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ABSTRACT
This paper looks into the pedagogical practice of mentors during the practicum element of student teachers’ training within the Initial Teacher Training provided by HEI Partnerships.  It focuses on mentors’ professional knowledge base, in particular its nature and the source of this knowledge.  The paper concludes that mentors use adult learning theories although the extent varies within the case being studied, with such variability reflecting the needs of individual student teachers, the context in which the mentors are working in, and their own knowledge of professional practice and of espoused theories.
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1. INTRODUCTION
Through a case study of 20 mentors from one HEI Partnership in England my research looks at mentors’ professional knowledge and their use of adult learning theories, which are said to form the dominant conceptual framework for mentoring (Hansford et al., 2003).  
2. FOCUS OF RESEARCH
Although the mentoring of student teachers in England and Wales started over 15 years ago Pajares (1992), Hawkey (1998) and Jones et al. (2004) all suggest that the roles and responsibilities of the mentor are still poorly defined.  It is also suggested (Glover and Mardle, 1995) that the use of learning theories by mentors as part of their pedagogical strategies is little understood, and that further research in this area is needed.
In looking to investigate this area my research looks to the pedagogical strategies of mentors, the learning theories that support these pedagogical strategies and the instructional design mentors use.  Instructional design as a process is defined as:

‘The systematic development of instructional specifications using learning and instructional theory to ensure the quality of instruction.  It is the entire process of analysis of learning needs and goals and the development of a delivery system to meet those needs. ’ (Applied_Research_Laboratory: 2004).
Thus instructional design encompasses the process through which an educator, such as a mentor, determines the most appropriate pedagogic methods for specific learners in a specific context as they are attempting to reach a specific objective.
Atherton (2003) suggests that instructional design is best built on a firm foundation of learning theory, with such theories allowing us further ways and possibilities to see the world.  He also states that ‘Whether we realise it or not, the best design decisions are most certainly based on our knowledge of learning theories’ (Atherton, 2003: 81).  
Literature (Ertmer and Newby, 1993; Applied Research Laboratories, 2004) suggests that learning theories should be used to support pedagogical strategies and that instructional design (Atherton, 2003) should be founded on learning theory.  However, what seems to work best for student teachers is instructional design based on a fusion of learning theories, with Schwier (1995) indicating that: 

‘We must allow circumstances surrounding the learning situation to help us decide which approach to learning is most appropriate.  It is necessary to realise that some learning problems require highly prescriptive solutions, whereas others are more suited to learner control of the environment.’ (Schwier, 1995: 119)
Also it is seldom recognised that mentoring is a learning process involving two adults, and that most mentors have not been trained to work with adults.  Indeed the OECD (2003: 177-178) when in looking at adult education came to a number of conclusions, the first is that it has a specific character; the second is that this character ‘is denied or given insufficient prominence in the planning of teacher education’; whilst the final point is that ‘special training for those who are responsible for teaching adults is rarely to be found.’  These conclusions are supported in the literature on adult learning.  

These shortcomings in mentoring and the knowledge base of mentors may be significant given that Elliott and Calderhead (1994) suggest that the mentor is the biggest influence on the student teacher’s professional development.  Literature (Awaya et al., 2003, Butcher, 2002, Elliott, 1995, Kwo, 1994) is also clear as to the importance of the relationship between the mentor and the student teacher to the student teacher’s professional identity.  However, whilst the mentoring relationship is considered to be important there is little recognition in literature that the relationship between the mentor and student teacher is one between two adults.  
3. THE LANDSCAPE FOR ITT IN ENGLAND AND WALES
3.1.1 Introduction of Mentoring

Whilst the introduction of mentoring in the UK is often associated with Circular 09/92 (DES, 1992) the term ‘mentor’ does not appear in this Circular; rather this term was first applied to school-based teachers involved in ITT as part of the Licensed Teachers Scheme implemented a few years earlier.  Instead there was a requirement in the Circular for ‘experienced practitioners’ within schools to act as instructors for trainee teachers.  These experienced teachers were to play the part of co-enquirers, jointly investigating the grounds for practice in teaching and thinking critically about teaching and learning, and thereby acting as reflective practitioners.  

No explicit guidance was given within the circular (Ibid) as to the definition of an ‘experienced teacher’ or how skilled they had to be in order to mentor a student teacher.  Indeed it was only in 2005 that a national framework for mentoring (CUREE, 2004) built on ‘good practice’ within ITT was issued by the DfES (2005).  Nonetheless, Fletcher (2000b) considers that:

‘When Kenneth Clarke … announced that schools were to assume the role of teacher training that was previously organized, assessed and validated almost exclusively by lecturing staff in higher education institutions, he effectively created a new workforce – school mentors.’  (Fletcher, 2000b: 67)
The circular (Op cit.) also looked to the progressive development of specified competences by the student teachers.  Attainment was to be at a level appropriate to newly qualified teachers.  In order to achieve these objectives the Circular stipulated that all courses for teacher training were to use competence statements in assessing, recording and developing the student teachers’ abilities to teach.  
The circular also looked for the increased role of classroom teachers working as mentors in ITT to be underpinned by the development of knowledge, understanding and skills.  However, at no time subsequent to the issue of the circular has any formal programme of mentor training and accreditation ever been put in place by government or its agencies.  
It is also relevant that contemporary research by Glover and Mardle (1995) suggested that mentors exhibited a lack of understanding learning theories.  They therefore proposed (Ibid: 75) that mentors receive ‘training in … demonstrating the theories of learning … and in explaining the relevance of psychological and sociological background to education’.  Significantly the DfES (2001) has since recognised the relevance of the use of educational theory by mentors within ITT in the paper entitled ‘Study Support in Teacher Training and Professional Development.’  Indeed the paper suggests that study support offers ‘valuable opportunities to relate theory to practice and to try out new ideas’ (DfES, 2001: 31).  
However, as ‘study support’ is intended to describe those ‘activities that schools do outside normal hours’ (Ibid: 5) and is by its very nature voluntary, the professional development of mentors is left to individual HEI Partnerships and mentors.  Thus despite acknowledgement by the DfES as to the relevance of theory, in reality the training provided to mentors is often limited to familiarisation with TTA assessment requirements, within the Partnership handbooks (Youens and Bailey, 2004).  
3.1.2 The Role of the Mentor

In issuing Circular 09/92 government gave clear and specific instructions as to how ITT was to develop within the 1990’s; student teachers would be based in schools and HEI Partnerships involving schools would manage ITT.  
New criteria were subsequently introduced in 1998 by the recently elected Labour Government when it issued Circular 04/98 (DfEE, 1998).  The most significant aspects of the circular were that it contained a prescriptive ITT curricula and an exacting list of nearly 100 competence-based assessment standards.  

