical or spiralling process, in which teachers monitor,
evaluate and revise their own practice continually and systematically (Stenhouse, 1975).
Stenhouse (1975) associates this as the stimulus for reflective teaching. This provides the catalyst
for teachers to engage and immerse themselves within developing aspects of their teaching
practice. This particular conception is situated within the paradigms of action research (McNiff
and Whitehead, 2011; Pollard, 2011). Importantly, this conception underpins reflexive processes
which encourage teachers to act as active agents in developing their own practice and developing

aspects of their curriculum through practical enquiry (Stenhouse, 1975).

Accompanying the discourse provided, various alternative models have since become available
with regards to the capital attributed towards action research and teachers developing their own
practice (Carr and Kemmis, 1986; Elliott, 1991; McNiff and Whitehead, 2006) and although
there are salient differences between these varying models, the underpinning themes remain the
same as, they all preserve a central concern with self-evaluation and reflecting upon practice
(Pring, 2000). Pollard (2011) suggests that a significant aspect of teaching is the requirement to
plan, make provision and deliver. Loughran (2010b) and Zeichner and Tabachnik (1991) posit
that reflective teachers, also need to monitor and measure the effectiveness of their processes by
the impact that this has on their learners. Crucially, they emphasise that this evidence needs to be
critically analysed and disseminated, in the need to further improve teaching and pedagogical
practices. Pollard (2011) notes that such practice, significantly contributes towards redeveloping
practice, and strongly facilitates the dynamic process which is intended to lead through
successive cycles, or through a spiralling process, towards improved standards of teaching
practice. The simplicity attributed to this model has significantly influenced practice with regards

to teaching. Hickson (2011) contends that such processes are consistent with the notion of
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reflective teaching. Similarly, Dewey (1933) asserts that such practice provides essential

clarification of the procedures required for reflective teaching.

Importantly, the association between reflection and teacher development is synonymous, and
underpins much of the improvement on existing practice. Lange (1990) draws parallels between
the intimate relationship, between reflection and teacher development arguing that the reflective
process stimulates a framework of growing knowledge and experience, among teacher’s that
share a commitment to develop and improve. Furthermore, Lange (1990) contends that such
commitment provides opportunities to examine practice with learners, challenge values and

beliefs, and navigate practice towards maximising teaching proficiency and potential.

Further discourse highlights the significance attributed to such endeavour, the seminal work of
Clark and Lampert (1985) argued that the findings of their research support the development, of
teaching as ‘reflectively professional enterprise’ for both novices and experienced teachers. Their
research navigates towards the promotion of understanding teaching as innovative endeavour,
with the purpose of empowering teachers’ commitment towards self-directed professional
development. Another seminal piece by Sanders and McCutheon (1986) advocates pre-service
teachers engaging in opportunities to learn and organise multiple factors related towards
pedagogical and teaching practices through reflection, by the interpretation of their actions.
Similarly, Schon (1987) asserted that beginning teachers can be coached through challenging
situations by teacher educators or more knowledgeable others with the resulting reflection,
providing the stimulus for the construction of new knowledge. Further, Valli (1992) contends
that reflection is a tool for assisting student teachers’ conceptualisation of the social problems
currently confronting education, with regards to the undermining and supressing of developing
best practices. Further, assertions from Valli (1993) endorse the promotion of social justice as a
critical component of reflection; in rejecting reflection as a process to merely support the
technical and mechanical aspects of instruction within teaching discourse. However, pertinent
considerations for reflection highlighted by Hatton and Smith (1995) and Galea (2012) conclude
that, while varying approaches have been used to promote reflection, there is a dearth of

research evidence to confirm the effectiveness of such strategies and their implementation.

Pollard (2011) has suggested that teacher modification and development require an awareness
and consciousness for change to occur. Further, he defines teacher improvement as a form of
‘deliberate alteration’ involving a persistent cycle of critical evaluation to circumstances, in which
two key fundamental components of change are considered imperative: innovation and critical

reflection (Pollard, 2011). Similarly, Richards (1990) also considers reflection as fundamental for
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the development of teachers. Essentially, Richards argues that self-inquiry and critical thinking
are imperative in navigating teachers away from impulsive, or routinised practice, in exchange for

developing professional competency, where actions are guided by reflection and critical thinking.

Within this context, Hatton and Smith (1994) assert that, within recent discourse the terms
‘reflection’ and ‘critical reflection” have become ingrained within various academic commentaries.
Their assertion recognises that varying approaches of reflection within teacher education
continue to be multifarious with regards to variances in definitions, and have been utilised
without any fixed certainty to embrace a wide range of concepts and strategies attributed to this
discourse. More recently, Loughran (2010) claims that despite variance within academic and
research dialogue, reflection continues to remain problematic, in attempting to encompass a

range of theoretical and practical approaches.
2.5 Mediation to promote higher order reflection

Much of the literature collated regarding reflection, encourages teachers to reflect beyond
reflection that represents a surface level of engagement. Specific attempts to endorse this
engagement with the aim of enhancing reflective practice sometimes prove to be unsuccessful
(Korthagen and Wubbels, 1991; Smith and Hatton, 1993; Zeichner and Tabachnik, 1991; Valli,
1992, 1993). Despite intentions to progress and develop reflexive processes, reflections of
student teachers tend to be mostly descriptive, in attempting to satisfy, training expectations and
benchmarks, with limited references to theoretical frameworks (Collier, 1999; Pultorak, 1993;
Wunder, 2003). The generally accepted position is that without carefully constructed guidance;
that may be construed as being prescribed or technical, teachers sometimes are unable to engage
in pedagogically-centred critical reflection to enhance their practice, this becomes more difficult
in cultures where reflection is either not embraced or non-existent (Fullan, 2014; Rhodes et al.,

2004; Wenger, 1998).

The seminal work of Hatton and Smith (1995) suggested that teacher progression through the
levels or stages of reflection appear to be developmental in that teachers will need to engage in
reflection primarily, before assessing technical skills and drawing comparisons between varying
teaching approaches. However, Smyth (1989) advocated that adopting and engaging in higher
order reflection is not always accessible to student teachers, as they will not possess the
experience required to facilitate such engagement. Further, Larrivee (2008) suggests the

importance of environments and cultures that stimulate novice teachers to utilise their
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experiential experiences amassed to deepen levels of reflection through powerful facilitation and

mediation within emotionally supportive learning climates.

There is an emerging consensus that student teachers and in-service teachers can be assisted to
engage in higher levels of reflection, through multifaceted and strategically constructed
interventions within supportive cultures (Russell, 2005; Ballard and McBride, 2010; Tummons,
2011; Etscheidt et al., 2012). Such mediation processes which encompass specific structures,
such as providing deliberate prompts and strategically posing non-judgmental questions, have
been found to promote higher order reflection by creating authentic dialogue (Rolfe et al., 2011;
Leigh and Bailey, 2013). Similarly, researchers have found that helping prospective teachers
acknowledge, articulation of practice and encouraging them to challenge their beliefs enhances
productive reflection (Boyd et al., 1998; Nais, 1987; Walkington, 2005; Wideen et al., 1998; Yost
et al., 2000). Therefore, reflection maintains a position as an abstract construct with its existence,
based on the assumption of personally observed performance and expressed beliefs, in light of
such observations (Pollard, 2011). The capacity for reflection is embedded in wvalues,
assumptions, and expectations. The assessment tool prescribed for measuring reflection can
provide benchmarks and indicators for key behaviours required of reflective practitioners (Galea,
2012). Hickson (2011) suggests that structured processes for evaluating and developing
practitioners’ levels of reflection can assist teacher educators in targeting the specific attitudinal
and behavioural characteristics necessary for effective reflective practice to occur. By identifying
key behaviours, attitudes and practices that require refinement or development, more specific
interventions can be implemented to promote higher order reflection among student teachers

and in-service teachers (Pollard, 2011).

2.6 Reflective practice underpins the development of forms of knowledge that serve

particular interests

Reflective practice through various perspectives is generally considered as a purposeful activity
which advocates student teachers’ concerning themselves with formulating specific goals to
improve pedagogical approaches (Pollard, 2011). Such perspectives can be considered through:
ethical, moral, personal and social constructs. Importantly, through such processes new
knowledge is revealed; this is implemented to achieve a particular outcome. Student teachers, for
example, who concern themselves with diagnosing ways to challenge all pupils within a mixed
ability setting, might experiment with a range of approaches, facilitated by the utilisation of new

insights and understanding gained from reflection to inform teaching practices (Hickson, 2012).
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To support such contexts, Habermas (1971) devised a model of knowledge, which entails the
understanding of constitutive interests to distinguish between technical, social science and the
emancipatory interests of people, which frame human knowledge, through the implementation
of processes of inquiry. Significant, to the considered context, Habermas’ technical or
instrumental interests, compelled by an individual’s concern to understand the environment in
which they exist, are realised through empirical and analytical scientific explanations. Interests
within the social sciences and humanities, the historic hermeneutic disciplines, which have been
driven by a concern to comprehend human interaction, behaviours and variances of
communications, are acknowledged through the interpretation and integration of ideas in order
to unpick meanings associated with human interaction and behaviours (Habermas, 1971).
Emancipatory interests, driven by an individual’s concern to understand the self within the
human context are negotiated through critical and evaluative modes of thought and inquiry
(Bradbury, 2010). Moon (1999: 14) argues that the acquisition of knowledge which
accommodates emancipatory interests aim to produce transformations in individual behaviour,
through personal, social or world constructions of reality. Habermas’ model suggests reflective
practice is hierarchical, that knowledge must initially be developed by instrumental or interpretive
means before a critical overview of that knowledge or processes that have led to its configuration
are possible. Pertinently, he considers methods of empirical and analytical enquiry associated
with scientific explanation to provide an inadequate base for the social sciences. Specifically,
since generated interpretations, which underpin and construct the social sciences, are derived
from subjective dialogue and experiences that require continuous evaluation over specific
periods (Zwozdiak-Myers, 2009). Although the fundamental mode of enquiry for the social
sciences Is interpretation, Habermas suggests this process, requires a critical form of evaluation
and enquiry. Primarily, such interpretations acknowledge scrutiny from how viewpoints and
interpretations have arisen. This reflexive disposition resonates with critical theory that has
emerged from the process of critique and evaluation: specifically, the generation of questioning

and understanding to facilitate and challenge pedagogical interests (Pollard, 2011).

Habermas’ endeavour to immerse theoretical and practical underpinnings within a
comprehensive theory of rationality has received critique and challenge. Specifically, a pertinent
concern is the inability of Habermas’ to demonstrate how theoretical critiques of powerful
ideological forces, have distorted and suppressed ‘practical reasoning (phronesis) within societal
institutions, with regards to justifying social and political action on the part of the enlightened’
(Elliott, 2005: 361). Such justifications, have led some critics (Bernstein, 1976) to argue that

Habermas failed to demonstrate the unity or link between theory and practice (praxis). Bernstein
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(1976: 192) claims the knowledge and constitutive interests reflect Habermas’ attempt to go
beyond epistemology, in attempting to develop a philosophical anthropology that ‘singles out the
distinctive characteristics of human social life’. Importantly, Habermas regards such discourse as
basic human interests because this dialogue remains situated in the confines of what makes
human social life distinctive. As such, they determine what transpires as knowledge and the
appropriate methods of discovering, accessing and measuring such constructs. However,
Bernstein (1976: 209) queries the lack of synergy and similarity between forms of knowledge and
enquiry constructed by emancipatory interests, and those established by technical and practical
structures. He argues that the former is substantive and normative, with regards to the specific
aim of enquiry being pre-judged and to some extents pre-determined, whereas the latter
resonates with formal conditions of enquiry and knowledge acquisition, which do not pre-judge

or pre-determine specific outcomes.

Themes common to Dewey and Habermas’ conceptualisation of reflective practice are their
subjective interpretations relating to the process of reflection, which serves to develop, generate
and acquire new knowledge. From a subjective disposition, such views posited could be
perceived as complementary in that ‘Dewey considers the processes and Habermas... the place
of the process in the acquisition, development and consideration of knowledge construction’
(Moon, 1999: 15). Habermas® discourse suggests reflective student teachers are those that
stimulate or cultivate particular forms of knowledge. When the motivation or underlying purpose
which guides reflective practice is considered however, a distinction between their approaches
becomes evident (Bradbury, 2010; Ghaye, 2011). Dewey’s conceptualisation of reflection is
embedded within the social science paradigm, where interpretation is constructed from ‘making
sense of the world’ for effective and productive education to transpire; whereas Habermas’
conceptualisation derives from the ideal of empowerment and political emancipation (Morrison,
1995) towards freedom, justice and the acquiring of truth, as a basis for knowledge construction.
Barnett (1997) claims that engagement in reflexive processes encourages student teachers to gain
an awareness as to how their actions impact the classroom environment, and more importantly,
how they come to understand their situations sufficiently to create the freedoms needed to frame
future teaching and learning. Carr and Kemmis (1986: 157) argue that such processes resonate
with critical reflection, as they can illuminate and identify self-evaluation and ideological
variances within practices, considerations and structures of educational contexts, with reference
developing and improving educational situations for all incumbents within the school landscape.

Their interpretation of critical reflection resonates with the position advanced by Moon (1999)
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with regards to attempting to assist the emancipatory interests of individuals by transforming

aspects of educational teaching practice.

However, Macdonald and Tinning (2003) suggest this proposition represents a claim for what
Carr and Kemmis (1986) believe critical reflection should be rather than an assertion for how
this transpires within a practical context. Macdonald and Tinning (2003) assert the apprehensions
of practitioners from within the critical reflection community about what reflection has become
within contemporary educational discourse. The deployment of the term, critical reflection
appears to harbour various interpretations, subjective to the context being considered.
Calderhead (1989) notes that some meanings define this discourse as the constructive self-
criticism of one’s own actions with the objective of improving these actions through such self-
critique, contrastingly others argue (Gore, 1987; Wildman and Niles, 1987; Zeichner and Liston,
1996) the concept of critical reflection indicates the acceptance of a particular set of beliefs, and
in alignment with the epistemological and ontological assumptions that accompany this.
McKernan (1996: 259-260) cautions that some critical theorists have ‘become infatuated by the
utilisation and development of grand theory’ (Skinner, 1990) as a specific objective. Contextually,
the approach advocated by Carr and Kemmis in attempting to distinguish critical reflection from
other forms of reflection imposes a form of ‘academic imperialism’ which may stifle the potential

for action research by separating theory-research from practice.

Barnett (1997) argues the predominant discourse concerning knowledge and the ill-defined
concept of critical thinking, which has been a strong feature in past decades of Western
universities, will not support the climate and trends within higher education and more specifically
teacher training. Specifically, he posits fragmented and partial views of reflective practice, which
reflect the notions of self-monitoring and reflexive connotations, are superseding of any inherent
criticisms. He further contends that this could immerge as an ideology which utilises reflective
practice, more specifically at just interpretive levels, rather than recognise the potential for

emancipation, autonomy and empowerment among practitioners.

Barnett applies, interprets and further develops ideas proposed by Habermas regarding
emancipatory interests and those associated with critical theory, within the confines of higher
education. Essentially, he proposes a system, which embeds both considered action and critique,
within a context that focuses on the student teacher progressing and developing as a practitioner
(Barnett, 1997). He identifies action, self-reflection and understanding, as three key factors that
higher education providers need to focus on, with considerations posited towards enabling

student teachers in attempting to make them capable of both critical self-reflection and critical
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action. He aligns this disposition with the potential to measure the ‘real world’ in a variation of
manifestations, in which such aspects occur. Important attributes of ‘critically” empowering and
enabling student teachers are pivotal in attempting to provide trainees with clarity of thought and
emotional competence to justify and rationalise their alternative ways of understanding teaching
and learning within the ‘real world” (Barnett, 1997; McNiff et al., 2003). Barnett concludes that
critically reflective practitioners view their professional capacities with regards to what they can
do to improve the quality of pupils’ educational experiences, as opposed to prescriptive and
structured ‘safe’ practices that may not stimulate productive learning among learners. Such
practices enable student teachers to become risk-takers who strive to improve their pedagogical
practices (Clandinin and Connelly, 1995) in attempting to explore innovative methods of

teaching.

Underpinning the goal toward becoming a critically reflective practitioner is the notion of
liberating thinking. Such thinking is synonymous with Zeichner and Liston (1987: 23) who
describe the liberated individual as ‘one free from the unwarranted control of unjustified beliefs,
unsupportable attitudes and the paucity of abilities which can prevent that individual from
maintaining complete autonomy of their own professional existence’. From this premise, it could
be argued that reflective conversations, which value student teachers’ lived expetiences,
authentic concerns, beliefs and practical theories have potential to empower and enlighten
aspects of professional dialogue should such endeavour be nurtured and encouraged (Kemmis,

1985; Zwozdiak-Myers, 2009).
2.7 Reflective practice as an integral part of action research

Reflective practice underpins many research paradigms, particularly those situated in the
hermeneutics, which focus on practitioners learning through experiential learning through
authentic lived experiences (Whitehead, 1993). Thus, aspects of reflective practice have invariably
been linked to action research (Pollard, 2002; Reason and Bradbury, 2001), which resists the
application of standardised practices within professional contexts. Contrastingly, from this
disposition, intentions are instead directed towards the use of contextually relevant procedures
formulated by inquiring and resourceful practitioners that demonstrate a commitment to
improving and informing aspects of their own practice (Stringer, 1996: 3). In this study, action
research provides the stimulus through which student teachers’ explore personal practice within
a specific context (peer-mentoring) (Le Cornu, 2005) in an attempt to improve the effectiveness
of their own teaching practice. Professional knowledge and judgement can be developed through

reflection and further knowledge acquisition, while critical reflection supported by practitioner
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engagement in research can provide a catalyst for measuring the quality of teaching and learning
within the classroom, which can be ‘evaluated and contextualised as a prelude to further

improvement’ (Bartlett and Burton, 2012; Bartlett and Leask, 2005: 298).

McKernan (1996: 29) refers to action research as grounded curriculum theory in that theories are
not validated independently of practice and then applied to curriculum, they are validated
‘through experimental learning and practice’. Similarly, Elliott (2005: 372) provides a perspective
for considering the context of practice, and how determinants are measured within practice. This
viewpoint aligns with the position advanced by Schon (1983, 1987) who asserted that student
teachers come to develop their personal epistemology of practice, in addition to Boud and
Walker (1990) who underline the importance attributed towards the context of the learning
environment in framing ideas associated with teaching practice. As student teachers’ engage in
reflective practice, the knowledge gained and theories constructed are framed by personal

experiences within the context of a specific teaching situation.

