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ABSTRACT 

The Basic Education Teachers ' Diploma (BETD) is a teacher training programme offered 

at the four colleges of education in Namibia. One of the major goals of the programme 

is to facilitate reflective practice in pre- and in-service teachers, who are or will be 

teaching in grades one to ten. One of the components that specifically aim at the 

practical development of reflective practitioners is the School-Based Studies (SBS) 

component of the programme. As stated in the BETD Broad Curriculum (MHEVTST, 

1998) the structure of SBS includes mentor teachers, teacher educators, student teachers, 

advisory teachers and education officers. The mentor teachers who are based at the 
• 

partner schools play a very prominent role in supporting and guiding the student teacher 

during SBS. This study investigated the implementation of the SBS component in 

eleven schools in Windhoek, in Geography as a subject. Eleven mentors, twenty-one 

student teachers and two teacher educators were visited . They were observed and 

interviewed on co-planning, lesson presentations and post-lesson pre entation 

discussions. The findings indicated that most of the SB activities were not 

implemented as stated in the Broad Curriculum. Various reasons for this are highlighted 

in the research paper. It is concluded that student teachers do not receive the necessary 

support and guidance from mentor teachers to become reflective practitioner and thereby 

effective future teachers. 
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CHAPTER 1 

INTRODUCTION AND BACKGROUND 

To achieve the objectives of the national goals of education: access, equity, quality and 

democracy, as et out in the government ' s development brief Toward Education for All 

(1993), a new broad curriculum wa developed. In an effort to prepare teachers to face 

and meet the challenge of equitable, quality and democratic education, a new national 

teacher education model was developed at the Ongwediva College of Education in 

January 1993 and finali ed dw·ing the National Induction minar for Teacher Educator . 

1.1 The structure of the Basic Education Teacher's Diploma 

The aim of this new national teacher education model i to prepare teachers to analyse 

and reOect on their practic , enabling them to solve teaching and learning problem in 

their cla srooms (Zeichner and Tabachnick, 200 l ). The BETO programme which 

emphasi e inquiry, is a thre year course, structured in two time pha c : The 

Profe sional Foundation Block (fir t two terms of the first year) and the Speciali ation 

Block (the following seven terms). The Profes ional Foundation Block serve as an 

introduction to profc ional tudie and in the peciali ation Block students study their 

chosen ·ubject specialisation and reOect on the need or primary and junior -econdary 

teachers (Windhoek ollege of Education, 2000) . 
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The Specialisation Block, tructured as either a major option or a minor option, includes 

chool-ba ed tudies ( BS) (Windhoek College of Education, 2000). 

The SBS component of the BETD programme is in sharp contrast to the previou teacher 

education programmes. Previously the role of teacher was primarily to upervise 

student teachers during blocks of practice teaching e ion . In this new teacher 

education model , the role of teachers has been expanded to a dominant role so that the 

final responsibility for the professional development of the student teacher lies jointly 

with the mentor teacher and the tudent teacher. During SB , t acher educator and 

student teacher meet weekly (referred to as Integrative eminar ) to explore major issues 

and themes of the SB component, allowing them to r ilect on the teaching experiences 

of the tudent teachers. The e eminars are organi ed around pre-determined topics, 

topics born of student interest or a combination of the two formats. As they reflect on 

the teaching experience of the student teachers, they focu on bridging the gap between 

theory and practice. 

1.2 School-Based Studies (SBS) 

The BS component was developed to give stud nt teachers the practical experience of 

linking theory with practice. B , an e ntial component of the BETD programm , i 

more complex than th practice teaching component of previou teacher education 

programmes. The BETD Broad Curriculw11 (MHEVT T, 1998) tate that in addition to 

cla sroom teaching, SB hould promote learning through und J" tanding. Through child 

tudie and clas room ob rvation the focus hould be on the learner's need , potential 
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and abilitie . During SBS student teachers should gain knowledge and skills enabling 

them to interpret syllabuses, to select content and methods based on an analysis of the 

learner's needs and to develop creativity in teaching and learning. SBS should make 

student teachers aware of the key role of teachers in the development of the nation by 

integrating the learner' school life and the learner 's life out ide the school. tudent 

teacher are therefote expected to be actively involved in different community activities 

outside the school, as well as to explore the administrative system of the school. In an 

effort to help student teachers attain the goals of BS a stated in the Broad Curriculum 

(MHEVTST, 1998), a school partnership model wa adopted. 

1.3 The BETO partnership school team 

Thee sence of the partnership model is to support the development of teachers according 

to the new philosophy of teacher education. The mentor teacher is one of the key players 

in the team and is expected to help the student teacher to learn from practice by giving 

Professional guidance and constructive feedback, enabling the student teacher to identify 

areas for improvement. 