DfEE Circular 04/98 was in turn superseded when the TTA (2002) issued professional standards and requirements for ITT.  These standards focussed heavily upon content or subject knowledge and understanding; pedagogy was not addressed.  The role of pedagogy was left to the associated handbook (TTA, 2003), where it was indirectly addressed as part of professional development.  The term ‘assessor’, and not mentor, is used in this handbook to describe the function of the school based teacher working with the student teacher.  This term is consistent with the requirements of the TDA (2006b) that student teachers should be required to focus on pedagogic knowledge, and be subject to assessment against specified standards under a competence-based model.

An overview of current process for training the student teacher and the role of the mentor vis-à-vis the student teacher is set out in Figure 1 below.
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Figure 1 – Role of the Mentor vis-à-vis the Student Teacher
The key points illustrated by the figure are that student teachers learn to teach in schools; that mentors are not trained to be mentors by the HEI Partnership, rather they are made familiar with the Partnership requirements for mentors; and finally that mentors act as assessors within a competence-based model of ITT.  It is noteworthy that in this model of teacher training student teachers receive little, if any, training in learning theories.  In addition mentors, most of whom have gone through the same process of training as the student teachers, subsequently receive little formal training in this area prior to undertaking the role of mentor.

In this environment it is not surprising that there has been some disquiet over the role and effectiveness of the mentor.  Bullough et al. (2003: 58) believe that there is a growing understanding of the shortcomings of the traditional patterns of teacher training in schools, and an awareness of how little is actually known and understood about teaching practice.
4. THE THEORETICAL BASIS FOR MENTORING
‘Mentoring appears to have the essential attributes of: a process; a supportive relationship; a helping process; a teaching-learning process; a reflective process; a career development process; a formalised process and a role constructed by or for a mentor.’ (Roberts, 2000: 145)
In the context of education the term ‘mentoring’ is frequently used to describe ‘a combination of coaching, counselling and assessment where a classroom teacher in a school is delegated responsibility for assisting a pre-service or newly qualified teacher in their development in their profession’  (Fletcher, 2004).  Thus when looking at the mentoring relationship it is not surprising that we see varying representations of mentoring.  Similarly many interpretations of mentor roles figure in the literature on mentoring.  As a consequence, the concept of mentoring remains elusive (Roberts, 2000), although influences of the competency-based model prescribed by government are significant (Fletcher, 2000a, Hill, 2001).  

Another common theme emerging from the literature is one of mentoring lacking a theoretical basis (Jacobi, 1991), and that it has definitional problems (Healy and Welchert, 1990), leading to a conclusion that mentoring has a vagueness and a lack of purpose.  Indeed Gibb (1999) put forward that ‘a substantive theoretical analysis of mentoring has been absent, implicit, limited or underdeveloped’.  Hawkey (1997) supports these views and criticises the ‘lack of conceptual framework or vagueness surrounding the educational literature where mentoring was concerned.’  She also suggests that many studies on mentoring show a lack of systematic research into mentoring interactions in the work-place.   

Turning to the research undertaken one of the earliest significant pieces of sustained research in mentoring was the qualitative inquiry by Maynard and Furlong (1993), which looked at the stages of development which a student teacher moves, in learning to teach.  Their investigation led to the development of reciprocal models of mentoring.  Maynard and Furlong were not alone in taking this approach, Edwards and Collison (1996) also carried out work on phase specific mentoring as the focus in ITT shifted away from generic mentoring skills to their application in practice.

In addition Elliott and Calderhead (1994) suggest that mentors have differing views as to their role, with some seeing the role as being a guide or leader, others a good listener or friend, an organiser of experiences for the student teacher.  They noted that:

‘On balance most mentors appeared to perceive the mentoring role more in terms of nurturing or supporting the novices so that they can learn by whatever works, in their school or their classroom.’  (Elliott and Calderhead, 1994: 197)
Despite a perceived lack of theoretical basis for mentoring (Jacobi, 1991) (Healy and Welchert, 1990) Furlong and Maynard (1995) identified three phases of mentoring, namely apprenticeship, competency and reflection. The ‘apprenticeship’, ‘competency’ and ‘reflective’ phases would appear to directly relate to the theoretical work of (Clutterbuck, 1985),  Lave and Wenger (1991) on the apprenticeship models of learning, of behaviourist theorists on competence models and Schön (1987) on reflection.  
Furlong and Maynard’s view of the early phase of mentoring is supported by Lunt et al. (1992: 138), who consider that Clutterbuck’s work locates the roots of mentoring firmly within the apprenticeship system and emphasises the ‘power-dependency status’ of this model, if only because of the higher level of expertise that mentors’ possess.  In contrast Kwo (1994: 125) suggests that the apprenticeship model of teacher training has generally been discarded as outdated because of its simplistic assumptions about learning and its narrow adherence to the transmission mode of teaching.  Tomlinson (1995) appears to implicitly support the latter view, identifying two, rather than three, major roles of the mentor, namely that of a reflective coach developing teaching and reflective skills, and of an effective facilitator with a counselling role.  
A common thread between the work of Furlong and Maynard (1995) and the findings of Elliott and Calderhead (1994) is the earlier work of Daloz (1986) in the United States.  Drawing on his experiences in adult education Daloz focussed on the need for support and challenge from mentors, and suggested that developmental theory could help mentors.  

Daloz’s model of mentoring (1986), and its use of developmental theory, in turn follows from the work of (Piaget, 1971) and (Dewey, 1959).  As a consequence his model suggests that where support is low there is little opportunity for any challenge to occur and the student teacher may withdraw from the mentoring relationship.  Conversely, if support is high new knowledge and images of teaching become possible for the student.  Today the requirement for mentors to give support to student teachers, as advocated by Daloz, forms part of requirements for ITT, with the TTD guidelines (TDA, 2006a: 76) specifically requiring student teachers be ‘given the support they need to succeed’. 

Turning to competence-based education, which provide the underlying basis for Circulars 09/92 and 04/98, Elias and Merriam (1995) consider that it is ‘well suited to education’ for a number of reasons.  These reasons include: it allows for individuals to start at different points, thus reflecting their differences; the timescales for students to master competences can be flexible and dependent upon the ability of the individual; the method of learning the competencies can vary; ‘criterion referenced’ evaluation is not seen as threatening by the student; and it is seen as a very good means for ‘self-directed individual learning.’ 