While advocating action research as a vehicle to validate teachers’ personal, professional and
political knowledge, Gore and Zeichner (1995: 209) contest the claim presented that such
practice provides a platform for teachers to remain hidden within the confines of action
research, which effects and contradicts some aspects of traditional practice. For example,
Cochran-Smith and Lytle (1993: 304) identify a number of obstacles which need to be addressed
before teachers can be expected to engage in research. For example, schools where inquiring and
collaborative cultures are not prevalent for teachers, in addition to institutions that adopt a
technical view of knowledge for teaching, and finally, schools that generally have no affinity for
education research. Furthermore, McTaggert et al, (1997) found action research, to be
considered a difficult process for teachers to learn and sustain due to its complexity and lack of
congruence with the chaotic nature of the classtoom experience. Zwozdiak-Myers (2009)
contends that it is essential to be mindful that such factors may also significantly influence the

research experiences of some student teachers featured in such studies.

Within educational discourse, action research has become a recurrent theme, as has the concern
to improve and develop professional practice from within the teaching profession (McNiff et al.,
2003; Pollard, 2011). This concern identifies with the conception that the purpose of the
research process is to generate new insights into teaching and learning to improve practice for
both practitioners and learners. Price (2001: 44) suggests action research is simultaneously an
individual and collaborative project and Kemmis and McTaggart (1982) argue that such

engagement allows groups of people to organise the conditions under which they construct
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learning from their own experiences, and in turn, disseminate these findings to others immersed
within this context. A specific purpose of engaging in collaborative action research is to
construct and de-construct knowledge about problems inherent from experience, which arise
from professional practice to facilitate change and improvement for improved teaching (Carr and
Kemmis, 1986; Elliott, 1991; Lewin, 1946; McKernan, 1991). However, the effectiveness of
active participation by student teachers within the research process underpins to a significant
extent, the success with engaging and working with others within the process of collaboration
(Gray, 2010: 347). This implies that working with peers and fellow practitioners requires
sensitivity, trust and a mutual respect for the feelings and expertise of others. Le Cornu (2005)
highlights these factors as essential criterion as student teachers embrace the concept of collating

knowledge concerning teaching practice as part of a collective.

Integral to such processes which involve collaborative endeavour are the goals of equity and
social justice as existing practices within the school which are examined critically, evaluated and
transformed (Carr and Kemmis, 1986; Cochran-Smith and Lytle, 1993; Gore and Zeichner, 1995;
Noftke, 2005). This context suggests that an examination of the conditions and contexts of
teaching experiences helps practitioners to situate aspects of their practice in appropriate ways to
accommodate their learning. As McNiff et al., (2003) note, the ethical and moral principles
inherent within the action research process, significantly influence the outcomes of such practice

in relation to:

Personal development;

Improved professional practice;

e Improvements in the institution;

Contribution to the good order of society.

This critical perspective broadens the aims of action research as a vehicle for educational reform
as such endeavour becomes a process for initiating change within teachers related to personal,
professional and political perspectives which inform teaching values and beliefs. Importantly,
such considerations resonate with how teachers produce knowledge for evaluating aspects of

their own pedagogical practice (McNiff et al., 2003).

Although action research has been recognised as a means to develop reflective practice and
promote educational change, there still remains a dearth of literature regarding the influence of
such practice within student-teacher education (Hickson, 2012). Many studies have focused on

written artefacts (portfolios, project reports, reflective journals) of teachers’ enquiries (Beyer,
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1984; Bissex and Bullock, 1987; Goswami and Stillman, 1987). This has been exemplified
through studies which document experienced teachers’ experiences of self-study, with narrative
and anecdotal accounts provided of their personal experiences through contrasting professional
dialogues with other teachers (Connelly and Clandinin, 1988; Russell, 1993). Additionally,
previous studies have detailed professional development projects which encourage experienced
teachers to engage in collaborative action research as a process both for professional learning
and educational reform (Cochran-Smith and Lytle, 1999; Gore and Zeichner, 1995; Noffke,
2005; Pring, 2005; Somekh, 2006). Presently, Pring (2005) suggests that there still remain few
studies which have examined how student teachers learn from the processes inherent within
action research. More specifically, what is learned and how this connects with classroom enquiry,

teaching and educational change (Zwozdiak-Myers, 2009).

One study in particular undertaken by Price (2001) has examined the experiences of eleven
student teachers enrolled within an action research course on a Master’s level programme, to
explore ways in which connections could be drawn between research, pedagogy and change. The
framework utilised embodied four components (or domains of teaching): reflection and enquiry;
learning about students; learning about pedagogical content knowledge; and, learning about
social justice and democracy. The findings illuminated that nine of the eleven student teachers’
embraced the challenge of developing morally and ethically defensible practices, which
considered the board range of student experiences internally and externally within the school
environment, with some recognition for how classrooms and schools could create and address
aspects of social justice (Price, 2001). In learning to become stakeholders responsible for
changing and facilitating aspects of their own teaching practice, many of the trainees undertook a
systematic study of their teaching which focused on challenging their understanding of teaching
underpinned by the commitment to provide new ideologies to their existing values and beliefs
(Price, 2001). All the student teachers involved with the study experimented with ideas and
practices, which specifically focused on the learning and engagement of their learners. The
trainees involved in Price’s research asserted that their experience with engaging in action
research was beneficial to the development and growth of their professional capabilities with

regards to extending and improving their teaching practice.

The student teachers developed a view of teaching that was transformative; this was contrary to
their pre-existing beliefs about schooling and the classroom context (Price, 2001). Some of the
student teachers had observed minimal changes in their pupils’ learning, which proved to be

somewhat disheartening as some of the trainees had hoped for more significant gains in
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analysing and researching their future teaching (Price, 2001). These findings could be useful for
comparative purposes in relation to assessing the outcomes of this research study. Price (2001:
58) reports that the student teachers’ encountered several challenges with regards to: finding time
to reflect on their lessons; struggling to keep up with data collection; and, receiving support from
subject mentors. For example, Price (2001) indicates that although mentors could be a
tremendous support for student teachers, simultaneously they could also ‘unwittingly set
boundaries upon their experimentation’. Importantly, this study also seeks to explore whether
student teachers’ experienced any such challenges with regards to reflexive and peer-mentoring
endeavour as they prepared for, engaged in and evaluated the impact of engaging within a
community of practice and learning. When practitioners engage in action research which
facilitates their own learning, there is need a to place learning within the context of improving
oneself, in addition to providing an explanation as to how oneself is positioned in relation to
disseminating their acquired learning within a community of practice (McNiff et al., 2003; Lave
and Wenger, 1991). Guba (1996) asserts that teachers perceive action research to be a form of
personal enquiry that resonates with their professional ideals. Within this context an extended
form of professional enquiry undertaken by the practitioners themselves (Anderson et al., 1994;
Kincheloe, 2005; McNiff et al., 1992, 1993; Stringer, 1996), which stimulates context-sensitive,
particular (and) pertinent descriptive knowledge (Bell and Mladenovic, 2013). Additionally, Usher
(1998: 18) highlights that the study of self seems to be ideally suited to revealing experience-
based learning and monitoring the development of self in the construction of knowledge and
learning. This conception resonates with Schon’s (1983, 1987) discourse about developing a
personal epistemology of professional practice guided by theories-in-use. Importantly, this is also

a fundamental aim for the purpose of undertaking this research study.

From an ontological perspective, Grimmett et al, (1990: 30) consider self-reflection to be
concerned with ways of being in the world, where human beings acquire an understanding of
themselves through self-reflection, with experience being the stimulus for developing
understanding. The utilisation of self-reflection as a mirror for personal development is pertinent
to the construct of this practice also being used as a methodology for refining practice and
gaining insights into the actions of teachers, not only as educators but also as adults, who are
patt of a lived reality with learners (Loughran, 2010). To be self-reflective within this context is

to be attentive to the relationship between theories and practice (praxis) (Pollard, 2011).

The development of the reflective practitioner is a continuous and somewhat never-ending

process (Rodgers and Raider-Roth, 2006) as personal evaluation involves continuous and cyclical
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re-examining (Holstein and Gubrium, 2000) over significant periods. This could be considered as
a process that shifts from fixed beliefs, in relation to aspects of culture, feelings, history,
prejudices and values concerning aspects of differentiation (Kagan, 1992). A critical self-
awareness is pivotal towards such professional growth (Dewey, 1933; Lipka and Brinthaupt,
1999; Pollard, 2011; Zembylas, 2003). When student teachers allow themselves to be immersed
in such professional growth, such self-awareness can be accelerated, as learners’ responses often
provide the barometer towards the extent of professional growth as learners are the recipients of
such commitment towards developing professionally (Raider-Roth et al., 2012). This resonates
with Belenky et al., (1986: 227) notion of ‘connected teaching’ as a means to intrigue the
perspectives within each learner. The interrelatedness between teaching and learning requires
student teachers to reflect upon pupil learning and development, specifically, to better
understand the rationale concerning conclusions drawn about their own teaching (Loughran,
2010). Through practitioner engagement in professional development, aspects of practical
learning are continuously constructed and reconstructed, in order to refine teaching practice.
Bruner (1990) notes that practitioners engage in this by resorting to previous experience and

using this to inform future apprehensions.

Therefore, self-reflection identifies with a story about, whom and how we are, and why we
engage in certain experiences. Zwozdiak-Myers (2012) utilises Elliott’s (2005: 124) conception to
assert that through self-study there are ‘new possibilities for qualitative research to focus on the
everyday practices by which individuals constantly construct and reconstruct their sense of
individual identity’. Through such engagement of personal experiences student teachers engage
in discourse which allows them to unpick and explore vulnerabilities, beliefs and values and take
measure of the specific reservations related towards their experience (Ellis and Bochner, 2000).
Reflective conversations can thus become a potent facet in attempting to understand personal
practice as student teachers recall and verify their emotions, observations in practice, feelings,
ideas and thoughts regarding future experiences (Pollard, 2002). Palmer (1998) claims questions
regarding how we construct practice resonate and create coherence between teaching methods
and how this is applied within our professional artistry. His notion concerns itself with the inner
self, and more importantly, contends that good teaching comes from the evaluation of self-
identity rather than standardised technique. Palmer (1998) strongly encourages student teachers
to have the courage to teach in ways which reflect their personal values, as opposed to
conforming to the standardised expectations imposed by institutions. This proposition, however,
may reflect rhetoric rather than reality in practice, particularly in situations where standardised

and prescribed approaches towards teaching are advocated (Ghaye, 2011; Pollard, 2011).
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Additionally, power relations might challenge and conflict some of the core values held by some

student teachers (Zwozdiak-Myers, 2012).

The dimension of feelings which encapsulates reflection is embedded into Boud et al., (1985: 19)
approach towards reflective practice as student teachers are encouraged to summarise and

capture experiences and utilise this to generate new ways of thinking:

e Association - relating new narratives to existing data to formulate new methods of

thinking;

e Validation - determining the authenticity of the ideas and feelings which have resulted, in

implementing new ways of comprehending and interpreting teaching;

e Appropriation- creating knowledge, engaging in professional autonomy, taking
ownership of new insights and learning to inform future pedagogical and teaching

practices.

Boud et al., (1985) approach to gaining knowledge from experience, which originates from the
description of a particular teaching situation, incorporates the view that reflective practice

involves reviewing retrospective experiences to facilitate new forward-facing experiences.

However, this framework has been construed in a reductionistic manner (Boud, 1999: 125),
more specifically; this has been regarded as unrecognisable as reflective practice. Some staff
within placement schools for example, asked student teachers to reflect by using a Likert scale
numbers format; 1 — return to the experience, 2 — attends to feelings, 3 — re-evaluate by stages.
Such practice suggests that this process is linear and mechanistic, and does not encourage deeper
reflection in attempting to construct better understandings concerning teaching and learning
practice (Boud, 1999; Bradbury, 2010). Boud argues persuasively that such summarisations of
teaching are wholly inappropriate as this trivialises the process of learning and does not also
reflect prior experiences. Contrastingly, this also posits unhelpful and unbalanced dynamics of
power or oppression which may affect aspiration or teaching endeavour (Zwozdiak-Myers,
2012). Further, the emphasis placed on the need for personal disclosure was often considered to

be beyond the capacity of some student teachers (Boud, 1999).
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Boud and others suggest such problems can be addressed when practitioners within schools
develop a context for reflection which is unique and specific, with regards to establishing a
community for learning, and developing an environment which embodies mutual trust as an
integral component for productive collaborative learning. The discourse presented highlights the
importance of school institutions to provide supportive structures, which enable student
teachers’ to thrive and extract maximum benefits from their situational learning experiences
(Boud, 2006; Galea, 2012). The focus towards such discourse has been furthered by Korthagen
and Vasolos (2005: 48). They contend that when student teachers engage in reflective practice,

they should probe and explore the following dispositions and questions:

e What was the context?

e  What did I want?

e What did I do?

e What was I thinking?

e Howdid I feel?

e What did the pupils want?

e What did the pupils do?

e What were the pupils thinking?
e How did the pupils feel?

(Korthagen and Vasolos, 2005: 48).

The importance attributed to such approaches, distinguishes a balanced focus on wanting,
feeling, thinking, and doing, and differs from contrasting views of reflective practice, which
accentuate rational analysis (Dewey, 1910, 1933). Kolb (1984) explicitly associates reflective
practice to his conception and theoretical paradigm of experiential learning, which advocates a

four-stage cycle of learning underpinned by four distinct cycles of learning.
Kolb defines this cycle of learning as immediate or concrete experiences that:

1. Provide the basis for observations and reflections;

2. Observations and reflections are distilled and assimilated into abstract concepts;
3. Produce new possibilities for action, which can be actively tested;
4

Through experimentation, the possibility emerges for new experiences to be created.

(Kolb, 1984).
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Kolb (1984) states that this process of learning is ‘self-perpetuating’ in that the learner changes
from direct involvement to analytical detachment, which creates new experiences for
practitioners to be able to reflect on and re-conceptualise values and beliefs concerning practice.
Essentially, this theory has been constructed on the notion that experiential learning is a process,
which involves reinventing professional constructs through personal experiences and social
systems rather than the application of standardised techniques towards current practices (Kolb,
1984). Importantly, this is distinguished by attending to the organisation and construction of
learning through observations gained within some practical situations, so that learning can

facilitate improved teaching practices (Bradbury, 2010; Kolb, 1984; Pollard, 2011).

2.8 Learning with Colleagues

The value of engaging in reflective activity can be enhanced through engagement or association
with other colleagues, in the form of trainees, teaching assistants, teachers or senior leadership
teams (Ghaye, 2011). Presently, Pollard (2011) suggests that within the primary school context,
very high proportions of contact-time with children, have constrained a great deal of such
educational discourse and discussion, however this is gradually changing as whole-school
professional development assumes a greater significance and priority for teachers that
demonstrate a commitment towards improving their own professional practice. Importantly,
Pollard (2011) contends that such endeavour provides opportunities for practitioners,
particularly those on teacher education courses to engage in opportunities to disseminate, share,

compare, support and advise in reciprocal ways (Vygotsky, 1978; Pollard, 2011).

Pertinent to developing professionally, collaborative and reflective discussions capitalise on the
social nature of learning and constructing knowledge as a collective (Vygotsky, 1978). Such
collective endeavour resonates with practitioners who share a commitment to assess basic
processes associated with pedagogical protocol. According to Ghaye, this endeavour is achieved
by disseminating experiences, which conceptualise and provide a stimulus for analysing and
refining teaching practice (Ghaye, 2011). Through such processes, Pollard (2011) suggests that
personal insecurities, with regards to implementing innovative methods are reduced, evaluation
becomes reciprocal with other colleagues, and the promise for such endeavour is affirmed by
subtle improvements in pedagogical practice. Moreover, openness, activity and discussion are
gradually embedded within the values of practitioners, essentially this becomes the catalyst for
creating a culture where teachers are able to engage in reflective processes which are personally

fulfilling and educationally effective (Kohl, 1986; Bell and Mladenovic, 2013).
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Importantly for this context, when the development of coherence and progression in school
policies and practice becomes of enormous importance, collaborative endeavour will become an
essential criterion for measuring productiveness and effectiveness within the education landscape
(Pollard, 2011). Such work is officially endorsed by the requirement to produce ‘school
development plans’, a process which has been considered to be ‘empowering’ for practitioners
(Hargreaves and Hopkins, 1991; Pollard, 2011). Contrastingly, other practical contacts have
illuminated that while such practice resonates significantly with regards to the value of whole-
school staff teams working and learning cohesively, there has also been some evidence to suggest
that such endeavour is complex and fragile, as it incorporates several aspects of input from

varying stakeholders immersed within the process (MacGilchrist et al., 2004; Southworth, 1995).

An essential aspect for this particular study, advocates that however such collegial endeavour is
implemented and interpreted, reflective teachers are likely to benefit from working,
experimenting, talking, and reflecting with other colleagues, with specific benefits concerning the
learning that occurs from within a professional collaborative learning community which redirects

the process of learning from individualistic to communal (Hickson, 2012; Pollard, 2011).
2.9 Reflection during Induction

Within an English context, the 1999 reforms for the induction of new teachers, and more
recently the 2007 and 2012 Standards reforms provide a strong stimulus for considering
reflection (Hickson, 2012). In particular the revised September 2012 Teacher Standards
demonstrates a shift away from the separate and ‘core’ 2007 standards to be satistied by Newly
Qualified Teachers (NQT’s) to a more standardised one-size-fits-all approach. Importantly, Shaw
(2013) contends that the new 2012 teacher standard reforms potentially stifle creativity and
trainee development. Shaw (2012) states that this may have implications for the implementation
of mentoring and reflective components during initial teacher training. Further, she posits that
the prescriptiveness of these standards bears significantly and impacts the dynamic for
collaborative cultures. Recently, collegial and communal professional development has become
synonymous with collaborative mentoring cultures (Bradbury, 2010). Importantly, Bradbury
(2010) contends that such ideals reflect the professional development focused around teaching
maintenance and progressive refinement of individual and collective action planning through
specific objectives. Such contexts reveal that mentoring is becoming ubiquitous in supporting
reflective professional activity (Pollard, 2011). Aspects of such endeavour include performance
management, whereby early-career teachers engage in a continuous cycle of setting and

maintaining standardised professional objectives, with specific focus around pupil’s attainment;
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one being focused on observed teaching and responding upon feedback; and one with regards to
reviewing professional objectives and how this may be achieved (Galea, 2012; Petty, 2000;
Pollard, 2011). Such reflective cycles focus on professional development and systematic thinking
or evaluation about phases of experience or activity (specifically description, feelings, evaluation,
analysis, conclusion and action plan) (Gibbs, 1988), from a theoretical perspective to assist in the
response to developing individual strengths with regards to teaching, and priorities for whole-
school development. Importantly, conceptions of reflection have evolved in recent times,
particularly within the ever-changing landscape of initial teacher training (Loughran, 2010). In
previous capacities such models have supported teachers as relatively independent decision-
makers in their classrooms, and highlighted consideration aims, values, aspirations and teaching
philosophies (Pollard, 2011). Contextually, while such pertinent issues remain important, newer
forms of reflection are now emerging which specifically focus on particular details of teaching
practice (CUREE, 2005; CfBT, 2010; DfE, 2012; Ghaye, 2011; Pollard and Pollard, 2014). Such
frameworks resonate with reflection now being conceived in a nationally established framework
with aims and values. Such developments can be related to Mclntyre (1993) definition of levels

of reflection. Three main levels of reflection are cited:

1.) The technical level concerns itself with the effective attainment of set goals;

2.) The second level concerns itself with practical reflection, which relates to classroom

practice and the underpinning values and beliefs which encompass this dialogue;

3.) The third level of reflection concerns itself with critical or emancipatory endeavour,
which involves looking beyond practice to become actively aware of the role of

institutional and societal influences upon teaching.
(Mclntyre, 1993).