A framework for such a support system was developed by Murangi, Terblanche, 

Reimer , Kruger, O'Connor, Mbudje, Kirchner, Howard, hilamba and Lushitele (1996). 

The BETD Partnership School Team, as the upport ·y tern i referred to, was ac epted 

by the urriculum Co-ordinating Group (CCG). 
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SBS moderation report between I 997 and 2001 and the Presidential Commission on 

Education, Culture and Training Report of 1999 ugge t that the succes of the BETD 

programme is resolutely connected to school support and repeatedly remind the colleges 

of the important role of the mentor teacher a key player in the partnership team. 

Although the SBS component may not be the only rca on for a possible weak link in the 

BETD programme, this study wilJ inve tigate the role of the mentor teacher as one of the 

key players in the SBS component, a step towards improving the quality of teacher 

education. 

1.4 Statement of the problem 

My study will reveal that a gap exists between the stated Broad Curriculum aim and the 

implementation of the B component of the BETO teacher education programme. 

There is a need to improve the quality of teaching within the _framework of the BETO 

Partnership School Team. 

This study will investigate the key role of the teacher a mentor in the partnership model 

between the Windhoek College of Education (WCE) and elected Windhoek school . 

1.5 Research questions 

Given the purpose of this tudy, namely an investigation into the role of mentor teacher 

in the partner hip model between WCE and selected Windhoek ·chools, the following 

research question , guided the data collection and analysis pl'OC<.;S -: 
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1. How do mentor teachers, teacher educators and student teachers understand the 

mentoring process of the BETD programme? 

2. Is there a mutual understanding of the mentoring proces among mentor teachers, 

teacher educators and student teachers? 

3. Are the mentor teachers attaining the goals of the pai1nership as intended by the 

BETD programme? 

4. Is there a mutual understanding of the pa1inership goa ls among mentor teachers, 

teacher educators and student teachers? 

The answers to these questions during interviews with student teachers, mentor teachers 

and teacher educators will be triangulated with classroom observations of the interaction 

between mentor teachers, teacher educators and tudent teachers. Based on thi 

comparative analysi , I will determine how well the mentoring sy tern is working. 

1.6 Significance of the study 

The impotiance of thi study i finding ways, based on re earch, to trengthcn the B 

component of the BETD programme. Th partnership model between WCE and selected 

Windhoek schools i supposed to effectively use the experience and experti e of 

practising teachers for the benefit of student teacher . ince this doe not seem to be the 

ca e, this study will attempt to determine whether the problem lie with the mentoring 

rot of teachers. 
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Thi tudy may be of significance to policy makers, curriculum writers, teacher 

educators, BETO student teachers and practising teacher , as it will reveal information 

that could be of help to these stakeholders . There will be suggestions a to how to 

strengthen the BS component and ultimately the quality of the educational practic of 

student teachers, practising teachers and teacher educators. 

1.7 Definition of terms 

A term that regularly appears in the text is mentor (support) teacher and partnership 

model. 

• Mentor (Support) teacher 

An adequately qualified and experienced teacher, who takes on a supportive role and who 

is re pon ible for the mentoring of student teacher during B . Major responsibilitie 

include professional guidance and support in area uch a ' a e ' ment and evaluation. 

• Partnership model 

WCE selects a number of schools at which student t acher do their B . The e chool 

are se lected for a fixed p riod , so that a partnership is built between W ' • and the 

chool . The e sence of the partner hip model is to support the development oft achers 

according to the new philosophy of teacher education. The mentor teacher i one f the 

key players in the team and i expected to help the ·tudcnl teacher to learn from practice 

by giving profes ional guidance and con tructive feedback, enabling the ' tudent teacher 

to identify area for improvement. 
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1.8 Delimitations 

This study made use of Geography student teacher and teacher educators at WCE and 

Geography mentor teachers at econdary chool in Windhoek where the student teacher 

were placed. 

1.9 Limitations 

The generalisation of the tudy may be limit d due to only focusing on the ocial 

Sciences Department at WCE and selected Windhoek-ba cd Geography mentor teachers. 

Being the inve tigator a well as a participant in the BETD programme impacted 

negatively on i ues of tru ·t when ob erving and interviewing mentor teacher·. Being a 

lecturer at WCE, as well as a member of the B committee, mentor teachers were 

reluctant to be interviewed. Jt took some time convincing one particular mentor teacher 

that I wa not conducting an in pection . 

Student teachers often did not follow the timetable planned by them. I would arrive at a 

school and not find the student teacher in a particular cla s a indicated on the timetable. 

In other in tance , student teacher did not hand in their timetables. 