Whilst acknowledging that the use of the term ‘competency-based education’ covers a range of activities Elias and Merriam (1995: 94) describe it as a ‘program in which required performances are specified and agreed in advance to instruction’.  They go on to state that such programmes ‘specify, in behavioural terms, the goals and objectives to be met, the learning experiences to be engaged in, the method of evaluation used to demonstrate achievement of the predetermined goals.’  They conclude that this model is implicitly behaviourist, with its emphasis upon arranging the programme of learning and then ‘measuring the changes in behaviour.’  
The need for reflection by learners, as described by Schön (1987) and also identified by (Tomlinson, 1995), is expressly acknowledged within the current guidelines for ITT (TDA, 2006a).  These guidelines state:

‘’teachers need to have a capacity and commitment to analyse and reflect on their own practice’ 
and that trainee teachers need
‘to develop an ability to make judgements about the effectiveness of their teaching, and to identify ways of bringing about improvement.’ (TDA, 2006: 14) 
Recently Hansford et al. (2003: 53) have identified a conceptual framework underpinning mentoring which combines a range of adult learning theories.  They identify dominant theories as being Brookfield's theory of adult learning, Daloz's theory of adult learning Kolb's theory of experiential learning, and Schön's (1987) theory of reflection on learning.  
One piece of work on adult learning which proved to be influential to my research was that of Knowles (1984), which he described as andragogy.  Knowles claims that adults have to know why they need to learn something before they undertake to learn it; that they must move from a dependent self-concept to a self directing-one; that they have accumulated more experience, and experience of a different quality, than children and their readiness to learn is linked to tasks associated with their social role and stage of life. 
Through andragogy Knowles (1978, , 1990) and Knowles et al. (1998) identify, amongst other things, key differences in the role of the instructor and the purpose for learning between andragogy and pedagogy. In andragogy teachers guide the learners to their own knowledge rather than supplying them with facts; this approach contrasts with pedagogy where learners rely on the instructor to direct the learning (Green, 1998).
Knowles’ work has been subject to criticism, and his model described as an ideal state (Brookfield, 1994) and that andragogy is less a theory of adult learning than an ideal state for adult learners to be in, being a prescriptive rather than descriptive model.  In support of this assertion the six principles of andragogy have been set out in Figure 2 below, and linked to associated activities and links to other learning theories. 
	Principle


	Activity
	Reference to activity or principle in learning theory

	Needing to know
	Learning needs to be relevant
	Schön (1983), Brookfield (1983)

	Being self directed
	The learner sets the direction for the learning
	Constructivism, Rogers (1969) and Brookfield (1986)

	Prior experiences
	Experiences can be put to use as a resource for learning
	Schön (1983, 1987), Kolb (1984) and Mezirow (1991)

	Readiness to learn
	With maturity learning becomes orientated tasks associated with the development of social roles
	Daloz (1986), 

Pratt (1996)

	Orientation to learning
	As Strategy of problem solving – transformative experience
	Kolb (1984)

	Motivation to learn
	A motivation to learn develops with maturity.  As a result there is a focus on connecting a sense of purpose with a vision of a result
	Maslow (1998) and Locke (1996)


Figure 2 – Correlation between Principles of Andragogy and Learning Theories

As can be seen the principles espoused by Knowles have a substantial degree of correlation with the adult development theories identified by Hansford et al. (2003) below as forming the theoretical foundation for mentoring described in literature.  

In addition Knowles has highlighted, amongst other things, potential differences in the role of the instructor and the purpose for learning in adult education.  Take all these considerations in account, and following Brookfield (1986: 90), the stance I take in respect of andragogy in this research project is that it provides a ‘conceptual anchor’ which may assist in deriving ‘adult teaching behaviours.’

Zanting et al. (2001: 61) support Knowles’ stance on andragogy and note that ‘policy makers and educators are increasingly striving for an increase of self-regulation by the learner and a decrease of external regulation by the teacher.’  This approach is now expressly advocated within the TDA guidelines (2006: 74), which look for providers of ITT to encourage trainee teachers to ‘take responsibility for their own development’.  This seems to suggest that mentors are now expected to operate in a context of andragogy. 
Whilst Hansford et al. (2003) have identified the role of theory within the literature they surveyed I have previously established that mentors receive very little of any training in learning theories.  This suggests that there may be a dichotomy between what mentors actually do, and what they are said to do. In addition I consider one aspect which has seldom been noted in the literature on mentoring is that mentoring is based upon a relationship between two adults.

5. THE MENTOR’S KNOWLEDGE
‘[Mentoring is] a formalised process whereby a more knowledgeable and experienced person actuates a supportive role of overseeing and encouraging reflection and learning within a less experienced knowledgeable person.’  (Roberts, 2000: 162)
Whilst there is agreement within the literature set out above that mentoring is used within education to assist in the transition of student teachers from trainees to professional practice as qualified teachers there is, however, no agreement as to the role of the mentor.  Rather it is left for each HEI Partnership to define the mentor’s role according to the prevailing requirements of the partnership.  

As a consequence Jones et al. (2005) consider that whilst the term ‘mentor’ commonly occurs in practice and in official publications, and thus generates the impression of a general understanding of mentoring, given the lack of agreement as to the role of the mentor and how it is performed, this may in fact not be the case.  This would suggest that within education the term ‘mentor’ is a sliding signifier, having different meanings in different environments and different contexts.

In looking to the ways in which mentors carry out the role of mentor, which has been established to be much wider than merely that of an assessor within a competence based system of ITT, their professional knowledge and the pedagogical strategies they use, have to be considered.  On one hand it is suggested that mentors must possess the craft skills of a teacher, and of knowledge and understanding of both the content of their teaching and the processes they carry out.  Stephens (1996) suggests that this knowledge is derived from mentors’ experience as teachers.  It also proposed by Wilkin (1990), following the work of Kelly (1955) on Personal Construct Theory, that teachers are owners of unique personal theories which are derived from their experiences.  However, Beijaard et al. (2000) notes that teachers’ beliefs act as a ‘filter’ through which their thinking and learning are shaped.

Looking to how teachers develop their practical skills literature (Kagan, 1992, Sugrue, 1997, von Glaserfeld, 1996) suggests that as a part of this process they also need to construct their own model of the world they are facing.  As part of this process their existing ‘lay theories’ have to be deconstructed (Sugrue, 1997: 214).  As a corollary Watson (1994) and Duit (1996) consider that mentors therefore have, as one of their roles, to engage in a process of helping student teachers deconstruct their prior beliefs, and that to help them construct their own professional practice and theories.  Korthagen (1993) suggests that these prior beliefs can be resistant to change.  

It is also pertinent to note that Youens and Bailey (2004) suggest that the basic skills for mentoring, in particular lesson observation and feedback, are ‘largely in place’ in teachers’ ‘routine work’, and thus implicitly gained through their professional practice.

The interaction of these different types of knowledge that the mentor possesses and their sources are set out in Figure 3 below:
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Figure 3 – The Mentor’s Knowledge
Looking to explain this combination of different types of knowledge Oser et al. (2006: 1) state that ‘[E]ach teaching situation … calls for specific professional performances and a bringing together of the know-how with theoretical knowledge.  These performances have to bring in a moment of theory and practice together.’  They suggest no one source, whether theoretical reflections or practice tradition, provide the answer.  This view is supported by Fullan and Hargreaves (2000), who state that:

‘Professional learning is not to be found in a choice between school-based and course-based modes of provision but in an active integration of and synergy between the two.’ (Fullan and Hargreaves, 2000: 52)

It is therefore particularly significant in the context of mentors knowledge that, when describing the basis for the national framework issued by the DfES (2005), Cordingley (2006: 71) states that ‘effective’ mentoring involves ‘developing understanding of the theory that underpins new practice so it can be interpreted and adapted for different contexts.’   She also emphasises that being a mentor involves ‘knowing enough about why things work in different contexts.’