Pollard (2011) argues that current arrangements for teaching induction reflect an intensification
of technical reflective practice, which sometimes compromises the first two levels of Mylntyre’s
reflection. Essentially, the quality of reflective professional development will be underpinned by
the existing culture for enhancing teachers practice, particularly in the case of relationships
between newly qualified teachers (NQT’s) and induction tutors, based on the understanding of
what skills the induction tutor can provide to the new incumbent within the teaching profession

(Loughran, 2010). Loughran (2010) suggests that the enlistment of such responsibility can be
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conceived to be stimulating and constructive in attempting to trigger reflective thinking and

practice around teaching and learning.

With the vast majority of teacher education being deployed from Higher Education institutions,
it is important to note the role that HEI’s play in advocating reflective practice, and maintaining
its effectiveness among student teachers (Bailey and Leigh, 2013). Additionally, the work of
HETs in accordance with local education authorities on teaching induction and professional
development is highly valued in many parts of the UK. Pollard (2011) explains that such
infrastructures help to support early and continuous professional development which is

reinforced by enabling professional and coherent cultures.
2.10 Mentoring and Reflection

The relationship between mentoring and reflection is fundamentally important to the
professional development and well-being of teachers within education, specifically student
teachers (Bradbury 2010; Loughran, 2010). Pollard (2011) highlights that a relatively simple
distinction of reflection elicits the process through which teachers, become aware of the
complexity of their work, in considering how to implement actions positively. For such
developmental practice to occur, mentoring is often referred to as a stimulus for drawing on
accumulated professional knowledge and experience, which can support and help teachers to
reflect with a specific purpose and focus (LLe Cornu, 2009). Collectively, reflection and mentoring
become the catalyst to help inform and structure cultures of professional learning. The synergy
attributed to such practice, very much endorses the construction of learning communities within
schools (Galea, 2011). Academic commentaries (Bell and Mladenovic, 2013; Loughran, 2010;
Pollard, 2011) argue that the processes involved in learning about teaching are fundamentally
complex because classrooms themselves resemble complex and dynamic environments.
Calderhead (1991) suggests that learning to teach is different from other forms of learning in
academic life, because the process involves being able to interpret a responsive, complex course
of events with enormous rapidity. Such characteristics could be considered to be
multidimensional within this context, due to the varying events which may occur within the

classroom environment.

Pollard (2011) explains that developing existing understandings of teaching involve engaging in
explicit ways, when considering the dimensions of the fundamental complexity of the classroom
environment. However, to engage in such understanding, it is pertinent to identify professional

learning which can occur within a context of collegial support, more specifically, mentoring.
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Importantly, Le Cornu suggests that the mentoring role is crucially important as it has the
potential to provide a trigger for new professional behaviours. Further, she posits that mentoring
practice can challenge and stimulate differing values and beliefs which may affect pedagogical

changes in practice.

Similarly, Pollard (2011) highlights the following points which resonate with Le Cornu’s

disposition:

e Within reflective discourse, mentoring is recognised as a constructive framework for
professional learning. Among the many possible forms of mentoring are the following:

e Mentoring conversations where one teacher facilitates discussion with another by asking
key questions that lead to the development of practice.

¢ Role modelling of good teaching for another to observe and utilise.

e Collaborative teaching involving a mentor and another teacher, with each defining their
roles within a lesson.

e Observational teaching by a mentor and the provision of written feedback.

e Assessment of teaching by a mentor in either formative or summative contexts.

e Informal professional and/or personal support.

e TFacilitating individual development plans for other teachers.
(Pollard, 2011).

Importantly, such endeavour which encapsulates reflective practice is facilitated by professional
conversations which are concerned with critical review of practice (Schon, 1987). The querying
and justification for classroom practice and occurrences, is what stimulates the capacity for new
understandings to emerge concerning teaching and learning. Pollard (2011) indicates that the
process of mentoring, between the mentor and mentee stimulates the possibility for improved
changes in pedagogical practices, which resonates with the Zone of Proximal Development
(ZPD) (Vygotsky, 1978). Further, Pollard states that within this period, a significant period of
learning can take place, in addition to applying what the learner already knows and what they
could learn with further guidance and support. The fundamental premise underpinning this
model, is new learning and high-quality mentoring conversations which make a vital contribution
towards professional learning. Hickson (2011) posits that an important contributing factor stems
from the skilful intervention on the part of the mentor and the new professional learning which

can be stimulated or generated and its impact on teaching practice.
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2.11 Reflective Teaching as Creative Mediation

Creative mediation involves the interpretation of external requirements in the light of a teacher’s
understanding of a particular context, with consideration attributed towards the values and
educational principles of the practitioner (Pollard, 2011). For example, the 1990’s in England
were characterised perhaps more than any other decade of the 20" century by a centralised
control of education, with meritocracy becoming a significant point of contestation among the
General Teaching Council (GTC). Following the Education Reform Act, 1988, which first
impacted on the curriculum, this was quickly followed by national assessment and inspection. As
a result, a steady critique of pedagogy emerged (Alexander et al.,, 1992) and at the end of the
decade there was significant change in relation to the scope of teachers’ pedagogic judgement
through the introduction of the National Literacy Strategy (DfEE, 1998). Such policies became
widespread, significantly, this also had considerable effects in Wales; however, Scotland and
Northern Ireland retained a larger measure of partnership between teachers, significant

stakeholders and policy-makers (Pollard, 2011).

The work of Osborn et al., (2000) identified four kinds of creative mediation deployed by

teachers to interpret such requirements set by government agenda and policy-makers:

e Protective mediation calls for strategies to defend existing practices which are greatly
valued (such as the desire to maintain an element of spontaneity in teaching in the face of

assessment pressure).

e Innovative mediations concerned with teachers finding strategies to work within the
spaces and boundaries provided by new requirements- finding opportunities to be

creative.

e Collaborative mediation refers to teachers working closely together to provide mutual

support in satisfying and adapting new requirements or environments.

e Conspirational mediation involves schools adopting more subversive strategies where
teachers resist implementing those aspects of external requirements that they believed to

be particularly inappropriate.

(Osborn et al., 2000: 78).
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Pollard (2011) explains that such forms of mediation exemplify major strategies in the exercise of
professional judgement. However, such mediations need clearer justification, with some paradox
and contradictory positions revealing that creative mediation can often be considered to be the

source of essential forms of innovation for future development (Ghaye, 2011; Bolton, 2010)
2.12 Moving toward autonomy

Autonomy with regards to professional practice within education is far from transparent, with
several factors impacting the potential for such pedagogic engagement (Ghaye, 2011). In
attempting to interpret this endeavour, one restrictive disposition, could interpret responsible
and autonomous action as the student teachers’ disposition to query aspects of their own
practice. Dewey (1910, 1933) expands this consideration and positions accountability within his
conceptualisation of reflective thinking which encourages student teachers’ to consider the
pedagogical aspects of their teaching and their school practices, as they query various educational
constructs and relationships. Aspects of autonomy resonate with responsible action; such
practice involves reflecting both on the means and ends of educational goals and values which
underpin student teachers’ values and beliefs with regards to their teaching practice (Edwards
and Nicol, 2010; Lingard and Renshaw, 2010). Such queries engage the wider professional
landscape and draw student teachers into reflection upon personal values which underpin their
teaching and learning practice (Ashcroft and Griffiths, 1989; Bolton, 2010; Shaw, 2013). Pollard
(2011) and Higgins (2011) suggest that student teachers can move beyond the school context and
localised structures, towards considering how professional cultures and landscape might serve

either to empower or constrain responsible and autonomous action.

Dewey highlichted two other orientations situated within professional growth and enquiry,
which resonate with responsible action. Dewey (1933) indicates that open mindedness is
demonstrated when student teachers reflect on aspects of their teaching practice, with a querying
for principles which underpin their own teaching practice and other practitioners immersed
within that environment. Such engagement demonstrates an openness to consider and
implement alternative approaches and other possibilities. Whole-heartedness resonates with
Dewey’s notion of student teachers maintaining an enthusiastic approach towards their teaching,
with the view to learning something productive from positive and negative experiences of
teaching. Zeichner and Liston (1996) posit that very clear links can be drawn between reflective

practice and assuming responsibility for professional development:
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‘When embracing the concept of reflective teaching, there is often a commitment by
teachers to internalise the disposition and skills to study their teaching and become
better at teaching over time, a commitment to take responsibility for their own
professional development. This assumption of responsibility is a central feature of the

idea of a reflective teacher’ (Zeichner and Liston, 1996: 6).

Another interpretation concerning responsibility for professional development indicates the
responsibility of practitioners to be accountable for developing pedagogical practice, Eraut
(1994: 232) attributes accountability and responsibility of professional practitioners when they

demonstrate:

e a moral commitment to serve the interests of students by reflecting on their wellbeing

and their progress and deciding how best it can be fostered or promoted;

e a professional obligation to review periodically the nature and effectiveness of one’s
practice in order to improve the quality of one’s management, pedagogy and decision-

making;

e a professional obligation to continue to develop one’s practical knowledge both by

personal reflection and through interaction with others.
(Eraut, 1994: 232).

Some of these ideas resonate with Stenhouse’s discourse concerning extended professionals, in
addition to Hoyle and John (1995) who identified within their conceptions of responsibility, the
importance for teachers to ensure the interests of pupils are addressed, in alignment with
personal and professional development. They suggest that such endeavour concerning learners’
engagement becomes established when teachers’ engage in continuous development of
knowledge and skills, the cultivation of judgement, and the adoption of a student-centred
practice. Within this study, the student teachers’ accountability for maintaining Standards in
schools is explicitly stated in terms of the required expectation to satisfy such protocols, in
gaining the award of QTS, by demonstrating the enhancement of pupil learning and professional
capabilities. Further components within the Standards encompass both theoretical and
experiential knowledge, in addition with professional values and commitments which draw

parallels with accountability in developing professionally as identified by Eraut.
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The interrelationship between the concepts of professional development proposed by Hoyle and
John, of knowledge, autonomy and responsibility have been summarised by Furlong et al (2000:
5), who indicated that due to professionals facing complex and unpredictable situations they
require a specialised form of knowledge. In attempting to implement this knowledge, it is argued
that practitioners must engage in autonomous action in attempting to make their own
judgements. Autonomy among practitioners becomes an essential criterion when attempting to
develop appropriate professional values. Importantly, Edwards and Nicoll (2006) highlight that it
is important for student teachers to clearly express and frequently examine their own educational
values, however such values must resonate with aspects of improving ethical, moral and teaching
effectiveness. Pollard (2011) contends that student teachers need to justify and examine their
own values particularly as they may be underpinned by the expectations of professional

orthodoxy.

Thus, a consideration for student teachers whilst embarking on their professional induction into
the teaching profession is the need to articulate educational values, not in isolation and
abstraction, but in collaboration with other colleagues within the landscape of the school
environment (Nixon, 1995: 220). Such consideration requires student teachers to critically reflect
and engage with what occurs within the classroom and on the periphery of this. Contrastingly,
teachers from varying backgrounds, career aspirations, expectations and priorities, will maintain
perspectives with regards to the purposes of education, which may lead to differences in values.
Bolton (2006: 205) notes the difficulty often faced by teachers lies not in aligning themselves
with the values associated with the school, but in recognising what and how endorsement
translates in practice, particularly if some values do not resonate with other practitioners.
Conversely, this discourse suggests that some student teachers’ school-based teaching
experiences could be incongruent, as values expressed in principle might not necessarily be

demonstrated in practice (Zwokziak-Myers, 2009).

Importantly, educational values are underpinned by socially constructed and critical reflections
which are deliberated and wvalidated in student teachers’ actions, values and beliefs with
colleagues and learners (Kensington-Miller, 2011). Zwokziak-Myers (2009) states that as student
teachers’ build on experiences and develop confidence to exercise discernment, professional
judgements and decisions concerning pedagogical contexts, this can impact personal educational
goals and values, which may indicate the type of teacher they intend to become throughout their
professional career. Whitehead (1993) contends that as student teachers experience autonomy in

relation to making professional judgements and decisions, pedagogical strategies/approaches and
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assessment procedures, require consideration, in addition to learning objectives implemented.
Such commitment, among student teachers should resonate with personal values situated within

the teaching of trainees (Whitehead, 1993).
2.13 Professional development discourse regarding reflection

The language attributed to professional development resonates throughout education with
competent practitioners demonstrating a willingness and commitment to engage in such
endeavour. Edwards and Nicoll (2006) contend that the language of reflective practice underpins
the discourse of professional development, set within a context of developing teaching and
learning adaptation and change. Edwards and Nicoll (2006) suggest that there is an associated
attractiveness with the language of reflective practice, in that it advocates the professional
dialogue required to engage in practices which require an open-mindedness to consider areas of
improvement within professional practice. Furthermore, they contend that such language is
employed, in part, to legitimise the need for professional development. Edwards and Nicoll
(20006) explain that the rhetoric of reflective practice may be powerful, not in the sense of
whether it is literally true, but in the ways in which it is persuasive and the work it attempts to do
in developing practitioners professionally. However, it is also apparent, that the discourse of
reflective practice, or indeed professional development, is not always accepted within the
workplace setting, particularly where cultures required for such practice, are not visible or

evident within schools.

Fanghanel (2004) argues that reflective practice, and more pertinent professional development
generally underpins the dialogue presented for teaching and learning programmes. She highlights
dissonance between this environment and the environment in operation within the workplace
settings of teachers whether, in relation to practice, structure, ideology or epistemology. Similarly,
Trowler and Cooper (2002) present incongruities regarding professional development between
self-theories, distribution of power, discourses concerning other disciplines, and underlying

assumptions operating within these two settings.

As Clegg et al.,, (2002: 135) stated, ‘reflective practice is becoming the favoured paradigm for
continuing professional development in mainstream education’. Therefore, Hickson (2011)
places emphasis on adopting reflective practices and considering what is meant by reflection. He
highlights that such considerations are of increasing importance to education institutions. Within
this context, Pollard (2011) considers that reflection underpins a very important part of teaching

and learning. For this purpose, vehicles that can encourage and develop reflective practice and
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facilitate professional development are essential. Additionally, peer-observation processes can

also inform an important part of such developments (Hickson, 2012).

As several authors (Argyris and Schon, 1974; Causarano, 2011; Rolfe et el., 2011; Hickson, 2012)
have argued, reflective teachers who engage in varying professional development tend to be
more open towards innovative pedagogies. This commitment towards professional attainment
informed by reflexive processes takes teachers beyond the point of being a subject specialist that
only reflects on subject content, to practitioners that consider aspects of teaching and learning
philosophies and pedagogical cultures (Hickson, 2012). Within this conception, professional
difference and debate is encouraged, through this more collegiate responses to ‘how we learn and
teach’ are developed (Galea, 2012). Building a consensus which is based on professional dialogue
and consideration can help develop high quality learning environments for student teachers to
thrive and improve pedagogically (Le Cornu, 2009). Therefore, Ghaye (2011) suggests that this is
imperative for the process of reflective practice to avoid stagnation. This can be avoided by
encouraging practitioners’ at varying stages of the professional teaching continuum to engage in
reflection that will enhance their understanding of approaches to curriculum, teaching styles,
students’ learning and subject matter (Edwards and Nicoll, 2006). Teaching and learning
professional development programmes that embody reflection at their core, are imperative
towards encouraging evaluation and improvement of practitioners’ professional learning and
practices, particularly when associated with providing better student experiences of learning

(Bradbury, 2010).
2.14 Summary

Reflective practice can be defined as a complex, multi-dimensional concept which has invariably
underpinned educational practice for a considerable period of time, particularly in educational
discourse and research. As this review of literature illustrates, there is various rhetoric concerning
the implementation of reflection and reflective practice within education. Synonymous with
Calderhead’s (1989: 43) disposition it has become evident that conceptions of reflective practice
very often encompass ‘some notion of reflection in the process of professional development, but
at the same time, disguise a vast number of conceptual variations, with a range of implications
for the organisation and design of teacher education courses’. Furthermore, teacher educators,
researchers and other commentators within the field maintain various beliefs and values
concerning teaching and teacher education generally, with regards to the impact of reflexive

discourse.
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This chapter has explored and considered the varying discourse that accompanies reflective
practice, and its implementation within education among student teachers, and in-service
teachers as a vehicle to inform professional teaching practice. Additionally, the discourse
presented has examined the characteristics which key theorists, researchers and practitioners
have attributed to this phenomenon. Importantly, this review of literature has considered the
impact of reflective practice on developing student teachers pedagogical teaching practice,
through positing that such endeavour challenges practitioners’ values, beliefs and assumptions.
The thinking which pervades reflective teaching endorses student teachers’ querying aspects of
their own practice in attempting to develop teaching competency, proficiency and confidence.
An exploration and dissemination of varying considerations highlighted the skills associated with
reflective practice, which can be learned or developed within accommodating educational
cultures. Conversely, other factors may also affect the ability for student teachers to engage in
reflexive processes and higher order reflection, which embodies stages of reasoning, critical

thinking and reflective judgement.

Reflective practice has been conceptualised as a creative process in that student teachers utilise
and frame their experiences to generate new ways of knowing, in addition to developing
epistemological dispositions, in attempting to evaluate teaching practice. The synergy Schon
(1983, 1987) draws between knowing-in-action and reflection-on-action provides some stimulus
for how student teachers can develop tacit knowledge, challenge beliefs and values, and
scrutinise teaching practices within private or public domains. Within this context, emphasis is
directed towards the role of the dialogical other and critical friend in assisting reflective

endeavour, in attempting to progress student teachers’ teaching and learning practice.

