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Abstract

In several countries, the schools’ responsibilities in preparing student teachers for their future work have
increased over the last decade (Sandvik et al., 2019). In cooperation with the universities, school mentors
are expected to set an example of how to teach pupils and use appropriate teaching practices in lessons.
School mentors are expected to be capable of choosing teaching practices that achieve several educational
goals and to connect student teachers’ theoretical concepts with practical training. However, not all
school mentors are sufficiently prepared to supervise students and many do not appreciate the importance
of their role in training future teachers. The purpose of the present study was to investigate Estonian
school mentors’ teaching and supervising goals when they teach pupils and supervise student teachers as
well as to identify how teachers in the role of mentors understand university expectations. The sample
included 16 teachers, all of them had supervision experience with student teachers and they all taught
various subjects at university teacher training schools (in grades 1 to 6). Observations and stimulated
recall interviews were used to collect the data. Thematic analysis indicated that teachers have difficulty
establishing goals for themselves as teachers and mentors. The results demonstrated that Estonian school
mentors have the challenge of combining two responsibilities: how to maintain balance between their
teaching and supervising. It also appeared that mentors did not perceive clearly what universities expected
from them as supervisors and, therefore, relied rather on their personal perception and experience than a
clear knowledge of their supervision goals. Mentors” main goal in model lessons for student teachers was
to establish good teaching experience. To conclude, it is necessary to encourage cooperation between
teachers and universities and support mentors’ professional development.
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thematic analysis.

1. Introduction

Transforming teacher education from university to a school-based system heightens the teachers’
and school mentors’ responsibility to prepare student teachers for their future work (White, Dickerson,
& Weston, 2015). School mentors who supervise student teachers’ school practice are expected to set an
example of how to teach pupils and use appropriate teaching practices (Cohen, Hoz, & Kaplan 2013), to
be capable of choosing practices that achieve several goals and to connect student teachers’ theoretical
concepts with practical training (Clarke, Triggs, & Nielsen, 2014). Teachers may establish different goals
for their teaching; for example, some might focus on motivating pupils and developing their social skills
(Mansfield & Beltman, 2014; Vaughn, 2014) or recognising a pupil’s individuality and personal
achievements (Deemer, 2004); others might concentrate on national curriculum performance (Kuzborska,
2011). Furthermore, school mentors should support student teachers in obtaining a set of core practices
for teaching, e.g., developing a classroom culture, learning about pupils, planning lessons, and leading
classroom discussions (Grossman, Hammerness, & McDonald, 2009).

Although, the school mentors must be prepared to perform two roles: teaching subject to their
pupils and supporting a future teacher’s teaching competencies (Langdon, 2017; White, 2014), not all of
them are sufficiently prepared to supervise and many do not appreciate the importance of their role in
training future teachers. Moreover, some teachers have referred to the lack of time needed to supervise
students (Hodgson, 2014) and some of them prioritise the pupils’ academic progress over supervising
student teachers (Ambrosetti, 2014; Jaspers et al., 2014). To achieve initial training requirements, school



mentors should be familiar with university expectations of them as supervisors (Butler & Cuenca, 2012)
and receive training in supervising from universities (Ng & Chan, 2012).

Based on the overview of previous studies and educational documents the universities expect
from school mentors setting good teaching examples (Cheng, Cheng, & Tang, 2010), helping students to
prepare and to carry out trial lessons (Butler & Cuenca, 2012), and providing students with feedback on
their teaching (TU Pedagogicum, 2019). University expectations may also depend on how the school
practice is organised and how particular the roles of school mentor are in conducting the school practice.
If the students’ school practice is carried out at the same time as their studies and during the whole period
of their studies, then contacts with school mentors are frequent and their responsibility in the process of
shaping student teachers is rather substantial (Eurydice, 2012). School mentors may not understand
exactly how they should support students during school practice (Van Velzen & Volman, 2009) and they
tend to set aside supervising of students (Clarke et al., 2014).

2. Objectives

Little is known about the teaching goals of teachers, who perform two roles: first, teach pupils,
and second, supervise and set an example of teaching for future teachers during their school practice
(Ambrosetti 2014; Sandvik et al. 2019). The purpose of the present study was to investigate Estonian
school mentors’ teaching and supervising goals when they teach pupils and supervise student teachers as
well as to identify how teachers in the role of mentors understand university expectations. To achieve the
objective, two research questions were asked.