Turning to how mentors gain this knowledge it is possible that they develop distinct strategies, perhaps through their independent ‘professional development through systematic self-study’ (Stenhouse, 1975) when working with student teachers.  
It must also be remembered that the practice of the mentor is not a singly defined phenomenon but has to be considered within the context it exists.  Therefore it has to be considered in the context of mentors’ interactions with the training provided by the HEI Partnership, their knowledge and understanding of the role, portrayed in the pedagogic practices they employ whilst mentoring within schools, as well as their personal perceptions of the role.  

Thus Furlong (2000) sees the fact that the mentor is ‘rooted in one particular context’, as both a strength and a limitation.  He identifies two aspects which, in comparison with the HEI tutor, he sees as a weakness.  These are a lack of working knowledge of a range of contexts and practice, and an inability to draw on knowledge based on research and theory.  He also suggests that they may not subscribe to a culture of self-examination and challenge. 
Having identified that mentoring is important to the professional development of student teachers, and a firm foundation of learning theory is essential to the instruction design used by mentors, concern has been expressed (Glover and Mardle, 1995, Jones et al., 2004) as to the knowledge base of teachers.  These concerns are focussed on mentors’ lack of training in learning theories.  
As has already been noted above the DfES (2001) has now recognised, albeit in a limited way, the relevance of the use of educational theory by mentors within ITT.  This recognition occurs in the context of study support for teachers engaging in teacher training and professional development.  It is also suggested that educational theories relevant to practice and teaching are to be considered as useful sources of design for course content.  

However, mentors appear to be left very much to themselves, with little if any training as mentors, with variable support from others.  It also raises the question of how these mentor teachers, with their knowledge of theory often limited to that required in the school classroom, are equipped to mentor student teachers.

6. RESEARCH DESIGN AND ANALYSIS

6.1 Research Questions

Whilst Hansford et al. (2003) describes the dominant conceptual framework underpinning mentoring as being provided by adult learning theories literature, as set out previously, suggests that mentors appear to have very little training in adult learning theory.  Rather mentors in their training and role as teachers appear to have been strongly influenced by research developed in the context of children learning, with Smythe (1996) stating that:  

‘Teachers and student teachers work in schools within a contextual framework, which has been formed by their own unique life experiences and understandings of pedagogical issues.’ (Smythe, 1996: 4)
Indeed the existence of a dichotomy between the theory underpinning mentoring described in literature and mentors’ professional practice is underlined by Jones et al. (2004), who acknowledge that ‘the theory-practice gap is frequently cited as one of the main challenges to overcome in managing the transition from training to professional practice.’ 

In order to summarise the focus of my research and identify my research questions I have contextualised these issues within Figure 4 below.   The figure, which is to be read from top to bottom, has been split into three parts.  These parts correspond to the elements of my research, firstly the identification of a potential dichotomy between theory and practice in mentoring, secondly my research questions and finally the analysis of my research data.  The figure thus illustrates the phases within my research project.  
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Figure 4 – Contextualised Research Question
I consider that this potential dichotomy is of particular significance given that many mentors have no reason to be familiar with adult learning theory although it is supposed to form the basis for mentoring according to Hansford et al. (2003).   Rather it is possible that mentors develop distinct strategies through their independent ‘professional development through systematic self-study’ (Stenhouse, 1975) when working with student teachers.   

6.2 Research Design

In looking to obtain answers to the contextualised research questions identified above it was necessary to consider an appropriate research design.  Accordingly, reflecting the nature of the study being carried out, in particular that is uses a case study, my research took on an inductive approach, ‘one that reflects the distinctiveness of humans’ (Bryman, 2001: 13) and where the emphasis was on an empathic understanding of human behaviour.  I believe this approach is appropriate as behaviour only be understood from within the context that the participants are working as an ‘understanding of individuals’ interpretations of the world around them has to come from the inside, not the outside’ (Cohen et al., 2002: 19-20).  
Additionally, because my research looks to obtain an understanding of the meaning of human action this suggests, following Schwandt (2001: 213), my inquiry would largely, albeit not exclusively, be of a qualitative nature.  

In following an inductive approach the early phases of my research identified a number of questions, which it sought to answer.  However, in doing so further questions were identified; where these additional questions could not be answered by analysis of the data obtained in that phase of my research they have been used to form the basis for a subsequent phase.  This iterative process continued until all the questions posed during the process of answering my research questions were answered, and the data was saturated.

These phases, and the interaction between and within them, are illustrated in Figure 5 below.  The figure is to be read from left to right, reflecting the timeline and sequence of my research.  As indicated on the key to the chart the rectangular symbols indicate the data collection phases, including any pilot studies, whilst the shaded ellipses indicate the principle data outputs.  The pilot studies and the main data collection phases are separately colour coded so as to differentiate them.  All of the data outputs ultimately lead to a box entitled ‘Analysis and Conclusions’.  
The evolution of my research design has also been assisted by on-going engagement with literature on the areas being studied.
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Figure 5 – Phases of Research

6.3 Method Tools
Whilst the use of method tools as proposed by Cohen et al. (2002: 44) extend the meaning of the term ‘methods’ in educational research to include normative and interpretive paradigms it is the latter approach I wish to focus upon for my research project as it looks into human behaviour using a case study.  
The tools used for my data collection were observation of participants, field-notes, documentary analysis and semi-structured interviews.  By using a variety of tools it was possible to strengthen triangulation  of evidence, as recommended by (Eisenhardt, 2002).
The development of these method tools has been carried out in an iterative, rather than linear, manner.  This has been critical to my understanding of the area being researched.  

In carrying out my research I interviewed participants and analysed their responses.  Where I found gaps or issues emerging that needed further exploration I revised an existing instrument or developed a new one.  Having developed the new instrument, I then went back into the field to the same group of participants to try to get a fuller picture.   It is important to note that the purpose for this iteration was to unearth what was going on within the group being studied, and not to refine their practice

6.4 Documentary Analysis

The initial phase of my research was to review key documents, which set out the framework within which mentors and student teachers operate. These documents consist of ‘Qualifying to teach: Professional Standards for Qualified Teacher Status and Requirements for Initial Teacher Training’ (TDA, 2006b) and the associated handbook of guidance (TDA, 2006a), and  HEI Partnership handbooks.

Whilst the former generally informs the latter, the way in which different HEIs address its requirements vary in detail.  Most mentors do not directly view or use the TTA requirements as they follow the appropriate partnership handbook, which in turn provides much of their instructional design.

6.5 Participant Observations

In the course of my research I observed mentors working with student teachers teaching, mentors weekly meetings with student teachers and mentor training.  As such I derived my initial data from the observation of student teachers and mentors working together in a professional learning context.  This data subsequently assisted in the design of the questions for my semi-structured interviews.  