I.IO Conclu ion 

1i
1 

tt
11

· ai
1 

overview of the structure, practical component ( '13 ') and 
chapter l gave 

partnership school team of the B TD programme. I stat<:d that the purpose or this study 

wa . . 
1 

. 
1 

r the mentor teacher in selected Windhoek schools as onl! or 
to 111vc ligate t 1e 10 e o 
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the possible reasons for the gap between the BETO Broad Curriculum aims and the 

implementation of SBS. I also mentioned that this tudy could be of significance to 

various stakeholders in that it may provide information with regard to strengthening the 

SBS component and ultimately the quality of the educational practices of tudent 

teacher , practising teacher and teacher educators. I gave the research que tions, which 

guided the data collection and analy is proce , a glos ary of terms, the dcl imitations and 

the limitations of this study. 

In chapter 2, an overview or literature on the role of the teacher as mentor m the 

partnership model will be given. 
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CHAPTER 2 

LITERATURE REVIEW ON THE ROLE OF THE TEACHER AS MENTOR IN 

THE PARTNERSHIP MODEL 

As stated in Chapter I, this tudy investigate the role of the teacher as mentor in the 

partner hip model between WCE and selected Windhoek chools. Given this 

background on the study, thi chapter will give an overview of literature on the teacher as 

mentor, an integral part or pre-service teacher education. After reviewing relevant 

literature, it became apparent that no research studie have o far been done on the role of 

th teacher a mentor in the BETO programme in amibia. For this reason, the literature 

review mostly refers to research done in other countrie . 

2.J Namibia and Teacher Education 

In thi section, I trace the hi tory of teacher education in ami bia, from the pre­

independence era to the po t-independence era, highlighting the origin or the BETO 

teacher education programme, and the changes in the practical component of the 

programme, namely School-ba cd tudie ( B ). 

2. 1.1 Historical background 

A Namibian teacher education programme, the lntegratccl reacher Training Programme 

(lTTP), began in J 98" in Angolan rcfug e camp ' with assi ·tancc from the 'wcdish 

International Development Authority ( ID ) and lasted until 1989 ( 'raig, Kn.tit & du 
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Pie si , 1998) . ITTP planted the eeds of the post-apartheid BETD programme, a 

programme oriented to replace teacher-centred education with it· empha is on control 

and rote learning with learner-centred, participatory and democratic education (Craig, et 

al, 1998). 

The BETD programme is an outgrowth of effort to replace the philosophy and practices 

of education of the aparth id era. Before ind pendence, teacher education was 

fragmented and ethnic-based college of education were governed by second-tier 

governing bodies (Craig, et al, 1998). The Windho k e Onderwyskollege (WOK) with 

the Rand e Afrikaansc Universiteit as it guardian, was an cxclu ivc whites only 

in titution with stat -of-the-art facilities and tudent-lccturer ratio as low as 12 to t 

(Craig, et al , 1998 and Van Zyl, Ilatutale & Swarts, 2000). The three northern colleges 

(Rundu, Ongwediva and Caprivi), regarded a satellite campu c of the Windhoek-based 

Academy trained black teachers under very elementary conditi n . The Khomasdal e 

Oncterwyskollcge (KOK), housed in a secondary chool building in Khomasdal, 

Windhoek, predominantly served the Colour d community (Van Zyl , et al, 2000). In 

1990 WOK and KOK merged to form the Windhoek College of Education (W E) . 

The first B TD tudent intake took place in 1993 at the Rundu, Ongwcdiva, aprivi and 

Windh ck colleges or education. For the fir t time, a common national teacher 

education programme wa offi red at all four college · or l:ducation to producc teachers 

who can meet the demand , of a po t-indcpendent ba ·ic education , ystcm (Van Zyl , ct al, 

2000) . 
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From 1990 to 1995 IDA, through the Teacher Education Reform Project (TERP), 

provided a i tance to the Ministry of Education to design, implement and evaluate the 

BETD programme (Craig, ct al, 1998). In addition to the national teacher education 

reform and transformation project, T RP al o contributed to the e tabli hment of a 

professional wing which b came known as th National Institute for Educational 

Development ( JED), the centre for curriculum d vclopment and revi ion (Dahlstrom, 

2000). 