When situated at the centre of professional growth and development, reflective practice can be
the catalyst for self-study and research into personal teaching practice. Student teachers, within
this concept assume the role of action researcher in critiquing and evaluating what they do, and
how this impacts the teaching environment and their teaching competencies. Preceding the
engagement of reflective analysis concerning aspects of practice, student teachers are able to
consider the possibilities for future action by questioning existing practice and considering how
this may influence future practices. Formative evaluation is a fundamental component of teacher
research, particularly through interpretivist and action research paradigms, where arguably, the
central aim for student teachers’ is focused on ways to capture professional experiential learning

by conceptualising and reflecting on aspects of their own practice.
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Importantly, the capacity for student teachers to become reflective practitioners and autonomous
teachers that take responsibility for their own professional development is prevalent not only in
the governments’ agenda but also within teacher training and the professional landscape
generally. The evolvement of reflective practice has become ‘a generic pedagogical principle’
(Tsangaridou and O’Sullivan, 1997) within initial teacher education, where such procedures are
immersed and embedded through initial teacher training (ITT) programmes of study, in
attempting to cultivate pedagogical development. The reflective literature presented highlights
aspects of teaching, which advocates that student teacher development should be focused on
personal and pedagogical fulfilment. However, an issue considered problematic within academic
discourse concerning reflection, illuminates a dearth of empirical evidence to support theoretical
propositions regarding the potency of reflection in developing teaching practice. While the
literature presented supports the potency and effectiveness of reflection, in addition to
developing student teachers’ reflective capabilities and dispositions through a variation of
approaches in order to frame learning; there remains a paucity of recent knowledge within
educational research literature concerning the impact that such strategies have upon informing

aspects of collaborative learning among student teachers to develop professionally.

The next chapter considers the literature and discourse surrounding mentoring within education.
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Chapter 3: Review of Literature on Mentoring in Education
3.1 Introduction

This review of literature regarding mentoring begins with some consideration towards the more
traditional approach towards mentoring where conceptions, definitions and models related to
mentoring are generally reviewed. The structure of this chapter is then navigated towards
mentoring specifically within the teacher education context, regarding the traditional use of more
structured or systematic approaches. Importantly, the criteria utilised for exploration within this
particular chapter, is focused on pertinent literature by eminent scholars, which has been
purposefully selected to reflect relevant and recent conceptions of the mentoring discourse.
Thus, the chapter adopts a structured approach, which concerns itself with exploring a more
meaningful and deeper understanding of the concept, process and issues related and situated

around mentoring within a teacher training context.

Importantly, the literature reviewed within this chapter, is recently published, with the exception
of some seminal works to frame the historical context of this phenomena. The exploration of the
concept of mentoring, underpins the conceptual framework for this study. Explicitly, the roles
and skills of a mentor and characteristics of effective mentoring are explored. Selected models of
mentoring and theoretical approaches to mentoring are presented and utilised to frame the
context for newer forms of mentoring such as collaborative and peer-mentoring. Lastly, the
chapter concludes with a set of considerations and justifications for adopting a constructivist

approach towards mentoring, with research questions explored for the study.
3.2 Concept of Mentoring

Traditionally, mentoring is viewed as a process where an experienced individual provides
information, expertise and in some cases emotional support to a novice over a period of time
(Barrera et al., 2010; Le Cornu, 2005; Larson, 2009). Esch (2009) suggests that mentoring is a
learning process facilitated by experts through identified learning activities, such as the
structuring and planning of lessons and teaching. Within this context, mentoring from these
definitions could be interpreted as a process of initiation or socialisation where the student
teacher or student teachers are integrated into a school system or culture (Fieman-Nemsar and
Beasley, 1997; Rippon and Martin, 2006; Scanlon, 2008). In this capacity, mentors are expected
to support novices to develop professional knowledge and skills (Bradbury, 2010; Cunningham,
2012; Megginson and Clutterbuck, 2010). Within these conceptions of mentoring, emphasis is

placed on the more ‘traditionalist’ practice of teachers’ utilising their prior knowledge and
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experience to facilitate the student teacher mentoring relationship. In varying commentaries, this
conception of mentoring is viewed as pivotal towards the development of the student teacher
(Butley and Pomphery, 2011). However, more recent and wider commentaries by practitioners
and academics (Cunningham, 2012; Gardiner, 2010; Ponte and Twoney, 2014) acknowledge that
this framework for mentoring is quite standardised and restrictive in trying to enable reciprocity
(Le Cornu, 2005). However, there is acceptance that when this type of mentoring is utilised
appropriately, this can be beneficial to the student teacher (Pollard, 2011). Bradbury (2010)
explains that experience is a fundamental element for conceptualising mentoring. Restricting the
underpinning principles of mentoring to the traditionalist and hierarchical perspective, would
seemingly suggest that mentors cannot learn from their mentees (Le Cornu, 2005). Recent
conceptions of mentoring provide a basis for collaborative and egalitarian relationships where
experienced and novice teachers operate as mutual partners to improve their professional
practices (Hargreaves and Fullan, 2000; Koballa and Bradbury, 2012; Bradbury, 2010).
Additionally, recent conceptions also embody peer-mentoring as a vehicle for empowering
student teachers’ involved in the teacher training process (Kennsington-Miller, 2011; Le Cornu,
2005). Essentially, it is this conception that facilitates the proposed framework of mentoring for

this particular study.

Presently, mentoring is considered as a multi-faceted activity that includes coaching, facilitating,
counselling and networking (Ponte, 2010; Stokes and Hampton, 2004) and collaboration
between participants (Bradbury, 2010; Shank, 2005). Reinforcing this, Shank (2005) argues that
mentoring is not restricted to the single-directional flow of ideas, from mentor to novice but
rather a mutually informed relationship which should embody principals of reciprocity. Similarly,
Shea (2002) contends that mentoring is a process whereby mentor and mentee collaborate

together to discover and develop student teachers’ covert professional capabilities.

In considering some of these perspectives, mentoring utilises a coaching and reflective strategy
by which mentors guide and encourage their mentees to initiate ideas for their personal and
professional development within their teaching (Ghaye, 2011). More recent conceptions of
mentoring have however, began to observe a generational shift away from ‘traditional’
hierarchical expert-novice structures of mentoring. Larson (2009) posits that conceptions of
mentoring now reveal a reverse process whereby in a lot of cases, younger or more
technologically knowledgeable individuals provide technological-oriented assistance to senior or
more experienced individuals with limited technological experience (Bottoms et al., 2013; Larson,

2009). In this situation, Larson (2009) suggests that age and experience are not regarded as
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important factors, as the expertise and professional knowledge, override any hierarchical norms
within such contexts. Perhaps, through this lens, this is maybe why mentoring can be described
as fostering egalitarian relationships where experienced and beginning teachers collaborate as a
collective to improve pedagogical practice (Bradbury, 2010). These views seem to acknowledge

the importance of reciprocal support and collaborative endeavour during the learning process

(Ghaye, 2011).

This particular dialogue also consolidates the conception that mentoring is a multi-faceted
activity. Thus, the productivity of mentoring is not as effective when the process is not lucid and
collaborative (Pollard, 2011). More importantly, mentoring from this perspective is non-
hierarchical and less restrictive, with equity endorsed, regarding interactions where mentor and
novice both see themselves as teachers and learners (Kafai et al., 2008). Burley and Pomphery
(2011) provide a continuum of activities encapsulated in mentoring which stem from three

varying factors:

e Networking- Friendship and Orientating
e TFacilitating- Coaching and Counselling

e Collaboration- Mutual Learning

It is evident from these characterisations of mentoring that definitions are varied from structural
to personal perspectives (Harrison and Pell, 2000). In acknowledgment of this, Cove et al.,
(2007) describe mentoring as a voluminous concept with the potential for varying of
applications. Illuminating some of the academic commentary presented, mentoring within a
teacher training context is an integrated and collaborative endeavour between supporter teachers’
and student teachers’ for personal and professional development (Ponte, 2010). Contextually, the
role of the teacher trainer is to provide an environment and community for learning which
encourages student teachers to achieve their professional objectives during their teacher training
(Le Cornu, 2005). Conversely, student teachers are required to demonstrate a commitment
towards the principals which underpin collaborative endeavour, in attempting to establish
effective mentoring relationships (Pollard, 2010). Without this commitment, in addition to other
aspects which facilitate effective collaborative mentoring relationships, this process could
become unproductive for all participants involved within the process (Burley and Pomphery,
2011; Ponte, 2010). The context presented acknowledges that mentoring enterprise works best
when reciprocity is heralded as an imperative component for successful collaboration,

particularly within learning communities (Lave and Wenger, 1991; Wenger, 1998).
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3.3 Considering the comparison between coaching and mentoring

This section of the chapter aims to acknowledge the impact that coaching has had in
underpinning mentoring principals. The terms ‘coaching’ and ‘mentoring’ are often conflated
because of the parallels in their purposes for facilitating development (Ponte, 2010). However,
these parallels should not allow for a conclusion that the concepts are entirely the same, as their
purposes serve different objectives regarding the situation. The obvious difference to be
extracted is that coaching transpires in situations where an individual is being observed, whilst
undertaking an activity, with the observer providing formative and summative feedback
(Bradbury, 2010). The conception of coaching also enables constructive criticism and
suggestions that could facilitate improved performance (Rhodes et al., 2004). Thus, it could be
concluded that coaching and mentoring embody different principals which aim to extract
differing objectives. Essentially, a continuum of directive and non-directive concepts contribute
widely to the supporting of student or beginning teachers (Boud, 2010). Importantly, this is a
significant distinction between mentoring and coaching (Veenman et al., 1998). According to
Rhodes et al, (2004) coaching is an enabling process, while mentoring adopts a more supportive
disposition. By implication, the subtle similarities can often crossover, resulting in the mentor
displaying the professional agility to adopt a similar set of skills, comparable to that of a coach in

supporting student teachers (Bradbury, 2010).

Similarly, The Centre for the Use of Research and Evidence in Education (CUREE) (2005)
framework for mentoring and coaching highlights that mentoring and coaching share similarities
which are analogous and are sometimes difficult to differentiate. For example, their philosophy
embodies the improvement of the individual and organisation, with the same principals at its
core (CUREE, 2005). The same skills and qualities are also required of good coaches and
mentors while the same models could be applied in coaching and mentoring (Bradbury, 2010).
Nonetheless, there are few differences in their modes of operation. For instance, coaching
encourages parity among participants while mentoring at times emphasises the hierarchical
expert-learner relationship (Le Cornu, 2005). The point for differentiating acknowledges that
coaching is a non-directive practice, while the interpretation of mentoring facilitates directive
practices in its implementation, particularly within initial teacher training contexts (Ponte, 2010).
Conversely, CUREE (2005) highlight that importantly, coaching sometimes does not encourage

judgement in feedback, however, judgement can sometimes be accommodated in mentoring.

In exploring some of the subtle differences between coaching and mentoring, it is evident that

coaching and mentoring are inextricably linked (Ponte, 2010). However, coaching does illuminate
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that while mentoring within the process is not always involved, mentoring can be underpinned
by coaching principals (Rhodes et al., 2004: 28). Rhodes et al., (2004) suggest that the role of a
mentor needs to adopt coaching within their mentoring armoutry, in attempting to provide a
bespoke mentorship that is suited to the needs of the student teacher. Importantly, Ponte (2010)
posits that the implementation of coaching also allows for effective support to be provided to
the mentee for mutual benefits to be appreciated within the mentoring relationship. The next
section within the chapter explores some benefits of mentoring within an initial teacher

education context.
3.4 Benefits of mentoring in an Initial Teacher Education (ITE) context

The benefits of mentoring have been well-documented in the literature of teacher education. It is
universally accepted that mentoring promotes the acquisition of professional knowledge and
skills necessary for the enhancement and development of professional practice (CUREE, 2005).
This conception of mentoring has been widely explored. Kaasila and Lauriala (2010) report that
the learning which occurs within a teacher education context associated with mentoring practices
is beneficial to both mentors and mentees. Similarly, it could be assumed that mentoring
supports the transition from novice teachers into becoming more proficient practitioners
(Barrera et al., 2010). Greiman (2007) states that mentoring assists novice teachers in becoming
proficient in the developing of pedagogical practices and professional artistry required to
effectively deliver teaching and learning objectives. This view is consistent with Hobson’s (2002)
study, in which 92% of student teachers’ interviewed, indicated, that they were able to develop
classroom management skills through their mentors’ support. Greiman (2007) indicates that the
important characteristic to be extracted from mentoring acknowledges that this tool for
development is not exclusive solely to student teachers, but also supporter teachers and mentors

who recognise the relevance of mentoring in developing professionally.

In a study conducted by Lopez-Real and Kwan (2005), 40% of the participating teachers
measured the improvement of their student teachers’ via their mentoring interactions, noting
improvements when engaging in a more collaborative construct of mentoring. Similarly, Scanlon
(2008) found that teachers engage themselves in mentoring relationships purposely for
developing their own professional development. More recently, Kaasila and Lauriala (2010)
report that teachers were able to learn through constructivist, collaborative endeavours focused
on their students’ learning and practical development. Thus, Le Cornu (2005) highlights the

importance of collaborative cultures to develop teachers’ professional practices. She suggests that
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communities of practice/ learning (Lave and Wenger, 1991; Edwatds and Collison, 1990)

encourage the dissemination of ideas needed to become effective mentors.

Mentoring encourages reflectivity and professional growth of student and experienced teachers
(CUREE, 2005; Pollard, 2011). In a collaborative context, there is scope to suggest that student
teachers and experienced teachers could develop a body of shared professional beliefs and
values. Rhodes et al,, (2004) acknowledge this by asserting that mentoring enhances self-
awareness in both student teachers and supporter teachers. Experiential learning is also identified
as a significant component of teaching and reflection upon that teaching (Schon, 1987).
Unsurprisingly, reflective practice facilities and underpins many of the mentoring paradigms
within teacher education and teaching practice (Brockbank and McGill, 2009; Kincheloe, 2005).
Bradbury (2010) also documents the significance of professional development underpinned by a

spiral of reflexivity in developing student teachers’.

Mentoring can improve tolerance and understanding among mentoring participants (CUREE,
2005). From a community of practice perspective (Edwards and Collison, 1996; Lave and
Wenger, 1991; Wenger, 1998), this can potentially foster a community of collaborative learners’
that disseminate good teaching practice and professional maturity in relating with one another.
Additionally, Tomlinson (2004) notes that mentoring can contribute towards clarifying issues for
effective transformation, regarding the changing of beliefs and values regarding teaching. Similar
commentaries reinforce this perspective; with Lopez-Real and Kwan (2005) contending that the
development of interpersonal skills through mentoring could enhance both the development of

student teachers’ and existing teachers.

Mentoring can be pivotal in the creation of more effective teachers within schools (CUREE,
2005). From a conceptual viewpoint, mentoring as a learning process can facilitate relationships
among participants experiencing similar problems within their induction into the teaching
profession (Cunningham, 2012; Le Cornu, 2005). The implementation of this may in turn create
a strong sense of belonging among mentoring participants. Furthermore, Harrison and Pell
(20006) report that a collaborative learning process could assist teachers, student teachers and
other school members to work cohesively in satisfying strategic aims. Building a developed team
through mentoring practice can also lead to job satisfaction for the people involved (Stanuli and
Floden, 2009). Development of cohesive practice among mentoring participants may also bring
about sustainability in good practice. Importantly, Stanuli and Floden (2009) emphasise that
student teachers’ can learn to develop resilience regarding the more challenging aspects of

teaching and learning from their mentors. Additionally, mentoring has been utilised to measure
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and evaluate individual and institutional performance. In this sense, supporter teachers or
mentors sometimes assume the role of assessors in supporting the improvement of student
teachers’ (Rippon and Martin, 2006). Good practice could therefore be applauded while change
could be facilitated for improvement purposes. However, there are acknowledgements that this

can also be problematic (Le Cornu, 2005).

The breadth of mentoring also contributes towards reducing the attrition rate of student
teachers’ (Greiman, 2007; Koballa et al., 2010; Stathatos, 2006; Zeichner and Ndimande, 2008).
Development of teacher education and encouragement of teachers to remain in teaching posts
during their induction into the profession or even as experienced teachers, are vital towards
societal development (Greiman, 2007; Le Cornu, 2009). Research undertaken utilising an
American teaching demographic highlights that beginning teachers’ struggle to cope with the
demanding aspects and expectations of teaching (Loughran, 2010). The study indicates that 30%
of teachers within the United States of America (USA) do not remain in teaching beyond two
years upon entry. Furthermore, 40-50% remains in teaching for five years after qualifying as
teachers before leaving the profession (Hughes, 2003). Within an American paradigm mentoring
is also used to support teachers from minority groups (Souto-Manning and Dice, 2007) in

attempting to eliminate feelings of isolation and marginalisation.

As reported by Fletcher and Barrett (2004) and Greiman (2007), mentoring support received by
beginning teachers has also helped towards supporting diverse students, and understanding the
rigours of the school environment. Conceptually, therefore, mentoring is implemented as a
continuous supportt strategy. Krull (2005) argues that supporting beginning teachers should be a
continuum starting from the school practice stage to induction into the profession stage. In this
sense, Krull (2005) maintains that mentoring should contribute to the provision provided for the
support of beginning teachers. This view is consistent with the CfBT’s philosophy for a
continuum of supporting beginning teachers’ professional development and continuous

professional development (CPD) in addition to that of experienced teachers.

Within this section, mentoring has been considered as a pivotal reflective tool for professional
development, particularly in relation to student teachers’ development of knowledge and skills.
The context provided allows us now to explore, the roles and skills of the mentor, and to further
consider the components that make a practitioner suitable to engage in the mentoring processes.

Thus, the roles and skills of a mentor within the I'TE context are explored in the next section.
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3.5 Roles and skills of a mentor within an Initial Teacher Education (ITE) context

Similarly, Lipman (1998) and Nguyen (2009) suggest that educational modification and change
would require a concerted effort from government, policy makers, and educators. Importantly,
supporter teachers’ role is fundamental towards effectively modifying existing school cultures,
including the implementation of educational change in order to enhance initial teacher education.
Educational change would resemble a cultural shift towards collaboration endeavours,
underpinned by consistent and productive mentoring to support learning in initial teacher
education, as evidenced by the CUREE (2005) mentoring framework. In this section, various
commentaries are explored regarding the roles and skills of the mentor situated within an ITE
context. This section aims to illuminate the potential for fostering understanding and exploring

the roles and skills required for effective mentoring relationships between mentors and mentees.