I chose to observe mentors in schools and in HEIs during mentor training and development as I wished to hear about the personal experiences of mentors as they conversed.  In addition my observations of mentors with other mentors, HEI staff and student teachers, with their natural talk and in various contexts allowed me to remain neutral and reduce bias.  

By following an inductive approach the criteria for my observations were informed by my prior analysis of the HEI partnership course documents and handbooks.  

6.6 Semi-structured Interviews 
A number of different interviews were conducted.  These covered amongst other things biographical details, mentor training and development and understanding of mentoring theory.  By using this tool I was able to obtain an understanding of mentors’ beliefs and to compare mentors within the partnership and across subjects, age, experience as teachers and mentors.  
The framework for the interviews was flexible, not restricting me to one mode of questioning, such that I could use a mix of direct questions and open and more flexible ones.  Within the interviews I sought to minimise the extent that I influenced interviewees, thereby reducing the potential for bias within my research. 
6.6.1 Interviews with heads of PGCE course at HEIs

Semi-structured interviews with heads of PGCE course from two HEI Partnerships were conducted in order to understand the views of the partnership as to their members’ role and method of operating.  The first interview was used as a pilot for the interview schedule.  
These interviews were very important for contextualising the role of the HEI with their Partnerships and of their view of the training and support provided to mentors.  They also clarified the aims of my work, which enabled me to position my subsequent questions to mentors on their strategies more realistically than would have otherwise been the case. 
6.6.2 Interviews with mentors

The mentor teachers used in my study were working in schools in the Midlands of England, which in turn were part of one HEI Partnership.  The mentors were all currently mentoring student teachers from the Partnership.  Some of the schools were also concurrently part of other HEI Partnerships, and as such some mentors attend or have attended training organised by those Partnerships in addition to the Partnerships being studied.  

These interviews were critical to the operationalised questions raised by my research, how they are going to be answered, and in assisting in illuminating the meanings of events in my chosen group, particularly through their own eyes.  20 mentors participated on a voluntary basis in my main study, having been recruited through contact being made at mentor training sessions at the HEI.  Mentors from four subject areas were used.  These areas are humanities (History / English), modern foreign languages (French / German / Spanish), maths and sciences (Biology / Physics / Chemistry).  
6.7 Analysis of Data

In considering the method of the analysis of my data I recognised that it was necessary to reflect the setting and social action under scrutiny, as well my epistemological and ontological perspectives.  I also acknowledged that this data should be treated appropriately so not to induce any skewing of the resulting findings, thus producing a biased research report.  Another consideration was that an in-depth qualitative inquiry is often characterised by participative observations that produce highly detailed, thick descriptions together with semi-structured interviews that encapsulate direct quotations about people’s personal perspectives and experiences.  

Accordingly, following Denzin and Lincoln (2005: 355), my case study has gathered the stories of the participants in my research, i.e. my case, around a common theme, namely the mentors’ use of learning theories as that theme.  In addition, following Boyatzis (1998), I used thematic analysis to describe my observations as it:

‘[A]llows the collection or use of qualitative information in a manner facilitating communication with a broad audience of other scholars or researchers.  … Thematic analysis offers a vehicle for increasing communication in ways that researchers using various methods can appreciate.’ (Boyatzis, 1998: 5)

In describing the benefit of using thematic analysis he states (Ibid: 3) that it enables researchers ‘to see something that had not been evident to others’ as they are able to see ‘a pattern, or a theme, in seemingly random information.’ Having established that I would be looking ‘pattern match’ the question was how to go about this exercise given that: ‘almost certainly there will be many times more data collected than can be analyzed’ (Stake, 1995: 84).   Boyatzis (Op cit: 3) suggests that ‘the next major step, [is] classifying or encoding the pattern’, then developing the codes and finally to interpret the pattern in the context of a theory or conceptual framework.  

As part of my analysis I took care to ensure that the case focussed on the group of mentors being studied and not the Partnership; my objective was to be able to generalise on the group being studied and not the workings of the Partnership.  However, the workings of the Partnership were important for setting the contextual events surrounding the unit of analysis.  

In order to follow a systematic approach, I followed the four guiding principles for the analysis of a case study set out by Yin (1994).  These principles are evidencing that the analysis is based upon all ‘relevant evidence’; including all potential interpretations in the analysis; addressing the most important aspect of the case study; and use by the researcher of their prior expert knowledge to aid their analysis.
Accordingly, I used the themes to learning as a prism for reviewing the literature and the actions of mentors.  This process is set out in Figure 6 below and uses the aspects of the orientations to learning as the basis for coding the literature and data collected from observations and semi-structured interviews.  The use of orientations to learning as the basis for coding assisted in contextualising the findings.
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Figure 6 – Basis for reviewing data
A key component of my data analysis was the inductive process of reviewing the raw data, with no underlying hypothesis, to indicate whether mentors used learning theories.  
In addition, in respect of the semi-structured interviews with mentors, by obtaining personal details and yes/no answers from all mentors for a number of questions, is was possible to carry out statistical analysis of the data using the SPSS software.  This has been of great benefit to my research as it allowed to quantitative comparison of a number of variables.
7 FINDINGS

7.1 Introduction

My findings are in three parts, namely the use of adult learning theories by mentors, what the adult learning theories used were, and of the variations between participants within the case.  These findings are set out below.
7.2 Use of Adult Learning Theories

It quickly became apparent that mentors had no reason to be familiar with adult learning theories.  Indeed from my observations of mentor training there was no intention on the part of the Partnership that they be provided with any substantive training in these theories.
This was subsequently confirmed during the semi-structured interviews with the mentors when they almost universally acknowledged that they had limited training in learning theories, particularly adult learning theories.  However, few mentors considered this knowledge to be either important or necessary for their role.  Instead they stated that most of their knowledge largely came their own practical experiences, both as student teachers and as practicing teachers.   
Mentors were unanimous in identifying their professional practice as teachers as their primary source of training and knowledge for their role as mentors.  The only variance between mentors appeared to be the extent to which they relied upon their professional practice.  Some mentors stated they relied upon it wholly whilst others regarded it as the “first port of call” or the starting point for working with student teachers. 
Many mentors found their experience as student teachers to be one of the most important elements of preparation for their role as mentors, albeit less important than their professional practice.  From my analysis of their interviews I concluded that the style of their own mentor or school experience had deep and significant impacts on the attitudes of mentors.  Two examples typify this.  This first being a female mentor who stated that she still remembered what she liked about the people who mentored her, and that she tried to bring aspects of what she liked from that time into her mentoring.  Similarly an older male mentor stated that he always remembered the bad things which he tried not to forget so as not to replicate them.  

However, some older mentors found their experience as student teachers less relevant, with one saying she only vaguely remembered that experience as it was approximately 25 years since she had been a student teacher.  
In contrast Mentors gave a mixed response as to the usefulness of mentor training to their role as a mentor.  About one half of the mentors considered that they had not received any relevant training, whilst two others considered that it only informed the administrative side of their role.  