RQ1: How do school mentors explain and clarify their teaching and supervising goals,
established for supervising student teachers during in-school training?

RQ2: How do teachers perceive university expectations of them when they perform the role of
school mentors?

3. Method

In the present research, a comprehensive identification of the dual role of school mentors was
studied. In order to describe the teaching and supervision goals of school mentors and determine how they
apply teaching practices and interpret them in the context of supervising student teachers, observations
and stimulated recall interviews were used. The data collection process contained three stages: 1) school
mentors’ lessons were observed and recorded, 2) recorded situations were selected for stimulated recall
interviews (SRIs), and 3) based on the teachers’ video-recorded lessons stimulated recall interviews
(SRIs) were conducted. Using an inductive approach, the coding process was elaborated, and sub-themes
and themes were identified (Braun & Clarke, 2006).

3.1. Sample

Based on purposeful sampling, 16 teachers were selected from previous studies (Salo et al.,
2015; Uibu et al., 2017). The choice of teachers was based on three criteria. First, they taught various
subjects in grades 1 to 6. Second, they had supervision experience with future teachers (min = 1 year,
max = 30 years). Third, they had participated in a one-year mentor training program for school mentors,
organized by the universities. Teachers’ average age was 47 years (min = 32, max = 63) and their
teaching experience varied from 7 to 40 years.

3.2. Instruments

Observations. The authors compiled the observation sheet describing 18 teaching practices
aimed at 18 pupils’ cognitive and social development goals. The observation criteria included individual
and collaborative practice according to pupils’ cognitive and social development. All the practices that
teachers used during the introduction, body and end of lessons were video recorded and noted in the
checklist. Thereafter, two situations were chosen, one of them contained practices supporting pupils’
cognitive development, the other included example of social development (Lyle, 2003).

Stimulated recall interview (SRI). The SRI was compiled based on the teachers’ video-recorded
lessons and focused on stimulating class situations. Topics for the interview were chosen according to the
results of earlier studies and the aims of the present study. The interview consisted of 12 questions
covering topics related to the teachers’ goals in teaching pupils, supervising student teachers and
university expectations. Teachers were encouraged to explain their teaching practices in relation to
supervising student teachers (How could this practice be useful to pupils?) and perceptions about



university expectations (What do you think the university expects of you as a supervisor?). Thematic
analysis was implemented to examine the teachers’ teaching and supervising goals. To ensure
trustworthiness of the study double-coding was used and inter-coder reliability coefficient Cohen’s kappa
was calculated for the topics of supervising practices (k ranged from 0.74 to 1.00).

4, Discussion

Thematic analysis indicated that teachers have difficulty establishing goals for themselves as
teachers and mentors. The goals that teachers set on supervision depend on several factors. They might
arise partly from the teachers’ understanding of what universities expect from them as mentors
(Uusimaki, 2013). If mentors have not been adequately trained and supported, they determine supervision
goals according to their understandings and skills, and this may lead to results that do not satisfy future
teachers (Butler & Cuenca, 2012). Nevertheless, teachers considered most important the setting of the
pattern of carrying out lessons by using teaching practices and communicating with pupils. It was
assumed that students can get acquainted with the best practices in lessons given by school mentor who
have good teaching skills. School mentors reported it important to support future teachers during teaching
as, student teachers should have the chance to show during the school practice that they are able to make
teaching-related decisions and take responsibility. Mentors also aimed to observe how students cope with
planning and carrying out the teaching process and giving advice to students. However, evaluation of
student teachers’ actions, were somewhat put aside because school mentors felt uncertain in these areas.
They thought that giving negative feedback was necessary, but they were afraid that their criticism would
influence the students’ future teaching practices. When setting goals for their supervision, school mentors
wanted to ensure that student teachers learned how and what to teach during their school practice.