The term mentor, in its various guises is synonymous with the trusted friend, adviser, teacher,
counsellor (Shea, 2002), coach and guardian (Clutterbuck, 2001). Harrison and Pell (2006) and
Clutterbuck (2001) explain that a mentor normally assumes the role of the knowledgeable
individual willing to share knowledge with someone less experienced in a relationship based on
mutual trust. Harrison and Pell (2006) and Morton-Cooper (2001) highlight the following

attributes as essential for effective mentoring within initial teacher education:

e Guiding/leading/advising/supporting
e Coaching/educating/enabling
e Organising/managing

e Counselling/interpersonal

For mentors to be effective in adopting the identified roles, they may need to possess some of
these qualities and skills. Collective commentaries within the literature agree that (Clutterbuck,
2001; CUREE, 2005; Morton-Cooper, 2001; Rawlings, 2002), the following are common

qualities and skills required of a good mentor:

e  Wise/Trusted/Confidential adviser

e Professional knowledge/Inspirational/Relationship Management

e Communication/Good listener/Feedback/Ability to praise

e Committed/Enthusiastic/Willingness to assist/Willingness to learn

e Good leadership/Dynamism/Target Driven/Willingness to spend time

e Teamwork/Identification of needs/Awareness of Available Resources
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Specific in relation to the teaching and learning context, Stephens (1996) states planning, liaising,
demonstrating, facilitating, observing, assessing and navigating as all underpinning skills to
achieve mentoring goals. Further, he explains that a mentor facilitates a student teacher’s learning
and development of professional abilities through the process of support with steady and gradual
scaffolding as learning progresses. Thus, tensions may arise in mentoring relationships in
situations where mentors are promoting an overreliance or are disabling the process of
development (LLe Cornu, 2005). Further, Burley and Pomphery (2011) indicate that mentors may
adopt both participant and non-participant observation styles to facilitate student teachers’
professional development. Stephens emphasises that the non-participant observation is essential,
in encouraging autonomy and confidence. However, he warns that a mentor needs to adhere
strictly to the non-interventionist idea as some student teachers’ may want to rely heavily on the
prior experiences of the mentor; whether positive or negative to inform practice during the

induction and developmental phases.

The skills identified by theorists and authors within the discipline, reflected by Rhodes et al.,
(2004) defined as ‘skills in the field of human relations’, can be contextualised in schools. This
conception seems a valid benchmark in recognising all activities concerning mentoring as
grounded in interactions between and among people in specific cultural contexts. The skills in

the field of human relations (Rhodes et al., 2004) are as follows:

e Establishment of learner’s needs;

e Taking account of preferred learning styles;

e Ensuring that learning is engaging for the learner;
e Assisting in the removal of barriers to learning;

e Helping to maintain learner’s motivation;

e Monitoring and evaluating performance against personal development plan.

Drawing upon the contexts presented, it would appear that all the qualities and skills identified,
form the conceptual framework for effective mentoring in initial teacher education to occur.
Moreover, arguments have been explored acknowledging that learning and teaching involve
multifarious tasks (Tang, 2003; Strong and Baron, 2004). However, the stimulus for many of
these skills being effective within a mentoring framework stems from effective communication
skills vital in achieving purposeful mentoring (Apple, 2006). Within this context, Apple (2006)
suggests that these skills can act as indicators to supporter teachers to determine the needs of

student teachers, with a view to enhanced personal and professional development. The nature of
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this process can also contribute to the generation of novel ideas that can be of benefit to both
the supporter teachers, peer-mentees and student teachers as co-learners and inquirers in
collaborative communities of practice (Hargreaves, 2002; Harris and Mujis, 2005; Lave and
Wenger, 1991). Conversely, skills such as team work, leading by good example; provision of
information and awareness of resources support the facilitation of good mentoring (Ponte,
2010). Perhaps, this maybe, Tomlinson’s (2004) reasoning for suggesting that a good mentor
requires the capability to evoke listening skills to function effectively in a professional context.
The next section considers some of the characteristics associated with effective mentoring in

initial teacher education.
3.6 Characteristics of effective mentoring relationships in ITE

Varying commentaries (Baumi, 2009; Gardiner, 2010; Kensington-Miller, 2011; Loughran, 2010)
have highlighted the impact of prior experiences regarding the disposition of values and beliefs,
the significance of this is important when considering the effectiveness of mentoring
relationships (Bradbury and Koballa, 2012). Conversely, perceptions play a pivotal role in the
influence of students’ learning. James and McCormick (2009) argue that teachers’ beliefs about
learning, significantly underpin their approaches towards constructing their professional practice
within the classroom. Similarly, Nokes et al., (2008) suggest that the beliefs and perceptions of
mentees patticulatly those in a teacher training capacity, could affect student teachers’
experiential learning whilst undertaking teaching practice. Contrastingly, student teachers’ pre-
conceived ideas and expectations also significantly impact on their learning (Duit, 1996; Hobson,
2002) and the dynamics of mentoring relationships with supporter teachers. Furthermore, Baumi
(2009) and Hammerness et al., (2005) highlight that there are variances in student teachers’
dispositions concerning teaching and learning which may not align with traditionalist
perspectives and discourse. The ideas presented resonate with arguments citing the development
of mentoring, to purposefully facilitate constructive mentoring (Gardiner, 2010; Ponte, 2010).
The development of this practice coincides with mentors’ examining the views of student
teachers concerning what they perceive to be effective mentoring, this practice steers towards
collaborative practice which is mentee-centred (Hudson, 2007; Wang et al., 2008). Failure to
acknowledge this praxis promotes and facilitates mentorship which resonates with an autocratic
disposition. Thus, by implication, supporter teachers’ and student teachers’ views about
mentoring should be complementary for effective mentoring relationships to occur; particularly
as collaborative endeavour is recognised as the stimulus for good practice within initial teacher

education (Blasé, 2009; Nokes et al., 2008). The next section therefore provides some insights
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into the characteristics of effective peer-mentoring among student teachers. The following ideas
explore the more recent shift towards collegial and reciprocal dialogues within mentoring

discourse.
3.6.1 Peer-mentoring within teacher education

The terms mentor and mentoring have been existent for a long time with various definitions and
conceptions existing within academic commentary and literature (Le Cornu, 2005). Le Cornu
(2005) suggests that the term peer-mentoring might seem somewhat of a paradox given that
mentoring is normally associated with hierarchical expert-novice relationships. Varying
commentaries (Le Cornu, 2005; Gardiner, 2010; Bottoms et al., 2013) have declared a shift away
from the mentor as expert, reinforcing a hierarchical one-way view to a more reciprocal
relationship which encapsulates mutual learning. Importantly, terms such as co-mentoring (Bona
et al., 1995), mutual mentoring (Landay, 1998), collaborative mentoring (Mullen, 2000), critical
constructivist mentoring (Wang and Odell, 2002) and communities of practice (Law, 1999; Lave
and Wenger, 1991) are being used to reflect these changes and the variance now utilised in
mentoring discourse. Pertinent to this particular research study, the term peer-mentoring is
utilised to encapsulate and highlight the focus of student teachers mentoring one another

through their induction into the teaching profession.

Cultural shifts within education reflect a movement towards collegial learning relationships, with
particular regards, to teacher development and professional learning to support pedagogical
approaches and constructs (Bottoms el al., 2013). Recently, the emphasis placed on professional
learning communities that provide enabling and supportive frameworks for practitioners to
support one another and challenge teaching and learning practice, has become pertinent for the
development of in-service teachers and student teachers (Kensington-Miller, 2011). This very
much facilitates some the conceptual frameworks which consider collaboration and learning, in
particular, that of learning being a fundamentally social activity (John-Steiner, 2000; Rogoff,
1990; Vygotsky, 1978; Wenger, 1998). Wenger (1998) explains that learning occurs when
practitioners engage in the negotiating of meaning through mutual engagement in collaborative
endeavour. Through their mutual engagement, practitioners learn from each other’s skills,
knowledge, beliefs, and strengths, and are able to accomplish more collectively than they could

achieve individually (John-Steiner, 2000; Rogoff, 1990; Wenger, 1998).

Significantly, peer-mentoring represents a shift away from the traditional transmission models of

schooling, teaching, teacher development and mentoring, and highlight the influence of
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constructivist thinking (Lai, 2010; Le Cornu, 2005; Vygotsky, 1978). Kensington-Miller (2011)
notes that central to constructivism is the notion that learners’ play an active role in constructing
their own meaning, while proponents of social constructivism also acknowledge the role of
social interaction in learning. A social constructivist view of learning therefore suggests that
learning should be ‘participatory, proactive, communal, collaborative and submissive to the
construction of meanings rather than receiving them’ (Bruner, 1996: 84). Importantly, this has
impacted on the experience of pedagogical learning for student teachers and in-service teachers
immersed within learning communities, as the emergence of this dialogue encourages

practitioners and learners alike to engage in a constructivist learning philosophy (Kensington-

Miller, 2011).

Essentially, peer-mentoring adopts the concept that learning is enhanced through social
membership. Similarly, Gardiner (2010) cautions that while this social membership may
encourage enhancement, membership within this community does not automatically engender
learning; the extent to which learning occurs is dependent on a series of reciprocal and
collaborative features. Additionally, Gardiner (2010) emphasises that for learning to transpire
practitioners and stakeholders within the learning process must be willing and able to
collaboratively question, construct and negotiate meaning with regards to pedagogical practices
within teaching and learning. Other conceptions of peer-mentoring encapsulate a variation or
extension of the traditional dyadic model of mentor and protégé and is sometimes referred to as
peer-coaching, critical friend, professional friend, or co-mentoring, each with particular features
(Allen, 2008; Driscoll et al., 2009). In this study, peer-mentoring is defined through equity where
both practitioners are at comparable levels of experience and may be both mentor as novices or
protégés simultaneously, as they work together to facilitate growth and development in each

other (Kensington-Miller, 2011).

Participation within such professional learning communities have encompassed various terms to
describe learning communities for teacher development, including: teacher research groups
(Grimmett, 1995, evidence-based teaching (Petty, 2000), communities of practice (Wenger,
1998), learning circles (Collay et al., 1998; Le Cornu et al., 1999, 2002), inquiry communities
(Cochran-Smith & Lytle, 1999) and teacher networks (Lieberman, 2000). Regardless of the
mantra or umbrella term adopted, the work which occurs in such specific communities, resonate
with the endorsement and encouragement of professional dialogue, which ultimately enables
teachers to reflect upon their practices within a socially constructed environment, which

encompasses shared learning concerning the mastery of professional artistry in teaching
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(Kensington-Miller, 2011). A conception which resonates with the context being considered is
that of student teachers being able to influence and improve each other’s teaching and learning
practice. Kensington-Miller (2011) suggests that student teachers have the ability to be active
agents in directly improving their teaching. Further, she states that within her study all student
teachers that engaged within peer-mentoring believed that through reflection-on-practice any
improvements to their teaching depended entirely on them advocating the changes to amend
teaching practice. Similarly, Zachary (2011) suggests that by student teachers working cohesively
within this domain, student teachers can help, advise, encourage and try different ways of
teaching. Driscoll et al., (2009) emphasise the potential for peer-mentoring to provide an
opportunity to work closely with a colleague to support changing continuous development in
each other’s teaching. Further, this discourse explains that as the relationship matures within a
peer-mentoring construct among student teachers, trust is built, friendships develop, and current
ideas and beliefs can be challenged or validated within a ‘safe’ environment where professional

enquiry is embraced (Driscoll et al. 2009; Munby and Russell, 1989; Robb, 2000).
Each peer-mentoring relationship is unique

The emphasis and characteristics that underpin peer-mentoring, often encapsulate individual and
unique aspects which are important in preserving the differentiation of journeys rather than
homogenising them (Zachary, 2011; Kensington-Miller, 2011). Perry (2000) utilises the metaphor
of a footbridge to describe mentoring, she highlights that the mentor must design and construct
a bridge carefully to be wide or narrow, with or without handrails, suspension and so on, to
encourage, the community to take risks within experiential learning. Viewed within this context,
Kennsington-Miller (2011) highlights that peer-mentoring relationships are reflected differently
within any specific construct or mentoring relationship, with each being dependent on a
particular set of variables which embody, clear goals, commitment, setting boundaries, flexibility,
respect, and structure or format. Perry (2000) suggests that good peer-mentoring practice
embodies all of these aspects, which help to navigate the peer-mentees towards collaborative
discovery which can be infiltrated into new experiences. The building of relationships to go
within a mentoring construct requires time for professional trust and reciprocity to develop
(Ponte, 2010). When student teachers or practitioners work together, Lieberman and Pointer
Mace (2009) describe the interaction as personal, giving opportunity for discussion, as well as
being able to criticise, evaluate and disagree, while at the same time being treated like
professionals. Aspects of this embody the importance of effective communication in the

enactment of peer-mentoring relationships among student teachers (Zachary, 2011). This
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commitment towards developing effective communication, as posited by Saunders and Pettinger
(1995) signifies accountability, and is essential for energy to be invested, in the promotion of
productive mentoring. If both partners are not committed to the process, despite the amount of
effort invested, peer-mentoring will not be successful (Lieberman, 2000). Zachary (2011) believes
articulating this commitment increases the likelihood of success within the peer-mentoring
relationship (Perry, 2000; Zachary, 2011). In this way both partners become aware and are clear
about the provisional requirement to commit time to achieve the learning goals and how the
peer-mentoring relationship plans to encourage and support pedagogical practice. Importantly,
the combination of peer-mentoring and liaising regularly with other practitioners, in particular
student teachers within a community of practice as part of a larger group, allows for the
provision of continual collegial support with other student teachers who may share the same
values, experiences and professional goals (Lave and Wenger, 1991; Le Cornu, 2005,

Kennsington-Miller, 2011).
3.6.2 Mentor Involvement

Fieman-Nemsar and Beasley (1997) explain that some practitioners believe that intervention is
not necessary during the observation of a student teacher’ unless pupils’ learning is at risk.
Furthermore, Fieman-Nemsar and Beasley contend that some mentors prefer to abstain from
the classroom environment to avoid being tempted to collaborate with student teachers’ during
teaching practice. The obvious prefix to this, suggests that for student teachers’ to develop,
learning must take place within an environment which accepts mistakes for practice to develop
(Nokes et al., 2008). The learning that informs tacit knowledge sometimes needs to derive from
learning that has been explored in a solitary capacity within the classroom. Similarly, Fieman-
Nemsar (2001 cited by Nokes et al., 2008) reports that some teachers believe that learning occurs
within an individualistic vacuum; therefore, proficient teachers are able to work independently to
achieve educational objectives. However, Fieman-Nemsar and Beasley (1997) propose that the
involvement of mentors in student teacher activity could be seen as assistance, in a constructive
and enabling manner and not invasive. This indicates that assistance could be given by mentors
when beginning teachers are observed to encounter difficulties in practice. Fieman-Nemsar and
Beasley (1997) locate this context towards the zone of proximal development (ZPD), a theory
developed and conceptualised by Vygotsky (1978). The ZPD is the region of activity located
between what the novice can achieve individually and what they achieve with the assistance of a
knowledgeable other (Fieman-Nemsar and Beasley, 1997: 110). Collaboration with student

teachers is essential in developing teaching components; therefore, mentors must be mindful of
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their collaborations, to avoid undermining student teachers internally and externally of the
classroom. Orland-Barak and Hasin (2010) explain that trainees and supporter teachers’
understanding of complexity in mentoring and its power dimension are elements of good
mentoring. The thinking that pervades this suggests that, a mentor can provide constructive
criticism, in addition, to implementing specific approaches that allow for student teachers’

learning to be enriched.
3.6.3 Considering Feedback and Communication within Mentoring

Quality and timely feedback are regarded as an important component of effective mentoring for
student teachers (Arday, 2013). Wang et al., (2008) identify that novice teachers acknowledge
constructive and timely feedback as fundamentals of effective mentoring. Ponte (2010) explains
that feedback reflects a continuous endeavour towards constructively helping and supporting
student teachers to improve on their professional practice. Further observations highlighted by
Wang et al., (2008) posit that novice teachers could receive ongoing support that could enhance
their knowledge of teaching in the form of feedback from researchers and teacher educators.
Considering the importance attributed towards feedback in effective mentoring, it may therefore
be argued that communication should be at the forefront of a mentoring practitioner’s practice,
in attempting to successfully facilitate student teachers’ learning (Burley and Pomphery, 2011).
Margolis (2007) suggests that verbalising some of the challenges of teaching and learning through
communicative processes, has helped experienced teachers and student teachers to devise

collaborative problem-solving procedures.

Similar contexts reveal that information gathering through inspired communication contributes
towards the basis for mutual relationships (Goffman, 1959). Butley and Pomphery (2011)
emphasise that without information prior knowledge or experience, this may directly influence
decisions, leading to counter-productivity. Furthermore, Otland-Barak (2005) argue that inspired
conversation, within a professional development context, must recognise feedback as the most
important component for communication that can assist both supporter teachers and student
teachers to rationalise their mentoring experiences. The importance of communication is
acknowledged as an important factor for mentors. Significantly, Barrera et al., (2010) suggest that
37% of mentors involved within their study rated being made aware of their position as a mentor
by the university as pivotal. Peripherally, this may suggest that effective communication between
universities and mentors is obligatory for effective mentoring to occur (Barrera et al., 2010). The
catalyst for effective feedback and communication stems from trust established between

supporter teachers and student teachers (Bradbury and Koballa, 2008). Importantly, the trust
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established between university tutors, mentors and student teachers, strongly facilitates reciprocal
and productive relationships which embody communication at its core. However, the constructs
for developing this trust are specific to any given context, resulting in differing perspectives

regarding the context.
3.6.4 Management Skills

Baumi (2009) reported the identification of interpersonal and management skills by student
teachers as a significant indicator towards measuring the effectiveness of relationships with
supporter teachers. Further, Baumi’s (2009) study revealed that student teachers identified the
use of managerial skills such as assertiveness and effective leadership, as significant attributes in
communicating effectively with pupils. Additionally; this was recognised as an essential

component for facilitating the interactions encountered during field experiences.

The development of management skills and opportunities to implement learned skills seem to be
important to student teachers because of the need to manage behaviour within the classroom
(Pollard, 2011). Nguyen (2009) indicated that classroom management skills are important to
student teachers, because they underpin their beliefs about behaviour and discipline. Perhaps,
this bears relevance for student teachers, as they may associate pupils being more attentive and
respectful within a managed classroom that resembles calm, rather than a chaotic atmosphere,
normally influenced by poor classroom management (Burley and Pomphery, 2011; Nguyen,
2009). The development and improvement of classroom management skills and strategies are
important to mentors. Oliver and Reschly (2007) explain that teachers’ ability to manage and
negotiate the classroom is significant towards improving the educational achievements of
students’. Further, Oliver and Reschly (2007) note that effective classroom management reflects
no guarantee for effective teaching, however, it may provide an environment for conducive and
effective teaching to be facilitated. Perhaps, this acknowledges why mentoring commentaries
have revealed that classroom management and processes associated with that management need
constant review and, this is viewed as a by-product of an effective mentoring relationship

(Barrera et al., 2010; Ghaye, 2011; Pollard, 2011).
3.6.5 Participation within the process: Active Participation of the student teacher

Active involvement of student teachers in classroom activities assisted by supporter teachers is
considered necessary for effective mentoring. Furlong and Maynard (1995) argued that student
teachers are not able to develop their own professional understanding and knowledge until they

become immersed in practical activities within the classrooms and schools. Further, Margolis
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(2007) explains that the most important aspect for student teachers is to develop professional
knowledge and skills, and actively participate in classroom activities which involve taking
opportunities to observe outstanding teachers, from which good practice can be exacted. The
professional development of teachers is synonymous, with co-teaching through active
engagement and creating experiences which facilitate the development professionally of both

supporter teachers and student teachers (Larson, 2009; Kafai et al., 2008; Shank, 2005).