The majority of mentors stated that they did not read anything on mentoring, and in large part this was a consequence of time pressure, although one said he actively avoided it unless it was in the workplace.  

Only one mentor said she kept up with the educational press, in particular the TES, and read what was available.  However, she also stated that the best experience was in school.  A further mentor stated that he would “read up when I need to.”

Only two mentors specifically made mention of literature as an influence, one of whom stated that this was part of an MA in Educational Leadership course she was taking.  The other mentor had been influenced by her husband's training, and as a consequence read about teaching, learning styles and assessment for learning.  She found this material interesting and relevant, but noted that as a mentor in school she was not aware of the recommended reading list for student teachers at university.  

As with literature, mentors were divided as to the usefulness, if any, of theory to their role as a mentor.  The majority stated that they did not use theory as part of their mentoring.   At one end of the scale a mentor (Andrew Vintner) said that he doubts whether he referred to any theory as his work as a mentor was so “experienced based.”  
 

It thus appeared logical to conclude that mentors would have no reason to be familiar with adult learning theories or to use them.  However, by detailed analysis of their descriptions of the role of the mentor, of the strategies they used, and to their views on learning by student teachers it was possible to conclude that virtually all mentors employed aspects of a number of adult learning theories.  Notwithstanding this there were significant differences within the case as to what theories were used.
7.3 What Adult Learning Theories?

Being strongly driven by their own practical experiences, both as teachers and student teachers, mentors placed an emphasis on student teachers learning through personal experience.  A consistent pattern of practice across the mentors interviewed was recorded, with the consistency almost certainly due to the Partnership working to national standards and criteria for ITT, as set by the TDA.  
This pattern started with the student teachers observing the mentor and other experienced teachers, and often included the modelling of good practice by the mentors, followed by the student teacher teaching, feedback and discussion on the lesson taught by the student teacher, and finally reflection by the student teacher on the lesson that they had taught.  This was usually followed by further teaching by the student teacher, and further feedback and discussion with the mentor.

This approach to development of the student teachers described by mentors is consistent with that described in Kolb’s (1984) model, with its use of Lewin's cycle of adult learning.  This model, would suggest in the context of this research that the mentor has to 'chase' the learner around the cycle, asking questions to encourage reflection, conceptualisation and ways of testing ideas.  The concrete experience, i.e. teaching by the student teacher, would occur during the student teacher’s teaching session.

The cycle of observation, teaching, feedback and support described above by the mentor teachers interviewed in large part echoed the findings of (Cochran-Smith and Paris, 1995), when they identified one way in which the apprenticeship model was applied in the United States.  They observed that this consisted of a:

‘'personal relationship' in which 'instruction and guidance' are provided so that the beginner achieves 'a practical working command of what is known about how to teach effectively'. The mentor's role … is defined by a list of activities including orienting the beginner to district and school 'policies, procedures and expectations', and providing 'feedback, coaching and support'.  The interactions between mentors and beginners are expected to be sensitive, non-judgmental and supportive, and it specified that they are intended to focus on the beginners' classroom performance.’  Cochran-Smith and Paris (1995; 183)

In addition, when taken with the deliberate siting of the majority of ITT within the school environment there a strong linkage to legitimate peripheral participation (Lave and Wenger, 1991), in which there is an initial form of membership characteristic of a community such as teachers.  In such circumstances acceptance by, and interaction with, acknowledged adept practitioners makes learning legitimate and of value from the point of view of the apprentice.  More generally, by learning in practice, ‘apprentice learners’ know there is a field for the mature practice of what they are learning to do. To be able to participate in a legitimately peripheral way entails that newcomers have broad access to arenas of mature practice.

This also corresponds with the findings of Furlong and Maynard (1993), who state that mentors often use an apprenticeship model, and of Furlong (2000), who sees the opportunity to learn through the apprenticeship of collaborative teaching as one of the strengths of school-based teacher education programmes.  This also fits a competence based system of ITT and should not be surprising given the emphasis over the last 15 years on school based training for student teachers, and the constant message that teachers should be ‘reflective practitioners’.
In addition many of the mentors looked to take a developmental role in relation to student teachers’ pedagogical skills, with their input and its nature varying according to the individual student teacher.  A common aspect to the interviews was the expectation that the mentor’s role would change over time from leading the student teacher to one in which they took more of a ‘back seat role’, progressively allowing the student teacher more independence as the student teacher gained in experience and confidence.  Significantly mentors would expect a far greater degree of independence to be shown by student teachers than even the oldest of those taught in the schools, with one mentor emphasising that 'they are encouraged to take responsibility for their own development.’
Furthermore the progressive development of student teachers’ capabilities by mentors appeared to follow the practice recommended by Tomlinson (1998: 13), who states that ‘the acquisition of practical capability requires cycles of plan-attempt-feedback-replan, a process which when done with the same action unit tends to produce a gradual tuning … that makes it accurate, economical and intuitive.’ 
Accordingly, my research shows that mentors apply the principles of adult learning theories, the most prominent of which are :
· Adult Development Theory.  Clear links can be established to experiential learning (Kolb, 1984), which was seen as very important, to support and Challenge (Daloz, 1984), and facilitation (Brookfield, 1986).
· Reflective Coaching.  Reflection (Schön, 1984) was seen as being very important.
· Apprenticeship Model.  Role modelling (Maynard and Furlong, 1993), and situated learning (Vygotsky) were also seen as very important.
7.4 Variation within the Case

Whilst the use of adult learning theories was established variations within the case were identified.  It should be noted that, given the small size of the sample, that these findings are limited to the case being studied and are not generalisable.  The use of adult learning theories varied by age of mentor, experience as a teacher, experience as a mentor, and by subject taught.
Some statistically significant examples of variations in the use of adult learning theories within the case are: 
· varied according to the needs and development of individual student teachers.
· varying according to the age of mentors, with all young mentors role modelling, but only half of older mentors.
· varying according to the amount of experience as mentors, with 66% of less experienced mentors looking to support student teachers, but only 13% of more experienced mentors doing so. 

· varying according to subjects taught, with 63% of humanities and MFL teachers looked to support STs, but only 33% of maths and sciences teachers.
8 CONCLUSION
From my research I conclude that mentors apply the principles of a number of adult learning theories, in particular adult development theories, much as described in the literature identified by Hansford et al. (2003).  However, how these principles are applied varies according to the context and the mentor.  
This is consistent with the findings of Furlong and Maynard (1995) who identified that mentoring is dynamic, moving and changing, and as student teachers’ needs vary and change, mentor’s strategies, and thus the use of learning theories, vary accordingly.  