Our study showed that in Estonia, similar to other countries (Jenset et al., 2018), one of the
problems with supervising future teachers is that school mentors do not explain to students how they
should analyse pupils’ development. Due to the fact that teachers think that it is their responsibility to
monitor the professional development of future teachers (Ambrosetti, 2014), they focus on how the
students perform in lessons (Hall et al., 2008). Although, student teachers are interested in the application
of different teaching practices which will improve their teaching skills (Cohen et al., 2013), school
mentors focus on practical advice when giving feedback to student teachers. The reason might be that
mentors are not in command of the theoretical educational terminology (Van Velzen, 2013). Also, school
mentors fail to explain to student teachers how pupils learn during the learning process. The analysis of
lessons carried out together with student teachers helped them to give meaning to their actions. The same
tendency was also referred by White and her colleagues (2015).

Answering to the second research question, how do teachers perceive university expectations of
them when they perform the role of school mentors, has indicated that school mentors did not know
exactly what universities expect from them. The first reason why they were unsure about the university
expectations might be limited cooperation with the universities. In concordance with previous studies
(Hodgson, 2014; Van Velzen et al., 2012), the mentors referred to a lack of time as a factor that hinders
cooperation between schools and universities. Another reason might be a lack of clearly formulated
requirements for supervisors. Although mentors were unsure about university expectations, they figured
that universities expect them to help students to connect their theoretical knowledge with the practical
experience of teaching. Based on previous research the one other reason might be that universities do not
pay enough attention to identifying the training needs of teachers who supervise students during their
school practice (Ambrosetti, 2014; Young & MacPhail, 2014). In their study, O’Dwyer and Atl (2015)
highlighted that teachers need more support than just passing a training programme, because many
questions emerge during the real process of supervision.

5. Conclusions

School mentors have many responsibilities; for example, guiding student teachers in planning
and carrying out lessons, setting the pattern of teaching in model lessons and giving feedback on the
students’ performance (Clarke et al., 2014; Cohen et al., 2013). The results demonstrated that Estonian
school mentors have the challenge of combining two responsibilities: how to maintain balance between
their teaching and supervising. Mentors’ main goal in example lessons for student teachers was to
establish good teaching experience. However, when setting an example for student teachers, teachers
should pay more attention to teaching practices that support the comprehensive development of pupils.
School mentors admitted that supervising student teachers is a bidirectional process which, in addition to
the development of students, improves the teachers’ knowledge about teaching.



It also appeared that mentors did not perceive clearly what universities expected from them as
supervisors and, therefore, relied rather on their personal perception and experience than a clear
knowledge of their supervision goals. Teachers perceive university expectations better, and feel more
confident when supervising students, if universities have involved them in the research and development of
teacher education. Thus, school mentors need more support from the universities during the students’
school practice. The universities should clearly express their expectations to teachers who supervise
student teachers and provide them with back-up materials.

References

Ambrosetti, A. (2014). Are You Ready to be a Mentor? Preparing Teachers for Mentoring Pre-Service
Teachers. Australian Journal of Teacher Education, 39(6), 30—42.

Butler, B. M., & Cuenca, A. (2012). Conceptualizing the Roles of Mentor Teachers in Student Teaching.
Action in Teacher Education, 34(4), 296-308.

Cheng, M. M., Cheng, A. Y., & Tang, S. Y. (2010). Closing the Gap between the Theory and Practice of
Teaching: Implications for Teacher Education Programmes in Hong Kong. Journal of Education
for Teaching, 36(1), 91-104.

Clarke, A., Triggs, V., & Nielsen, W. (2014). Cooperating Teacher Participation in Teacher Education:
A Review of the Literature. Review of Educational Research, 84(2), 163-202.

Cohen, E., Hoz, R., & Kaplan, H. (2013). The Practicum in Preservice Teacher Education: A Review of
Empirical Studies. Teaching Education, 24(4), 345-380.

Deemer, S. (2004). Classroom Goal Orientation in High School Classrooms: Revealing Links between
Teacher’s Beliefs and Classroom Environments. Educational Research, 46(1), 73-90.

Eurydice. (2012). The European Higher Education Area in 2012: Bologna process implementation report.
Brussels, Education, Audiovisual and Culture Executive Agency.

Grossman, P., Hammerness, K., & McDonald, M. (2009). Redefining teaching, re-imagining teacher
education. Teachers and Teaching: theory and practice, 15(2), 273-289.