However, it has been documented (Burley and Pomphery, 2011; Kensington-Miller, 2011;
Gardiner, 2010; Ponte, 2010) that student teachers may sometimes prefer to coordinate the
classroom activities individually, even though the presence of a supporter teachers may be
available within the classroom an as observer. Beck and Kosnick (2002) contend that student
teachers are willing to collaborate with cooperating teachers in the areas of planning and finding
resources but not in teaching, in the attempt to develop autonomously. Contrastingly, Shea
(2002) explains that the desire for a mentee (student teacher) to orchestrate their own self-
identity, greatly impacts on how the mentor may suggest aspects for development for the
mentee. Unsurprisingly, Larson (2009) found that mentees identified a progression from
modelling good practice, provision of practical experience to encouraging independence as
components of effective mentoring. Therefore, the importance attached towards student
teachers adhering to advice given by their mentors and tutors, is imperative in attempting not to

make mentoring relationships problematic for mentors (Larson, 2009).
3.6.6 Respect

Respect seems a compulsory component for student teachers’ confidence and performance.
Beck and Kosnick (2002) contend that student teachers value respect as an important
component, particularly as all student teachers’ want their ideas valued in accordance with some
of the views of their supporter teachers. Strengthening this conception, Kaasila and Lauriala
(2010) and Gardiner (2010) indicate that the idea of collegiality increases teachers’ efficacy which
directly influences pupils’ performances. A plethora of Commentaries (Loughran, 2010; Rhodes
et al,, 2004; Rhodes and Beneicke, 2002; Nguyen, 2009) also acknowledge the importance
attributed to peer-mentoring between novice teachers with similar experiences. Suggestively,
such arrangements provide student teachers” with the opportunity to develop together, without
the constraints of a hierarchical structure placed upon them (Le Cornu, 2005; Ponte, 2010).
D’Amico and Stein (2002) found that novice teachers have a tendency to gravitate to other
trainees sharing similar experiences. The context presented suggested that trainees and mentors

often struggle from a teaching viewpoint, and the disparity is sometimes not managed
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appropriately within the hierarchical structure that mentoring can sometimes denote (Burley and
Pomphery, 2011). Nugent and Faucette (2004) suggest that relatively newly-qualified teachers
have the capability to act as effective mentors in that they can easily recognise the apprehensions
of the novice teachers, from recent experiences and provide them with constructive processes
and feedback. A contrasting perspective from, Nguyen (2009) observes that the level of respect
to be given to student teachers can be determined by the manner in which the supporter teacher
introduces them to pupils within the classroom. For example, an anecdote that facilitates this
conception is the presentation of the student teacher’s role when they are introduced as helpers
or future teachers, this could be conceptualised or expressed better, in maintaining professional
respect (Nguyen, 2009). Similarly, some teacher educators have suggested that student teachers
need to be given designation such as ‘pre-service teacher’ or ‘teacher candidate’ to avoid anything
that resembles meritocracy or hierarchy (Beck and Kosnick, 2002, p. 87). Essentially, student
teachers appreciate their status as novice teachers but are reluctant to except less favourable
views on hierarchical values and advice from colleagues involved in their professional learning

journey, when they resemble a condescending or tyrannical nature (Kennedy and Allan, 2009).
3.6.7 Pedagogical Skills and components

Provision of support aimed at the development of pedagogical skills is considered as an
important aspect of effective mentoring relationships. Hobson (2002) found that the qualities
that student teachers acknowledge as being instrumental towards their learning and professional
development include: utilising different methods of teaching, helping to develop subject
knowledge, and being supportive and reassuring. Similarly, Lofstrom and Eisenschmidt (2009)
reported that the provision of subject knowledge expertise is identified as an important factor in
supporting trainee teachers within their ITT programme of study. More recently, Larson (2009)
indicates that mentees recognise the ability of mentors to demonstrate subject content
knowledge and pedagogical expertise which are considered as significant in their professional
learning journeys within a mentoring relationship. The possession of pedagogical skills for
mentors, are also expected to facilitate student teachers’ development of such skills by engaging
student teachers’ in activities focused on pedagogy (Long, 2009). In this situation, it is believed
that student teachers would be equipped with the necessary practical experience to help support
their professional competence and development (Long, 2009). Further commentaries by,
Orland-Barak and Hasin (2010) argue that robust pedagogical knowledge and skills, alongside
other factors, entail multi-faceted capabilities for mentors to link theory with diligent practice

(praxis), in navigating the development of mentees.
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3.6.8 Developing Professional Relationships

The establishment of a good relationship between mentors and mentees within an I'TE context is
another element of effective mentoring, within mentoring discourse. Le Cornu (2009) found that
the establishment of good relationships is important in the learning process. Le Cornu (2009)
suggests the need for teachers and student teachers to maintain harmonious relationships, with
particular emphasis directed towards developing personal and professional development. Other
studies (Gardiner, 2010; Long, 2009) concerned with the development of trainee teachers
identified the following components, as imperative for the development of good relationships:
continuous encouragement, positivity and availablity to provide support (Lofstrom and
Eisenschmidt, 2009). Le Cornu (2009) noted that in some circumstances, student teachers who
placed emphasis on relational aspects of teaching and field experience, exhibit tendencies to
provide less attention towards pedagogical aspects of teaching. However, Gardiner (2010) in line
with reciprocal processes suggests that the relational aspects of mentoring can promote learner-
centred practices, which embody collaborative endeavour. Within this context, Hobson et al.,
(2009) contend that relationships have a significant impact on the professional development of
student teachers’ with regards to other emotional responses to teachers, pupils and other school
colleagues. They note that this has a significant bearing on the development of collaborative
relationships where practice is disseminated. For professional relationships to be productive,
Hoigaard and Mathisen (2009) argue that the quality of communication needs to be transparent
and consistent, as this significantly impacts on other contexts facilitated by this. Furthermore,
both explain that adequate communication between teachers and student teachers can enhance
the mentoring relationships and professional developments, while contrasting experiences can

have adverse effects on personal and professional developments.
3.6.9 Providing Emotional and Pastoral Support

Supporting student teachers’ pastorally and emotionally is recognised as important towards the
mentoring process. In a study undertaken by Beck and Kosnick (2002) they note that student
teachers’ emphasised emotional and pastoral support as an essential form of support during field
experiences. They emphasise that failure to provide this type of support, could be potentially
detrimental on practitioner learning. Contrastingly, Wang and Odell (2007) report that emotional
support to student teachers’ may not necessarily translate into development of teaching skills, but
alternatively create an dependency on the mentor, which may be detrimental towards progressive
and independent learning. Kaasila and Lauriala (2010) explain that field experiences can be

anxiety provoking for student teachers. As such, emotions need to be acknowledged as a key
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component in trying to enhance teacher education (Kaasila and Lauriala, 2010). This perspective
recognises friendliness and emotional support as, important features of a good mentoring
relationship (Ponte, 2010). Furthermore, Bradbury and Koballa (2012) also argue that moral
support is imperative for the personal and professional development of the student teacher. Such
support can also facilitate a situation where mentors and mentees are equally reliant on the

mentoring relationship, therefore promoting equal benefits for all (Bradbury and Koballa, 2012).
3.6.10 Time for Adjustment

Barrera et al., (2010) explain that student teachers’ must be given appropriate time to develop
relevant professional knowledge and skills. Researchers have identified (Barrera et al., 2010;
Claycomb and Hawley, 2000) a period of three to seven years to be necessary for novice teachers
to attain high levels of teaching competency. Further studies, also illuminate (James and
McCormick, 2009; Long, 2009) that teachers’ professional learning and confidence to implement
changes to classroom practices requires time. Thus, Long (2009) explains that necessary
conditions for effective mentoring reflect situations where supporter teachers are sensitive to the
needs of student teachers, having experienced similar dilemmas upon induction into the teaching
profession. This time for adjustment, according to Long (2009) provides student teachers’ with
some scope to learn and develop professional skills progressively. Additionally, institutions can
facilitate the support period for mentors’ by providing them with sufficient time and induction
training to help facilitate the learning of newly-qualified teachers (Hickson, 2011). Barrera et al.,
(2010) found that mentors felt that they were provided with insufficient time by their schools to
evaluate trainees’ activities. Thus, special provision should be provided for mentors in
considering their own preparations for teaching, assessments and administrative responsibilities
(Bradbury, 2010). Additionally, mentees must also be given sufficient time to internalise the skills

needed to act professionally.

This section, has attempted to explore some of the characteristics associated with productive
mentoring relationships as reported in empirical studies. Importantly, the literature presented
posits that the effectiveness of mentoring is not solely dependent on mentors but the mentee
also. While mentors are required to collaborate with mentees and provide a variance of
supportive structures, mentees also need to be actively involved within the process, particularly
within a classroom context, and practice the advice given by mentors and tutors within an I'TT
programme of study. From the perspectives considered, it is important to acknowledge that
failure for both stakeholders to collaboratively comply, may impact negatively on the mentoring

relationship. From some of the mentoring practices already explored, some of the factors
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considered, significantly impact the peer-mentoring framework enacted in this study. This
section has also engaged with, other issues within the literature recognised as factors that
challenge the mentoring process. Thus, the next section presents some challenges inherent in

mentoring relationships between mentors and mentees.

3.7 Mentoring within an Initial Teacher Training context: Issues, problems and

challenges

As expressed in varying commentaries, mentoring is viewed as a complex phenomenon, with
varying conceptions. The variation of these conceptions can be problematic; this can provide a
number of issues and challenges. This section explores the challenges encountered within

mentoring:
3.7.1 Conception

The term mentoring is conceptualised in varying capacities, dependent on stakeholders’
interpretations. Furlong and Maynard (1995) recognise the variance of mentoring, by
acknowledging the lack of a specified conception of mentoring, as this may vary given the
context. Other authors (Burley and Pomphery, 2011; Ghaye, 2011) concede that the variances in
the definitions of mentoring, directly affect the complexity of mentoring collaborations between
mentors’ and mentees’ (Bradbury and Koballa, 2012). Discourse surrounding interpretations and
definitions, can often reinforce restrictive and traditionalist conceptions of mentoring. Harrison
and Pell (2000) argue that there is a lack of practitioner evidence to measure the effectiveness of
mentoring within ITE context, primarily because agreed definitions can sometimes be
problematic. Within an ITE context, the importance attributed to agreed and flexible
conceptions of mentoring are reinforced by Tang (2003) who argues that the complexities of
student learning regarding initial teacher training are important when examining factors
concerning professional learning. Furthermore, Tang (2003) highlights three student teaching
contexts which have been explored in mentoring discourse. The explorations presented facilitate
the action context within professional environments such as classroom experience; the socio-
professional context- interaction with the wider school community; and supervision- guidance
provided by university teacher trainers. By implication, the process which facilitates learning to
teach such as mentoring could also be utilised as a multi or single faceted intervention. This

context is discussed further in section 3.9, titled; theoretical approaches to mentoring.
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3.7.2 Preparing and training mentors

Several commentaries (Burley and Pomphery, 2011; Edwards and Collison, 1996; Kensington-
Miller, 2011) recognise the importance attributed towards appropriate training for mentors to be
adequately prepared and trained for mentoring, for effective collaboration to occur (Gardiner,
2010). Historically, this training and preparation has been challenging and problematic in
attempting to facilitate effective mentoring (Gardiner, 2010). Terrion et al., (2007) argue that a
significant factor which may affect the enactment of effective mentoring relationships is the
absence of sufficient training or development for mentors. In support of this, Krull (2005)
argues that substantive barriers disrupt effective mentoring. He states that insufficient and
comprehensive preparation of teachers for mentoring roles; require comprehensive and
pragmatic approaches in utilising mentoring effectively within initial teacher education.
Additionally, Ehrich et al., (2004) assert that effective training for mentors, significantly influence
how successful an implemented mentoring framework or initiative maybe. Furthermore, the
work of Evertson and Smithey (2001) found that trained supporter teachers demonstrated more
in depth understandings of generic skills and awareness of student teachers’ needs for effective

mentoring, when considering relationships and field experiences.

Importantly, Long (2009) asserts that the type of orientation for both student teachers and
supporter teachers contributes towards effectiveness of mentoring relationships between
participants within the mentoring relationship. The onus for productivity should be navigated
through both the student teachers and supporter teachers in reflecting upon existing classroom
and school practice (Burn, 2006). Rhodes et al., (2004) maintain that facilitators of mentoring
require or would prefer a set of rules and standards, which student teachers could adhere to, in
attempting to further assist mentoring within schools. Practitioners therefore, should be privy to
knowledge of national educational objectives and standards, regarding the standards and
benchmarks that student teachers’ are required to satisfy during teaching placements (Le Cornu,
2009). These standards are acknowledged as formal and informal. Burley and Pomphery (2011)
state that the importance designated to satisfying standards, needs to be reflected in training
from internal and external stakeholders for mentoring goals to be successfully achieved.
However, this does not always work practically within the professional context. The work of
Clarke et al., (2007) found that induction training which includes specified writing tasks was
given to mentors; however less attention was afforded to training facilitated by local
organisations, who aim at providing teacher specific training for varying remits. Another study,

explores that capacity building for professional development with regards to research training,
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needs to be prioritised to enhance teacher education practices (McNiff et al., 2003; Murray et al.,
2009). Essentially, both student teachers’ and supporter teachers would be better situated to
conduct research about their practices if adequate research training was provided. Margolis
(2007) highlights that opportunities for training are important for teachers in trying to develop
professional identities as mentors, apart from their classroom roles as facilitators of learning.
Similarly, Zeichner and Conklin (2005) contend that the selecting of teachers to undertake
mentoring roles without formalised orientation, and support, perpetuates the belief that
experienced teachers, which exemplify good practice, are not in need of any preparatory training
to undertake mentoring roles. Thus, Zeichner and Conklin (2005) explain that student teachers
and mentors need to adopt practice which encourages the need for professional enquiry,
underpinned by the need to professionally develop continually. Further, they contend that
exposure towards different mentoring models and theories can facilitate this endeavour.
Similarly, Harrison et al.,, (2005, cited by Bradbury and Koballa, 2008) state that mentoring
training should provide opportunities for the exploration and dissemination of varying models of
mentoring, with additional consideration provided towards the facilitation of collaborative

endeavour with mentees.
3.7.3 Feedback

Commentaries within the field of reflective practices and mentoring, acknowledge the
importance of feedback as a fundamental element of effective mentoring (Beck and Kosnick,
2002). Interestingly, some practitioners prefer not to distribute feedback, with the underlying
rationale that learning how to teach is of more importance to student teachers’ development
rather than feedback (Beck and Kosnick, 2002). Margolis (2007) and Rippon and Martin (2003)
state that the significant challenge to mentors comes from the expectation of student teachers
regarding explicit feedback and information regarding what is expected of them. Hudson (2013)
found that some mentors encountered problems in presenting constructive and honest feedback,
that was respective of the mentoring relationship. Furthermore, Bradbury and Koballa (2012)
explain that some mentors experience difficulty in providing feedback because of the duality of
the roles encompassing supporter, observer and examiner. Contrasting literature (Gardiner,
2010; Long, 2009; Ponte, 2010) contends that some student teachers are hesitant to ask
questions, regarding formative and summative feedback from their mentors. Bradbury and
Koballa (2012) suggest that mentors and mentees seem unwilling to provide feedback, due to the
protection of personal feelings, this tends to be favoured over professional honestly and

reciprocity, instead of placing the mentoring relationship at risk or jeopardising the professional
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respect developed. Some mentees may also find it challenging to ask questions, in fear of
presenting they are not competent practitioners, as this may impact assessment or teaching
practices (Bradbury and Koballa, 2012). Other factors which can impact this are reflected in the
breakdowns of communication or feedback when mentors and mentees, harbour differing
beliefs or interpretations regarding classroom effectiveness and teaching competency (Hudson,

2013; Bradbury and Koballa, 2008; Tomlinson, 2004).

Negative or inadequate feedback can have a significant bearing on the learning process. Margolis
(2007) indicates that the process of feedback may not be productive for student teachers’ due to
a potential lack of experience in providing feedback to student teachers’. Further, Margolis states
that considerations for the production of this feedback, directly impact the effectiveness of
mentoring relationships. Additionally, Hobson (2002) explains that tension and frustration can
be observed in mentoring relationships, where communication is poor. The disposition
presented could be as a result of inadequate training. Rhodes et al., (2004) acknowledge that
certain significant factors affect the distribution of effective feedback within mentoring, when
inadequate training or mitigating circumstances for both supporter teachers and student teachers

are prevalent such as:

e Inadequate time
e Inadequate information
e Lack of interest in judging others

e Fear of potential damage to relationships

However, Persloe and Wray (2000, cited by Rhodes et al., 2004) provide a framework for

supporting and enhancing effective feedback. They engage with the following:

e Being sensitive to the fact that the feedback is meant for an adult;

Being honest and able to balance positive and negative messages;

e Being conscious of tone and language to be used,;

Being descriptive rather than being judgemental;

Being able to act as a good role model and reflective on actions.
3.7.4 Mentoring selection and pairing

The selection of mentors remains a problem for senior administrators within educational settings
(Rhodes et al.,, 2004; Hudson, 2013; Bush and Middlewood, 2005). Effective models of

mentoring have been associated with compatible pairing of mentors and mentees (Spezzini et al.,
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2010). The productivity of mentoring relationships may be compromised if mentors are not fully
engaged within the process. Conversely, potential for effective mentoring can become apparent
when the selection process resembles collaboration, with the chosen mentors demonstrating a
capacity and interest for mentoring engagement (Hickson, 2012). Joyce and Showers (2002)
explain that inappropriate pairing of mentors and mentees may hinder the effectiveness of
support, underpinned by collaborative principles situated around reflective practice. Similarly,
Ehrich et al.,, (2004) found that contrasting personalities also hinder the mentoring process, and
can affect the knowledge exchange process between mentors and mentees. The process of
formalised mentoring distributed from senior leaders within schools, often tend to be afforded
to teachers that are viewed as willing and competent to guide novice or newly-qualified teachers
through their induction into the teaching profession (Long, 2009). A study conducted by Clarke
et al, (2007) found that two-thirds of supporter teachers were recommended by senior
administrators within schools, while several practitioners volunteer themselves for mentoring
roles. The study indicated that a substantial amount of head teachers involved in the study
indicated that they utilised some criteria to select mentors based around good teaching practice
and pedagogical approaches (Clarke et al., 2007). The criterion utilised included required teachers
to exhibit experience, supportiveness, inspire and demonstrate good communicative and inter-
personal skills. However, a problem which affects the commitment of experienced teachers, to
mentor is the notion that mentoring can be exhaustive and time consuming (Long, 2009). The
time constraints on professional teachers, means that the collaborative process for sharing ideas
and dilemmas for mentoring to flourish, is not always prioritised (Ehrich et al., 2004). In such
situations, some teachers may not be able to make a suitable commitment towards mentoring
(Hale, 2000; Long, 2009; Ehrich et al, 2004) and this may present a challenge regarding

productive mentoring.