It is noteworthy that what is perceived by mentors to work best for the student teachers is instructional design based on a fusion of learning theories, reflecting the suggestion by Schwier (1995) that: 

‘We must allow circumstances surrounding the learning situation to help us decide which approach to learning is most appropriate. ’ (Schwier, 1995: 119)
In addition it is significant that the use of learning theories varied according to knowledge of individual mentors, which in turn was largely based upon their practical knowledge, and their age and teaching experience.  Specific differences identified within the case were that:

· Older mentors were likely to be more aware of and use espoused theory.
· Strategies, and thus ALT, vary with teaching experience 

· Distinct difference occurred between humanities and MFL teachers on one hand, and maths and sciences teachers

Turning to the source of the adult learning theories used and given that mentors are not generally trained in adult learning theories this would suggest they acquire the principles by other means.  Given their strong reliance on their personal experiences, first as student teachers and then as teachers, I am led to conclude that they develop their own theories or ‘personal constructs’ (Kelly, 1955).  This is consistent with the work of Stenhouse (1975) suggest that a person can construct their own meanings through ‘systematic self study’ and of Furlong (2000), who proposes that student teachers can develop their own theories of teaching.  

This conclusion, and the findings as to a variation in the application in learning theories according to age and experience, is further supported by the work of Beijaard et al. (2000) who suggest that teacher’s beliefs can act as filters through which their thinking is shaped.
References

APPLIED_RESEARCH_LABORATORY, Penn State University.

ATHERTON, J. S. (2003) Learning and Teaching: Reflective Practice. Reflective Practice (UK).

AWAYA, A., MCEWAN, H., HEYLER, D., LINSKY, S., LUM, D. & WAKUKAWA, P. (2003) Mentoring as a Journey. Teaching and Teacher Education, 19, 45-56.

BEIJAARD, D., VERLOOP, N., WUBBELS, T. & FEIMAN-NEMSER, S. (2000) The Professional Development of Teachers. IN SIMONS, R.-J., LINDEN, J. V. D. & DUFFY, T. (Eds.) New Learning. Dordrecht, Kluwer Academic.

BOYATZIS, R. E. (1998) Transforming qualitative information; Thematic analysis and code development, Thousand Oaks, CA, Sage.

BROOKFIELD, S. (1983) Adult Learning, Adult Education and the Community, Milton Keynes, Open University Press.

BULLOUGH, R. V., CLARK, D. C. & PATTERSON, R. S. (2003) Getting in Step: Accountability, accreditation and the standardization of teacher education in the United States. Journal of Education for Teaching, 29, 35-51.

BUTCHER, J. (2002) A Case for Mentor Challenge? The Problem of Learning to Teach Post-16. Mentoring & Tutoring, 10, 197-220.

CLUTTERBUCK, D. (1985) Everyone Needs a Mentor, Chartered Institute of Personnel & Development.

COCHRAN-SMITH, M. & PARIS, C. (Eds.) (1995) Mentors and Mentoring: Did Homer have it right?, London, Cassell.

COHEN, L., MANION, L. & MORRISON, K. (2002) Research Methods in Education, New York, NY, Routledge Falmer.

CUREE (2004) DfES National CPD Strategy: Mentoring Coaching Consultation Seminars' Report. Coventry, The Centre for the Use of Research and Evidence in Education.

DALOZ, L. A. (1986) Effective Teaching and Mentoring Realizing the Transformational Power of Adult Learning Experiences, San Francisco, CA, Jossey-Bass.

DENZIN, N. K. & LINCOLN, Y. S. (2005) Handbook of Qualitative Research, Thousand Oaks, Sage.

DES (1992) The Reform of Initial Teacher Training. London, HMSO.

DEWEY, J. (1959) School and Society, Chicago, IL, Phoenix Books, University of Chicago Press Edition.

DFEE, D. F. E. E. (1998) Circular 4/98 - Standards for the Award of Qualified Teacher Status Teaching: High Standards, High Status. IN TTA, T. T. A. (Ed.) London, HMSO.

DFES, D. F. E. S. (2001) Study Support in Teacher Training and Professional Development. HMSO, London.

DFES, D. F. E. S. (2005) National Framework for Mentoring and Coaching. IN TDA, T. T. D. A. (Ed.), HMSO, London.

DUIT, R. (1996) Learning Science in the schools: research reforming practice, Mahwah, NJ.

EDWARDS, A. & COLLISON, J. (1996) Mentoring and Developing Practice in Primary Schools, Buckingham, Open University Press.

EISENHARDT, K. M. (2002) Building Theories from Case Study Research. IN HUBERMAN, A. M. & MILES, M. B. (Eds.) The Qualitative Researcher's Companion. Thousand Oaks, CA, Sage Publications.

ELIAS, J. L. & MERRIAM, S. B. (1995) Philosophical foundations of adult education, Malabar, FLA., Krieger Publication.

ELLIOTT, B. (1995) Developing Relationships: Significant episodes in professional development. Teachers and Teaching: Theory and Practice, 1, 247-264.

ELLIOTT, B. & CALDERHEAD, J. (1994) Mentoring for Teacher Development: Possibilities and Caveats. IN MCINTYRE, D., HAGGER, H. & WILKIN, M. (Eds.) Mentoring: Perspectives on school-based teacher education. London, Kogan-Page.

FLETCHER, S. (2000a) Competence-based Assessment Techniques, London, Kogan Page.

FLETCHER, S. (2000b) Mentoring in Schools, Kogan Page, London.

FLETCHER, S. (2004), MentorResearch.net website.

FURLONG, J. (2000) School Mentors and University Tutors: Lessons from the English Experiment. Theory into Practice, 39, 12-19.

FURLONG, J. & MAYNARD, T. (1995) Mentoring student teachers: The growth of professional knowledge, London, Routledge.

GIBB, S. (1999) The usefulness of theory: a case study in evaluating formal mentoring schemes. Journal of Human Relations, 52(8), 1055-1075.

GLOVER, D. & MARDLE, G. (1995) The Management of Mentoring Policy Issues, London, Kogan Page.

GREEN, J. (1998) Andragogy: Teaching Adults. IN HOFFMAN, B. (Ed.) Encyclopaedia of Educational Technology. San Diego, CA, San Diego State University.

HANSFORD, B., TENNENT, L. & EHRICH, L. C. (2003) Educational Mentoring: Is it worth the effort? Education Research and Perspectives, 30.

HAWKEY, K. (1997) Roles, responsibilities and relationships in mentoring: A literature review and agenda for research. Journal of Teacher Education, 48, 325-335.

HAWKEY, K. (1998) Mentor Pedagogy and Student Teacher Professional Development: A study of two mentoring relationships. Teaching and Teacher Education, 14, 657-670.

HEALY, C. C. & WELCHERT, A. J. (1990) Mentoring relations: A definition to advance research and practice. Educational Researcher, 19 (9), 17-21.

HILL, D. (2001) State Theory and the Neo-Liberal Reconstruction of schooling and Teacher Education: A structuralist neo-Marxist critique of postmodernist, quasi-postmodernist, and culturalist neo-Marxist theory. British Journal of Sociology of Education, 22, 135-155.