Hall, K. M., Draper, R. J., Smith, L. K., & Bullough, R. V. (2008). More Than a Place to Teach: Exploring
the Perceptions of the Roles and Responsibilities of Mentor Teachers. Mentoring & Tutoring:
Partnership in Learning, 16(3), 328-345.

Hodgson, J. (2014). Surveying the Wreckage: The Professional Response to Changes in Initial Teacher
Training in the UK. English in Education, 48(1), 7-25.

Jaspers, W. M., Meijer, P. C., Prins, F., & Wubbels, T. (2014). Mentor Teachers: Their Perceived
Possibilities and Challenges as Mentor and Teacher. Teaching and Teacher Education, 44, 106-116.

Jenset, I. S., Klette, K., & Hammerness, K. (2018). Grounding Teacher Education in Practice around the
World: An Examination of Teacher Education Coursework in Teacher Education Programs in
Finland, Norway, and the United States. Journal of Teacher Education, 69(2), 184-197.

Kuzborska, 1. (2011). Links between Teachers’ Beliefs and Practices and Research on Reading. Reading
in a Foreign Language, 23(1), 102-128.

Langdon, F. J. (2017). Learning to Mentor: Unravelling Routine Practice to Develop Adaptive Mentoring
Expertise. Teacher Development, 21(4), 528—546. doi:10.1080/13664530.2016.1267036.

Lyle, J. (2003). Stimulated Recall: A Report on Its Use in Naturalistic Research. British Educational
Research Journal, 29(6), 861-878.

Mansfield, C. F., & Beltman, S. (2014). Teacher Motivation from a Goal Content Perspective: Beginning
Teachers’ Goals for Teaching. International Journal of Educational Research, 65, 54—64.

Ng, S., & Chan, E. (2012). School-University Partnership: Challenges and Visions in the New Decade.
Global Studies of Childhood, 2(1), 38—56. doi:10.2304/gsch.2012.2.1.38.

Salo, A., Uibu, K., Ugaste, A., & Rasku-Puttonen, H. (2015). Student-Teachers’ And School-Based
Teacher Educators’ Beliefs About Teaching Practices and Instructional Goals. Procedia-Social and
Behavioral Sciences, 191, 2203-2212.

Sandvik, L., Solhaug, V., T., Lejonberg, E., Elstad, E., & K. A. Christophersen, K. A. (2019). Predictions
of School Mentors’ Effort in Teacher Education Programmes. European Journal of Teacher
Education, 42(5), 574-590. doi:10.1080/02619768.2019.1652902.

TU Pedagogicum. (2019). Tartu Ulikooli pedagoogilise praktika tildjuhend. [General Guides to
Pedagogical Practice; in Estonian]. Retrieved from
https://www.pedagogicum.ut.ee/et/opetajakoolitus/leping-juhend-praktikaasutustele



Uibu, K., Salo, A., Ugaste, A., & Rasku-Puttonen, H. (2017). Beliefs about Teaching held by Student
Teachers and School-Based Teacher Educators. Teaching and Teacher Education, 63, 396-404.

Uusimaki, L. (2013). Empowering Pre-Service Teacher Supervisors’ Perspectives: A Relational-Cultural
Approach Towards Mentoring. Australian Journal of Teacher Education, 38(7), 42-58.

Van Velzen, C., & Volman, M. (2009). The Activities of a School-Based Teacher Educator: A Theoretical
and Empirical Exploration. European Journal of Teacher Education, 32(4), 345-67.

Van Velzen, C. (2013). Guiding Learning Teaching. Towards a Pedagogy of Work-based Teacher
Education. Amsterdam: VU University.

Vaughn, M. (2014). Aligning Visions: Striking a Balance between Personal Convictions for Teaching and
Instructional Goals. The Educational Forum, 78(3), 305-313.

White, E., Dickerson, C., & Weston, K. (2015). Developing an Appreciation of What It Means to be a
School-based Teacher Educator. European Journal of Teacher Education, 38(4), 445-459.

White, E. (2014). Being a Teacher and a Teacher Educator — Developing a New ldentity? Professional
Development in Education, 40(3), 436-449. doi:10.1080/19415257.2013.782062.

Young, A. M., & MacPhail, A. (2015). ‘Standing on the Periphery’ Cooperating Teachers’ Perceptions and
Responses to the Role of Supervision. European Physical Education Review, 21(2), 222—-237.