Further explanations posit that not all pairings between teachers and student teachers produce
successful mentoring outcomes (Nguyen, 2009). Nguyen (2009) explains that some student
teachers are regularly, perplexed by their supporter teachers’ obsolete pedagogical approaches,
and feel pressurised to adopt their approach for fear of failing observations and assessments,
which completely contradicts the constructivist position. The obvious position therefore seems
to promote that supporter teachers are sensitive to the needs and learning of student teachers’ in
addition to, engaging in reflexive processes which question practice and provides ideas for
improving that practice (Margolis, 2007). Hudson (2013) explains that the provision of mentors
to novice teachers is essential; however, emphasis should not be placed on quantity. To reduce

the need for quantity over quality, Long (2009) suggests that schools need to organise a collective
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of experienced and competent teachers from which mentors can be selected. Additionally, Long
(2009) proposes that mentors and mentees meet prior to the commencement of the mentoring
relationship and teaching practices. Significant for effective mentoring, this proposition has the
potential to facilitate the enactment of collaborative endeavour within a professional educational

context (Long, 2009).

This sentiment encourages the dissemination of ideas concerning pedagogical principles and the
development of these principals within the classroom (Long, 2009). Underpinning this, the role
of friendships and informal relationships, should be acknowledged as imperative for effective
mentoring to commence (Le Cornu, 2009; Smith, 2008). D’Abate and Eddy (2008) note that
prescribed pairings may not be as effective as ‘organic’ pairings, where two practitioners share a
similar professional ontology. Thus, informal relationships play a significant role in assessing the

effectiveness of possible collaborations for mentoring.
3.7.5 The notion of Power in Mentoring

The somewhat hierarchical nature of mentoring, often promotes an unfair distribution of power,
which can affect the dimension of the mentor and mentee relationship (Christie, 2014).
Although, mentoring is recognised in some literature as reciprocal and equal (Krull, 2005), from
a praxis perspective, this is not always possible as tensions may surface within a collaborative
relationship given the hierarchical structure that separates the expert from the novice within
mentoring discourse (Siry, 2011, Smith, 2007). The traditionalist perspective regarding mentoring
requires the experienced practitioner to lead in matters of learning and reflecting on practice
(Siry, 2011). However, the nature of such a delicate role indicates that if caution is not applied,
then the mentee may feel part of an autocratic partnership where democracy is not embodied
nor practiced within the mentoring relationship (Le Cornu, 2005; Rippon and Martin, 2000).
Significantly, Rippon and Martin (2006) warn that power constructs and distribution of that
power may surface in some situations if supporter teachers are to serve as assessors to novice
teachers. Power discourse and distribution continue to be challenging and problematic for
effective mentoring when the mentoring structure resembles hierarchy (Gardiner, 2010).
Importantly, Bradbury and Koballa (2012) highlight the risk of compromising the mentoring
relationship in situations where mentors are forceful in their declaring of support and guidance

towards the mentee.
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3.7.6 Power, social learning and developing professionally in Mentoring

Christie (2014) contends that over the past three decades there has been an emergence of new
perspectives on learning, and it is widely recognised that learning is a social, as opposed to an
individual process, which flourishes when dynamics of power are eliminated within the
mentoring process. Rather than being about acquiring sequential cognitive skills, learning is
considered as a situated process where the skills, dispositions and self-knowledge that underpin
success are grounded in the particular institutional environments, where student teachers engage
in reciprocal methods and communities of practice, which embody equality and even distribution
of power, in coming to know and understand through ongoing processes of participation and
engagement (Anderson and McCune, 2013; Lave and Wenger, 1991). This perspective points to
a range of social practices through which students are supported to become successful learners
such as peer-learning, engagement in learning communities, active learning and problem-based

learning, and student teacher mentoring (Brockbank and McGill, 2007; Falchikov, 2002).

Inherently, power and control are inevitably evident within the dynamics of the working
relationships between mentors and mentees, particularly in constructs which resemble the
traditional hierarchical novice-expert relationship or the overbearing dominance of an individual
among a group of peer-mentees within a learning community (Christie, 2014). Within a
community of practice, researchers (Burley and Pomphery, 2011; Christie, 2014; Lave and
Wenger, 1991; Wenger, 1998) have highlighted tendencies for misbalances of social power, with
regards to equal distribution of opinions, values and beliefs. Anderson and McCune (2013)
highlight that such communities can be problematic, particularly when participants feel that they
are not able to explicitly contribute to pedagogical discourse within the learning community. The
misbalance of power within these learning communities often prompts feelings of
disenchantment, disillusionment, being under-valued, and not being able to actively contribute to
ideas within the community, in subservience to the dominant individual within the group or

social context (Anderson and McCune, 2013; Christie, 2014).

Research (Anderson and McCune, 2013; Arday, 2013; Le Cornu, 2005) indicates that the
effectiveness of mentor training is dependent upon two key factors, both of which indicate
differing dimensions of the power relations between stakeholders immersed with the mentoring
relationship (Colvin and Ashman, 2010). On the one hand, participants within the mentoring
relationship underpinned by socialised constructs must be willing and able to work within a
prescribed set of boundaries agreed by the participants, to avoid misbalances of power within a

community of practice (Christie, 2014). Then contrastingly, the success of the mentoring
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dialogue relies on there being clarity of expectation about the roles of the various people
involved (LLe Cornu, 2005). Within this context, Ponte and Twomey (2014) suggest that the roles
and the representation of these activities and roles lead to the possibility of viewing the
representations of different roles, in objective ways which may coincidentally promote the
uneven distribution of power. Further, Ponte and Twomey (2014) contend that the detailing of
student teachers responsibilities within the mentoring dialogue is particularly limited to the
representation of agency versus passivity: who is presented as active and as setting the agenda in
the mentoring relationship, and who is presented as a passive recipient of the scheme.
Significantly, how this is managed reflects how power is distributed when considered aspects of
equality within the mentoring relationship, hence the promotion of peer-mentoring within this

study, where power is distributed evenly (Le Cornu, 2005; Ponte and Twomey, 2014).

Historically, while mentors have found the mentoring process to be purposeful and fulfilling, as
supported by previous research (Burley and Pomphrey, 2011; Ponte, 2010) it is also imperative to
note the significant challenges inherent within this process. In a study conducted by Ponte and
Twomey (2014) they highlight that structures and imbalances of power were most evident in
experienced teachers that were reluctant to engage in mentoring training, with regards to re-
examining their own professional practices in attempting to support student teachers from a
position of reflecting-on-practice. Initially, Ponte and Twomey (2014) explain that not all the
mentors were motivated to participate in mentoring trainee teachers out of an altruistic desire to
support new entrants into the teaching profession or to enhance their own development and
learning. Although the research conducted by Ponte and Twomey presents clear benefits of
mentoring for teachers, this does not always resonate as a substantial reason for teachers
undertake mentoring roles, particularly if some practitioners are required to examine and
challenge the complexities of their own pedagogical practices. Significantly, for teachers that
want to maintain the expert-novice hierarchies related to power, this leaves them in a position of

‘professional vulnerability’ (Christie, 2014).

Christine (2014) and Ponte and Twomey (2014) contend that the motivation for mentoring is
not always driven by a selfless desire to improve the profession. Contrastingly, both contend that
such motivations can sometimes be influenced by senior school administrators and colleagues,
which perpetuate notions and structures of power inherent within institutional cultures,
particularly among student teachers and experienced teachers. Relatively recent research points
towards a framework for developing mentoring which considers the time and physical resources

provided to mentor teachers (Cunningham, 2007; Brockbank and McGill, 2009). This is
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significant, because in contrast to some of the positions presented concerning power dynamics
within mentoring, Christie (2014) posits that the embodied experiences of mentoring which have
been analysed within the mentoring discourse (Ponte and Twomey, 2014) reveal that if some
constructs of power can be minimised between participants, then benefits can be obtained, with
regards to the development of student or early-career teachers, specifically because mentoring

provides a catalyst for reconceptualising practice for both parties involved.

Importantly, Cunningham (2007) suggests that this is not to dismiss mentoring but to suggest
that practitioners need to adopt a cautionary position with regards to the relations of power and
control that are inherent within mentoring relationships. Importantly, Christie (2014) and Le
Cornu (2005) posit that there needs to be some challenge provided to the assumption that
mentoring can only be viewed through the hierarchical lens of the experienced practitioner, in a

traditional expert-novice construct, which resembles the apprenticeship model of mentoring.
3.7.7 Developing a Framework

Rhodes et al., (2004) suggest that a formal framework for effective mentoring relationships in
initial teacher education (ITE) is required despite, encouragement for mentoring pairings to
organically form, rather than subscribe to prescription. Larson (2009) explains that while
formalised mentoring structures maybe favoured by some practitioners, there are indications that
mentor teachers and novice teachers, prefer informal mentoring relationships, as they identify
more with democratic and reciprocal principals. However, a significant obstacle to informal
mentoring relationships could be the need for structured and adequate support which informal
mentoring does not always encompass (Larson, 2009). In recognition of the disparities between
formal and informal frameworks for mentoring, Larson (2009) initiated a formal mentoring
framework, underpinned by elements of an informal structure. Rhodes et al., (2004) and Larson

(2009) conceptualise the following elements as typical of a formal mentoring framework:

e Aims of the scheme;

e Objectives of the scheme that are measurable within specific time;
e Roles and responsibilities of mentors;

e Training of mentors;

e FElements of the mentoring process;

e Management and monitoring of the scheme;

e Review and evaluation of the scheme.

110



Conversely, Rawlings (2002) argues that the identification of qualities, used to denote skills and
roles which underpin mentoring, could be utilised to develop or structure mentoring frameworks
or activities that promote collaborative reflection regarding teaching practice, beliefs and values.
He suggests the following as important factors for consideration, in implementing effective

mentoring:

e C(larity of purpose in mentoring relationships and programme;
e Awareness of differences in roles of mentor and mentee;
e Training should be given to mentors (possibly mentee);

e Mentor must tailor programme towards the needs of mentee in a developmental manner.

Furthermore, Barrera et al., (2010) indicate that it is essential to implement a structure and
framework for effective mentoring. Barrera et al., (2010) and Flynn and Nolan (2008) identify the

following as essential within a mentoring framework:

a) Selecting mentors with the same certification and in close proximity to their mentees;

b) Providing mentors and mentees schedules that allow common planning time and
opportunities to observe each other;

¢) Reduced workloads for mentees, and;

d) Providing orientations for both mentors and mentees.
(Flynn and Nolan, 2008: 173—-174).

While informal frameworks can be advantageous, there is some scope for suggesting that
structured frameworks support the criteria necessary to achieve mentoring goals (Flynn and
Nolan, 2008). In a study conducted by, Barrera et al., (2010) they found that 95% of mentors
indicated that mentoring can be productive with structured and well-defined objectives. Further,
Long (2009) suggests that a mentoring framework, needs to be agreed for objectives to become
attainable and achievable. Suggestively, this may indicate that for the mentoring framework to be
a productive process for mentors and mentees there needs to be a clear definition of what the
aims of the collaborative process are, to maximise the potential for mentoring (Christie, 2014). A
formalised framework also allows for accountability in mentoring (Long, 2009). Importantly,
Gardiner (2010) suggests that factors concerning formalised constructs of mentoring need to be
taken seriously, as instability could cause fiction within the mentoring process between supporter

teachers and student teachers, if the identified objectives are not adhered too. The mentoring
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relationships considered within this study, will possibly also encounter some of these challenges,

as later chapters regarding the progress of the peer-mentoring intervention in practice will reveal.

As relevance and substance are peripheral concepts that underpin effective mentoring, the
importance attributed to mentoring relationships, to be made sustainable becomes more
imperative (Kensington-Miller, 2011). However, effective and sustainable mentoring is not
always easily achievable, due to some of the challenges explored within this section. Teacher
educators have become more vigilant of some of the challenges that underline the process, and
in reaction to this, have developed and adpoted differing models which aim to reduce some of
challenges presented within mentoring. The next section explores the essential characteristics of

effective mentoring, with some explorations of some of the models utilised within mentoring.
3.8 Models of mentoring which inform Teacher Training and Teacher Education

Varying models of mentoring have been expressed and documented within the literature (Flynn
and Nolan, 2008; Le Cornu, 2005; Siry, 2011). Within the confines of this study, the models of
mentoring considered are pertinent to the professional discourse, which underpins teacher
development, in particular with reference to the ITE context. This context explores the

following models of mentoring:
3.8.1 The Anderson and Shannon (1988) Model of mentoring
Anderson and Shannon (1988: 40) conceptualise mentoring as:

‘a nurturing process, in which a more skilled or more experienced person, serving as a
role model, teaches, sponsors, encourages, counsels, and befriends a less skilled or less
experienced person for the purpose of promoting the latter’s professional and personal
development. Therefore, mentoring functions are carried out within the context of an

ongoing, caring relationship between the mentor and the protégé’.

The holistic essence of this definition, strongly underpins the conception of mentoring within
their model. Burley and Pomphery (2011: 78) describe the following attributes associated with

Anderson and Shannon’s conception of mentoring, which reflect the following:

e The process of nurturing,
e The act of serving as role model,

e The five mentoring functions (teaching, sponsoring, encouraging, counselling and

befriending),
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e The focus on professional and or personal development,

e The on-going relationship.

Within the model, the mentoring relationship is characterised by role modelling, nurturing and
caring. This context suggests that supporter teachers serve as the role model, nurturer and carer
for student teachers, within a school context, where the model is reflected in practice (Anderson
and Shannon, 1998). For mentors to be effective, in the undertaking of their roles, Anderson and
Shannon (1998) recognise a plethora of components as imperative for productive mentoring,
such as: teaching, sponsoring, encouraging, counselling and befriending. Moreover, they suggest
that the following mentoring activities should encompass: demonstration lessons, observations

and feedback and supporting meetings.

Importantly, some of the components that underpin this model of mentoring have the potential
to enhance student teachers’ personal and professional development. Components which
embody nurturing, caring, encouraging, counselling, sponsoring, observing and providing
feedback, at its core, strongly empower student teachers with a sense of professional and
emotional stability whilst in school environments (Le Cornu, 2009). Siry (2011) explains that
practitioners, particularly those in the role of supporters to trainees maybe willing to experiment
with ideas that are capable of enhancing their own personal and professional development.
Significantly, this model refrains from facilitating this practice. Within this context, Le Cornu
(2009) explains that supporter teachers’ experience specifically should adhere to facilitating the
nurturing process, with the primary focus to act as role-models and carers for student teachers.
This aligns more with the apprenticeship theory (discussed in section 3.9.1) as emphasis is placed
on expetienced teachers and novice teachers’ relationships without recognising the potential for
reciprocity. In this model the potential for collaborative relationships, as a means to inform
professional development is not as considered as in other mentoring models (Siry, 2011). Brooks
and Sikes (1997) argued that the essence of this conception is theoretical and focuses more on

the mentor within a mentoring relationship.
3.8.2 The Furlong and Maynard (1995) Staged Model of mentoring

The Furlong and Maynard model was devised around discourse on empirical studies. The
underpinning for this model is stimulated by the need for mentoring to be tailored towards a
cleatly defined learning process, which recognises the importance attributed to the students’
developmental stages (Furlong and Maynard, 1995). This model emphasises that learning to

teach, should embody intermittent processes, which are coordinated, with the student teacher
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navigating the mentoring needs and developmental process (Futlong and Maynard, 1995). The

stages identified are as follows:

Beginning teaching characterised by:

e Focus of student learning: rules, rituals and routines, establishing authorities
e Mentoring role: model

e Key mentoring strategies: student observation and collaborative teaching focused on

rules and routines

Supervised teaching characterised by:

e Focus on student learning: teaching competencies
e Mentoring role: coach

e Key mentoring strategies: observation by the student, systematic observation and

feedback on student’s performance

From teaching to learning characterised by:

e TFocus of student learning: understanding pupil learning, developing effective teaching
e Mentoring role: critical friend

e Key mentoring strategies: student observation, re-examination of lesson planning

Autonomous teaching characterised by:

e Focus of student learning: investigating the grounds for practice
e Mentoring role: co-inquirer

e Key mentoring strategies: partnership teaching, partnership supervision
(Furlong and Maynard, 1995).

This comprehensive model recognises that the learning of student teachers’ is complex and
varying approaches should be dispensed to enhance student teachers’ personal and professional
development (Furlong and Maynard, 1995). The positionality of the model, redirects from the
socialisation process, which is normally associated with the induction of student teachers
(apprenticeship) through learning strategies such as coaching and observation, to reflective

activities, which encourage autonomy in teaching through co-inquiry (collaboration/partnership).
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Thus, this model seems to underpin the contexts associated with constructivism (discussed in

section 3.9.4) with regards to socialised components.

Stephens (1996) explains that Furlong and Maynard’s model is helpful in attempting to direct
mentors on how to assist student teachers to navigate from apprentice to autonomous
professional. However, Stephens (1996) cautions that potential and practising mentors need to
develop skills, which allow them to be sufficiently competent enough to identify the needs of
student teachers, in provided scaffolded support. Essentially, Stephens (1996) explains that this
model utilises mentoring as a scaffolding process, where mentors provide assistance to mentees
in trying to develop professional skills. Further, he states that upon the development of these
skills, mentors adopt a reduced mentoring capacity to allow mentees to practice and develop

individually and autonomously.