JACOBI, M. (1991) Mentoring and undergraduate academic success: A literature review. Review of Educational Research, 61 (4), 505-532.

JONES, M., BROWN, J., CHAPMAN, T., MORGAN, J., NETTLES, P. & SMITH, L. (2005) The mentoring chameleon - A critical analysis of mentors’ and mentees’ perceptions of the mentoring role in professional education and training programmes for teachers, nurses, midwives and doctors’. British Educational Research Association Conference (BERA). University of Glamorgan, published at http://www.education-line@leeds.ac.uk/.

JONES, M., FOSTER, R., GROVES, J., PARKER, G., STRAKER, K. & RUTTER, T. (2004) How do mentors know what they know? An investigation into mentors' professional knowledge base. British Educational Research Association Conference. UMIST, Manchester.

KAGAN, D. M. (1992) Professional growth among pre-service and beginning teachers. Review of Educational Research, 62, 129-169.

KELLY, G. (1955) The psychology of personal constructs, Volumes 1 & 2, New York, Norton.

KNOWLES, M. (1978) The Adult Learner: A Neglected Species, Houston, TX, Gulf Publishing Company.

KNOWLES, M. (Ed.) (1984) Andragogy in Action, San Francisco, CA, Jossey-Bass.

KNOWLES, M. (1990) Fostering competence in self-directed learning. IN ASSOCIATES, R. M. S. A. (Ed.) Learning to Learn Along the Lifespan. San Francisco, CA, Jossey-Bass.

KNOWLES, M., HOLTON III, E. & SWANSON, R. (1998) The adult learner: The definitive classic in adult education and human resource development, Houston, TX, Gulf Publishing Company.

KORTHAGEN, F. A. J. (1993) Two modes of reflection. Teaching and Teacher Education, 9, 317-326.

KWO, O. W. Y. (1994) Towards Reflective Teaching: Curriculum development and action research. IN LI, D. C. S., MAHONEY, D. & RICHARDS, J. C. (Eds.) Exploring Second Language Teacher Development. Hong Kong, City Polytechnic of Hong Kong.

LAVE, J. & WENGER, E. (1991) Situated Learning: legitimate peripheral participation, Cambridge, Cambridge University Press.

MAYNARD, T. & FURLONG, J. (1993) Learning to teach and models of mentoring. IN MCINTYRE, D., HAGGER, H. & WILKIN, M. (Eds.) Mentoring: Perspectives on School-Based Teacher Education. London, Kogan Page.

OECD (2003) Beyond Rhetoric: Adult learning policies and practices. Paris, Organisation for Economic Co-operation and Development.

OSER, F. K., ACHTENHAGEN, F. & RENOLD, U. (2006) Competence Orientated Teacher Training, Rotterdam, Sense Publishers.

PAJARES, M. F. (1992) Teachers' Beliefs and Educational Research: Cleaning Up a Messy Construct. Review of Educational Research, 62, 307-332.

PIAGET, J. (1971) Science of Education and the Psychology of the Child, London, Longman Group.

ROBERTS, A. (2000) Mentoring Revisited: A phenomenological reading of the literature. Mentoring & Tutoring, 8, 145-170.

SCHÖN, D. (1987) Educating the Reflective Practitioner: Toward a new design for Teaching and Learning in the Professions, San Francisco, CA, Jossey-Bass.

SCHÖN, D. A. (1983) The Reflective Practitioner: How Professionals Think in Action, London, Maurice Temple Smith.

SCHWANDT, T. A. (2001) Dictionary of Qualitative Inquiry, Thousand Oaks, CA, Sage Publications.

SCHWIER, R. A. (1995) Issues in emerging interactive technologies. IN ANGLIN, G. J. (Ed.) Instructional Technology: Past, Present and Future. Second ed. Englewood, CO, Libraries Unlimited.

SMYTHE, J. (1996) Developing and sustaining critical reflection in teacher education. Journal of Teacher Education, 40, 2-9.

STAKE, R. E. (1995) The Art of Case Study Research, Thousand Oaks, CA, Sage Publications.

STENHOUSE, L. (1975) An Introduction to Curriculum Research and Development, London, Heinemann Books.

SUGRUE, C. (1997) Complexities of teaching: child centred perspectives, London, Falmer Press.

TDA (2006a) Qualifying to Teach: Handbook of guidance. London, TDA.

TDA (2006b) Qualifying to teach: Professional Standards for Qualified Teacher Status and Requirements for Initial Teacher Training

London, TDA.

TOMLINSON, P. D. (1995) Understanding Mentoring, Buckingham, Open University Press.

TOMLINSON, P. D. (Ed.) (1998) Teacher education and psychologies of skill, London, Whurr Publications.

TTA (2002) Qualifying to teach: Professional Standards for Qualified Teacher Status and Requirements for Initial Teacher Training. London, TTA.

TTA (2003) Qualifying to Teach: Handbook of guidance. London, TTA.

VON GLASERFELD, E. (1996) Introduction: Aspects of constructivism. IN FOSNOT, C. T. (Ed.) Constructivism: Theory, perspectives and practice. New York, NY, Teachers College Press.

WATSON, A. (1994) A Mentor's Eye View. IN JAWORSKI, B. & WATSON, A. (Eds.) Mentoring in Mathematics Teaching. Basingstoke, London, Burgess Science Press.

WILKIN, M. (1990) The development of partnership in the United Kingdom. IN BOOTH, M., FURLONG, J. & WILKIN, M. (Eds.) Partnership in Initial Teacher Training. London, Cassell.

YOUENS, B. & BAILEY, M. (Eds.) (2004) The Impact of Quality Assurance on Mentor Training in Initial Teacher Education Partnerships: A UK Perspective.

ZANTING, A., VERLOOP, N. & VERMUNT, J. D. (2001) Student teachers' beliefs about mentoring and learning to teach during teaching practice. British Journal of Educational Psychology, 71, 57-80.







� EMBED Excel.Sheet.8  ���








[image: image5.wmf]

MENTORING



LITERATURE

Mentoring 

underpinned by 

ALT

(Hansford 

et 

al.

, 2003)

CURRENT

PRACTICE



Mentor 

Training not 

underpinned by  

ALT

(Observations)

Potential 

Dichotomy 

between literature 

and practice

Do mentors 

develop 

their 

own theory?

(Stenhouse, 

1975)



Degree of correlation 

between mentoring and 

Learning Theories



Are principles 

of LTs 

recognisable in 

practice ?

_1252527376.xls
Sheet1

		



MENTORING

LITERATURE

Mentoring underpinned by ALT
(Hansford et al., 2003)

CURRENT
PRACTICE

Mentor Training not underpinned by  ALT
(Observations)

Potential Dichotomy between literature and practice

Do mentors 
develop their 
own theory?
(Stenhouse, 1975)

Degree of correlation between mentoring and Learning Theories

Are principles of LTs recognisable in practice ?