Authors and scholars note that training is crucial for effective mentoring to occur. Within this
model, the issue of training is not acknowledged. This is because of the likelihood that mentors
will already be qualified teachers, with sufficient experience to guide the mentee (Stephens,
1996). However, contrasting commentaries (Burley and Pomphery, 2011; Ponte, 2010; Siry,
2011) have argued that being a good teacher is not a guarantee for good mentorship. As such,
the implementation of this model can be measured more effectively when the expectations of
mentors and mentees given by providers of ITE are transparent and made clear for all

participants within the mentoring dialogue (Stephens, 1996).
3.8.3 The Co-planning Model (1997) of mentoring

The co-planning model was developed and introduced by Fieman-Nemsar and Beasley, in
response to assisting the professional development of novice teachers. The origins of the model
draw from socio-cultural theories of learning through collaborative and constructivist endeavour.
Fieman-Nemsar and Beasley (1997) explain that mentoring engages through a process of
mentor/supporter teacher support, where encouragement is provided to student teachers co-
collaborate, within the classroom environment as a stakeholder in learning exchange and
knowledge transfer. The view shared, is that of, understanding and the co-construction of
knowledge about teaching and learning, which can be facilitated through collaboration between
the student teacher and the mentor (Ponte, 2010). Co-planning is also defined as a process by
which mentors assist student teachers to comprehend the necessary components of teaching.
The context described, has been characterised as assisted performance (Fieman-Nemsar and

Beasley, 1997; 110). The principals that underpin co-planning recognise that the mentor should
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be a position to facilitate a student teacher’s development of professional skills, which consider
components such as lesson planning, lesson content and pedagogical approaches to teaching.
Importantly, Fieman-Nesmar and Beasley emphasise that such dialogue is imperative for
effective co-planning to influence mentoring relationships between support and student
teachers’. The following concepts are components which facilitate the co-planning model of

mentoring:

e Ixploring Content: Joint efforts in exploring the curriculum content, in attempting to

plan and determine relevant classroom activities.

e Designing Learning Activities: Joint decision on the learning activities to be designed.

e Coaching for Teaching: Unlike the first two components where a mentor and a student
teacher are co-learners and partners, coaching for teaching features a situation where a
mentor provides clues or ques (as the experienced one) on how to coordinate classroom

activities.
(Fieman-Nemsar and Beasley, 1997: 110).

The conception of co-planning resonates with other contributors to mentoring practice.
LaBoskey and Richert (2002) suggest that collaborative practices facilitate the opportunity for
student teachers to disseminate ideas, which help to improve practice in teaching and learning.
Similarly, Lopez-Real and Kwan (2005) found that learning from reciprocal collaboration is
regarded as important in the development of both the supporter teacher and the student teacher.
By implication, the emphasis on this conception of mentoring is based on working as a collective
to gain mutual benefits, which are viewed as fundamental in achieving mentoring goals (Hickson,
2012). Nokes et al., (2008) reports that mentors and mentees are able construct their own model
of collaboration in teaching and learning, when clear objectives and purposes are set out for
implementation. The collaborative process transpires during the planning and instruction stages,
based on established processes for collaboration, regarding effective teaching and learning
(Nokes et al., 2008). This highlights that novice teachers will always require informative direction
whilst immersed within the induction process, regarding the development of teaching practice

(Nokes et al., 2008).

However, Smith and Ingersoll (2004) warn that aspects of the co-planning model of mentoring

can render counter-productivity if the supporter teacher involved upholds that experience is the
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defining factor for navigating a student teacher. Further considerations may illuminate why some
teachers declare collaborative processes as fostering poor practice, as there are clear differences
in the stages of knowledge between the experienced practitioner and the novice teacher (Smith,
2004). Smith explains that ideas concerning collaborative mentoring also report that tension may
arise during collaborative practices, with regards to the negative impact, regarding lack of
direction, as both stakeholders in this model of mentoring share an equal position in relation to
the development process. Therefore, Smith (2004) and Nokes et al., (2008) state that exertion or
abuse of power may surface if and when tension arises between the student teacher and
supporter teacher, resulting in the student teacher having to a adopt a more confined and
restricted disposition, when confronted against the more experienced teacher. However, Nokes
et al., (2008) does also contend that the student teacher can articulate their point constructively,

reflecting assertiveness rather than confrontation.

Fieman-Nemsar and Beasley (1997) note that individual knowledge and thinking, in considering
appreciated values may also disrupt the co-planning process. As such, Smith (2004) notes that
individual differences between the beginning teachers’ and expetienced teachers’ knowledge and
skills must be negated and considered primarily for successful co-planning within mentoring to
occur. Interestingly, Rippon and Martin (2006) acknowledge that good supporter teachers are
able to negotiate difficulty and navigate support accordingly to enhance effective mentoring.
According to Rippon and Martin this particular model recognises mentoring as a collaborative
process, which is deemed effective when student teachers and supporter teachers implicated
within the co-planning process, share similar value and belief patterns regarding teaching and
learning. However, mentoring relationships can experience difficulty, with particular reference to
this model, when mentors and mentees do not share similar beliefs and values as suggested
within the literature explored. Additionally, mentoring goals may struggle to be achieved in
situations where mentors and mentees, do not share similar conceptions of inherent beliefs

relating to teaching (Siry, 2011).

3.8.4 Educative Mentoring (Zeichner, 1996; Fieman-Nemsar, 2001)

The educative mentoring model derived from Dewey’s (1938) educative experience, encourages
improvement without interference, for future development (Fieman-Nemsar, 2001). For the
educative experience to be revealed, educators are expected to facilitate socio-physical
environments for learners to embrace learning and developing as practitioners (Fieman-Nemsar,
2001). Zeichner (1996) characterises educative mentoring by the enabling of environments which

allow and accommodate student teachers’ to flourish in complex and challenging circumstances.
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Zeichner (19906) explains that educative mentoring encourages novices to apply praxis through
collaborative endeavour with mentors. Such endeavour includes investigation, experimentation,
reflection, deliberation and decision-making (Loughran, 2010). This indicates that collaboration
between mentors and novices in the teaching and learning process is essential. However, the
effectiveness of this collaboration is measured against the enabling of environments provided by
mentors. In support of this, Fieman-Nemsar (2001) contends that mentors need to be
sufficiently prepared in order to achieve the objectives which underpin educative mentoring.
Thus, emphasis is placed on mentors’ being able to demonstrate a willingness to embrace new
ideas, akin to ensuring that the roles of the mentor are clearly defined and made explicit.
Furthermore, Fieman-Nemsar (2001) explains that mentoring roles need to facilitate the

following:

Finding openings, diagnosing problems;

e Pinpointing problems and areas for improvement;

Probing novice thinking regarding teaching;

Modelling teaching and good practice.

Drawing on Fieman-Nemsar’s conception, Bradbury (2010) explains that educative mentoring
differs from traditionalist perspectives of mentoring. Table 3.1 summarises the differences in

conceptions between the traditionalist approach and the educative mentoring approach.

Table 3.1: Differences between traditional views of mentoring and educative mentoring

(Bradbury, 2010)

Traditional Mentoring Educative Mentoring

Providing necessary support to retain trainee | Fostering a disposition of sustained inquiry

and early-career teachers in the profession into teaching practice

Meeting immediate needs Meeting immediate needs while developing a

long-term plan towards reform-based teaching

Sharing experiences and daily problems Considering teaching as a complex process,
where reflection brings about several questions

relating to practice

Providing of copies for lesson planning Using existing knowledge of students and their
work samples to plan lessons that support

specific topics
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Sharing of advice from mentor to novice Valuing the contributions and ideas of both
stakeholders (mentor and mentee) within the

mentoring process

(Bradbury, 2010: 1052),

Evidently, there are some advantages to utilising educative mentoring processes, with regards to
considering both the short-term and long-term of novice teachers. The underlying concept
which underpins this model of mentoring are the collaborative contributions from student
teachers and mentors involved within the process (Bradbury, 2010). This context resonates with
the characteristics which underpin constructivist approaches (see section 3.9.4). However, the
implementation of this model is based significantly on the roles of mentors to facilitate effective
mentoring. Importantly, Bradbury (2010) explains that the role of the mentor within this model
is pivotal towards the success of educative mentoring. Collaboration plays a significant role in
facilitating the aspects considered with educative mentoring, with reference to navigating the

short and long term objectives for the student teacher with the mentor.
3.8.5 Summary of the section

From the aspects considered, conclusions could be drawn with regards to the advantages and
disadvantages of the models of mentoring that have been explored. In support of this, Scanlon
(2008) reports that a mentor can extract ideas from differing models of mentoring in alignment
with the circumstances they are presented with. For example, implementing coaching or
counselling if required. Essentially, this facilitates the idea of the mentor utilising a coaching or
counselling intervention, dependent on the situation concerning the mentee (Scanlon, 2008).
This resonates with Burn et al., (2000) who argue that there are no familiar or uniformed stages
of student teachers’ development. Perhaps, this reflects the variance of challenges which are
presented within school cultures, which differ from perspective students (Burley and Pomphery,
2011; Pollard, 2011). The thinking which pervades this stems from the need for teachers to
understand student teachers’ needs and mentoring desires with regards to achieving the best
possible results. Additionally, Burn et al., (2000) highlight that student teachers must be informed
about a particular style/model of mentoring, and the importance attributed to this. Essentially,
collaboration between teachers and student teachers remains the catalyst for mentoring goals to
be achieved. Wang et al., (2008, citing Williams et al., 2001) explain that a comparative study in

Britain revealed that structured collaborations between supporter teachers and student teachers
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significantly improved teaching and learning within schools where a collaborative culture, was
fostered, in comparison to, individualistic cultures which promote segregation of learning
communities. The next section, examines some theories which underpin the models of

mentoring that have been explored and discussed.
3.9 Theoretical approaches towards mentoring within an ITE context

Within this section, the theories that underpin mentoring relationships are discussed, with some
exploration of the essential features of mentoring within ITE contexts. Through varied
conceptual lenses, it is hoped that some rationale can be provided, with regards to understanding
why a teacher educator may adopt a particular theory or model attached to mentoring. More
importantly, this section aims to provide some theoretical underpinning and understanding for
the justification of the collaborative mentoring relationships being utilised within this study.
Various theories of mentoring are identified within the literature but for the purpose of this

study, the theories considered for discussion are as follows:

e The Apprenticeship Theory
e The Socio-Cultural Theory
e The Reflective Theory

e The Constructivist Theory

3.9.1 The Apprenticeship Theory

The apprenticeship approach towards learning has been utilised as a means of learning before
the advent of formal schooling. Aspects of this concept can be likened to the traditional
approach described by Goffman (1959) who recognised that certain situations require people to
express themselves consistently, in accordance with the traditions of their social group or the
social status required for that specific setting. The apprenticeship approach is recognised as a
process which facilitates knowledge transfer, particularly within social settings involving skills
from experts to novices (Collins et al, 1990). Several practitioners also recognise the
apprenticeship system, as still dominant within initial teacher education (Krull, 2005). The
apprenticeship conception of mentoring is not restricted to educators and researchers
exclusively. Recent studies (Burley and Pomphery, 2011; Christie, 2014; Hickson, 2011) indicate
that the most common implementation of mentoring reflects the apprenticeship model

(Bradbury and Koballa, 2012; Bold, 2008). Perhaps, this derives from the apprenticeship
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approach to mentoring, which allows supporter teachers’ to demonstrate the significance of
being an experienced practitioner to student teachers in the development of relevant professional
knowledge and skills (Krull, 2005; Leidenfrost et al., 2011; Lofstrom and Eisenschmidt, 2009).
For example, cognitive apprenticeship is focused on providing guidance centred on the induction
of student teachers into the school system, to better understand the ethos and culture that
underpin the school (Brown et al., 1989). Significantly, Bandura (1997) proposes the concept of
modelling, by suggesting that modelling practice, for the mentor/supporter teacher can
demonstrate how both can work collaboratively to facilitate a lesson to achieve educational goals
using different examples. Bandura, however, warns that student teachers need to be attentive,
studious and highly motivated to learn and improve upon professional practices, through
utilising reflexive processes. Vygotsky’s Zone of Proximal Development (ZPD) theory also
posits that genuine tasks where difficulty could be experienced by the student teacher left to
configure and problem-solve individually, would not be productive over structuring supportive
processes where colleagues are able to learn from each other (Brown et al., 1989; Bold, 2008).
This premise configures with Pollard (2011) who suggests that learning needs are not an
individualistic activity. This conception acknowledges that learning from others is essential for
effective teaching and learning. Therefore, mentors must understand this whilst observing
teachers (Stephens, 1996) and provide necessary assistance to student teachers when problems in

practice arise (Fieman-Nemsar, and Beasley, 1997).

Kaasila and Lauriala (2010) also explained that initial teacher education strongly maintains a set
of prescribed rules, with an ethos that strongly advocates student teachers’ to comply with
proposed practices, particularly during field experience. For student teachers to access such
information there becomes a particular reliance on the cooperation and support of their
mentors/supporter teachers (Ghaye, 2011). Similatly, apprenticeship theory could be utilised to
encourage socialization and induction of student teachers into school communities (Kaasila and
Lauriala, 2010). Additionally, Lofstrom and FEisenschmidt (2009) maintain that the
apprenticeship approach can assist student teachers to comprehend and adjust to the prevailing
school norms and cultures within that context. Similarly, Brooks and Sikes (1997) recognise the
potential for the apprenticeship model towards mentoring, suggesting that the factors that
underpin this model encourage positive contributions towards, effective teaching and learning.
Through a practitioner lens, it could be considered that this model could encourage student
teachers to operate in conformity with school culture in attempting to satisfy other school
objectives. Importantly, Freire (1972) concludes that traditionalist approaches to education,

regarding the apprenticeship style, can be used in a forceful manner to perpetuate the integration
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of people into a structured system, to ensure their conformity to the system. However, he
contends that such approaches represent oppressive regimes because learners are not provided
with an opportunity to contribute. Lortie (1975) has conceptualised the apprenticeship model as
a form of learning, through the practitioner lens of using apprenticeship as a means of
observation. This conception posits that students sometimes develop interests in teaching, or
gravitate towards a particular method of teaching after evaluating other teachers’ methods of
teaching (Borg, 2004). Fieman-Nemsar (2001) and Nguyen (2009) argue that an individual’s
experience at schools significantly influences their epistemological and ontological beliefs, with
regards to societal values and their thinking about the world. Thus, student teachers in some
situations tend to emulate their past teachers, based on what they have learned and observed

within a habitus context, with regards to organising learning within a classroom (Lortie, 1975).

However, contrastingly, this could be beneficial when the teachers emulated are enthusiastic,
empathetic and can navigate through different scenarios to achieve purposeful and specific
educational goals (Bradbury, 2010). However, some of the features which underpin
apprenticeship theory have been criticised. For example, aspects of this model do not recognise
the natural endowment of student teachers, with regards to teaching ability, existing skills and
knowledge, despite arguments from scholars stating the importance of existing beliefs and values
to inform ideas on teaching and learning (Furlong and Maynard, 1995; Nguyen 2009; Lofstrom
and Eisenschmidt, 2009). Additionally, from an autocratic point of view, this also promotes
experience over the embracing of new innovative concepts which may positively inform existing
practice (Boud, 2006; Boud et al., 2006). Such resistance ultimately promotes the discouraging of
new approaches towards teaching and learning (Rippon and Martin, 2006). Similarly, Brown and
Mclntyre (1993) concede that experienced teachers sometimes struggle to embrace new more
innovative practices, which impact on professional knowledge and practice. According to

Rippon and Martin this view negatively implicates the validity of apprenticeship models.

Earlier commentaries within the chapter highlight, that students gain a lot from observing and,
placing those observed skills into practice, particularly when they have observed enthusiastic and
innovative practitioners (Pollard, 2011). Conversely, however, it could have detrimental effects
on students. Borg (2004) utilises Lortie’s (1975) conception in arguing that such contexts can
discourage students from implementing new skills and methods learned during a programme of
study, as some practitioners may want to revert to existing conceptions of teaching based on
their observations of teachers within educational settings. Significantly, this approach does not

facilitate deeper learning with regards to how students think, when considering the negative
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effects of certain approaches, with innovation often considered as an afterthought, in favour of
structured practices (Borg, 2004). Apprenticeship theory also maintains traditionalist and
hierarchical norms, by unconsciously positing that mentors retain superior knowledge over their
mentees (Shank, 2005). Freire (1972) described such a situation as an educational process
characterised by a banking system. That is, a situation which reflects autocratic governance,
where teachers or mentors maintain control over students, as they are considered as only
receivers of information rather than equal providers. In support of this, Kafai et al., (2008)
describes the apprenticeship approach as an approach that promotes a deficit thinking process
towards mentoring, in that mentees are considered incapable of making or contributing to

decisions concerning teaching and learning.
3.9.2 The Socio-cultural Theory

The socio-cultural approach to learning is grounded in situated cognition theory which suggests
that learning occurs from lived experiences within a context or culture (Brown et al., 1989).
Influences attached to socio-cultural theory, can also be attributed to Vygotsky’s social
development theory. Within this theory, Vygotsky (1978) asserts that the development of a child
cannot be fully understood by observing the child in a solitary capacity alone. Rather, other
contexts need to consider the environmental impact that has influenced the child’s values and
beliefs. Perhaps, given this context, this is why Hargreaves (2003, cited by Kougioumtzis and
Patriksson 2009) argues that schools which represent a context for learning also reflect the
historical, political, economic and sociological features of a country. Importantly, Kaasila and
Lauriala (2010) emphasise the need for socio-cultural settings to be considered in trying to
signpost teacher education goals. Thus, Ponte (2010) asserts that for effective teaching and
learning to occur within an I'TE context, socio-cultural aspects of schools need to be considered
regarding where student teachers’ undertake their field experiences. Essentially, Vygotsky argues

that learning occurs through a course of interaction which facilitates a given context:

‘Every function in the child’s cultural development appears twice: first, on the social
level, and later, on the individual level; first between people (interpsychological) and
then inside (intrapsychological). This applies equally to voluntary attention, to logical
memory, and to the formation of concepts. All the higher originate as actual

relationships between individuals’ (Vygotsky, 1978: 57).

Vygotskian theory attempts to clarify that any type of socialisation process encourages the

development of consciousness. Additionally, Koballa et al., (2010) argue that socio-cultural
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theory advocates individuals’ participation within learning contexts, to promote meaningful
changes to professional dispositions and orientations. Koballa et al., (2010, citing Nasir and
Hand, 2006) highlight the impact of further cultural facets within a learning context, as
imperative towards student learning. Thus, aesthetics within the classroom environment may
impact greatly when acknowledging environmental and cultural tools such as the material
(furniture, technological devices, classroom arrangements, etc) and non-material (values, norms,
language, etc). Such contexts require adequate attention in the facilitation of student teacher
learning. Furlong and Maynard (1995) maintain that mentoring orientates practical processes
which involve the participation of the mentors and the mentees, when considering learning, and
the concepts and practices to be derived from that learning. Similarly, Bradbury (2010) contends

that learning occurs within social process that is not separate from the cultural context.

Hence, Furlong and Maynard (1995) highlight the importance of utilising conceptions of
mentoring, which specifically support the needs of student teachers’. Furthermore, Bradbury
(2010) explains that the experiences gained, by mentors assist in facilitating and supporting the
classroom experiences of student teachers’ by signposting them towards effective practices for
teaching and learning. This supports the thoughts of Vygotsky (1978, cited by Souto-Manning
and Dice 2007) who argues for mentors to be competently responsive, to the variation of needs
encountered by the student teacher for learning within a social construct to be effective. The
sense of pro-activeness associated with this type of intervention, resonates with mentoring being
viewed as a responsive activity, Brown et al, (1989) explain that situated cognition,
accommodates changes that may occur within society as learning tends to reflect the content and
culture reflected within society. Additionally, mentors also need to correlate student teachers’
experiences, with relevant classroom practices to enhance