2.1.2 School-based Studies: The new paradigm 

The BETD programme has dramatically shifted the philo ophy and implementation of 

teaching practice a practi ed in the past. Apart from ob ervations and teaching in the 

classroom, tudent teacher are expected, among t other , to carry out child tudie , 

arrange parent meeting , complete community and chool-ba cd project , explore the 

school administrative y tern and undertake remedial teaching (Craig, et al, 1998, 

MHEVT T 1998 and MBEC, 1998). 
' 

A second major change is the relationship that i suppo ed to develop between college 

f d ( Ol·t) chools The entire chool is suppo ed to act a o education an partner upp · 

support for the BETO tudcnt teacher, with mentor teacher ' getting very involved in the 

proces (Craig, et al, 1998) . Prior to B , work hops arc ·uppo 'cd to be onducted v. ith 

f I t chools to fomiliari e them with the 11hilosonh , mentor teachers o t 1e suppor 1' 

h d I .., -
11

cr c ntred teaching strategic of the BETO programme. 
approac CS an eul -
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In the following two paragraphs, I highlight the practical component of the programme, 

namely B , by looking at BETD moderation reports (MB~ , 1997 and MHEVT T, 

2001), and the SBS Handbook compiled by the SB committee at WCE (W E, 2004). 

2.2 BETO moderation and moderation reports (1997 - 2001) 

From 1990 to 1995, one of the TERP upport area was B ( raig, et al, 1998). TERP 

upport was formally pha d out at the end of 1998 when all full time technical as istance 

was withdrawn (Dahlstrom, 2000). Since then, moderation teams consi ting of 

education officers, advisory teachers and s lected teacher educators annually evaluate 

the BETD programme. ome of their duties with regard to B arc to evaluate 

• the extent to which the role of mentor tt::acher ha been expand d to a dominant 

role, 

• the professional development of the tudcnt teacher as a joint venture between 

mentor teacher and tudent teacher , and 

• whether tudent t acher gained know! dge and skill enabling them to interpret 

syllabuses, elect content and methods ba ed on an analysi of the learner 's need , 

and develop creativity in teaching and learning. 

In the BETO moderation report (MBEC, 1997 and MIIEVT T, 1998 - 2001 ), the 

moderator ex pre s appreciation for po itive resp nse · to their sugge tion and mention 

that there had generally been an improvement in student teacher performance <luring 

B. 
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However, the moderator feel that there is evidence of minimal respon e to some of their 

sugge tions, a they have to repeat them year after year. The main area of concern are 

the role of the mentor teacher and the critical ref1 ction ( elf-evaluation) of the student 

teacher. They maintain that the involvement of the mentor teacher i crucial in 

assessment skills, which student teachers still lack. They comment that the mentor 

teachers do little with regard to professional guidance and con tructive involvement, in­

depth critique, analysing le son with tud nt teacher , fulfilling a proper tutorial 

function , attending lesson pre entations by tudent teachers and prominent and vi ible 

involvement with student teachers. Instead of being indifferent to moderation exerci e 
' 

the mentor teachers hould approach the moderators to discu , comment and uggest 

elution with regard to the professional development of student teachers. The 

moderator suggest that BS lesson be taught in sequence with the mentor teacher ' s 

scheme of work. They ob erved that the chemes of work, term plans and daily !es on 

preparation are not hared and discu sed with the tudcnt teacher . 

As far back as 1997, moderator made suggestion regarding the lack of involvement of 

the mentor teacher, which, according to the moderators, ha not improved ince then . 

They state that, although there are ign of improvement, the role of the mentor t aeher i 

still too low-key. They need to play a bigger, more strengthened role in the reflection , 

of the student teacher · . In more than one report the college · of edu ation arc reminded 

t . . r s ·orial and co-operativ relation ·hip with the partnership chool · 0 
o ma111tain a pro1e 1 

that the ro le of the mentor teacher could be strengthened . The 1999 report talcs that 

'd f teacl1e1• educators not regarding the upportive role of mentor 
there i ev1 encc o , 
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teachers as being significant and therefore neglect to involve them thoroughly in the B 

component. 

2.3 SBS Handbook: Windhoek College of Ed ucation 

In the revised SBS Handbook (WCE, 2004) based on the SBS partner hip model, the 

roles of the team members (steering committee, principal , a sociate teacher , mentor 

teachers, teacher educators and student teacher ) are clearly spelt out. The associate 

teacher is supposed to take charge of the organisational aspect at the school by co­

ordinating SB activitie , elect mentor teachers. and place student teacher with these 

mentor teachers. 

The ro les of both the a ociate teacher and mentor teacher include fami liarising student 

teachers w ith the learners and their parents, support with lesson preparations and other 

school duti es meetino students twice a week. ob ·erving and guiding lesson pre entations 
' t:::> 

by the student teacher, reflecting with the student teacher on weaknesses and strengths of 

lesson presentati ons and deciding on change to be implemented, introducing the student 

teacher to school syllabuses. cheme of work and term plans of the mentor teacher. 

ln the followin g two paragraph , I look at the approaches to teacher education in pre­

independent. as well as po t-indepcndent amibia. to compare how the stakeho lder 

understand the mentoring process of the BETO programme. a ' well as the partnership 

model. 
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2.4 Approaches to teacher education in pre-independent Namibia 

The purpose of pre-independence teacher education has been to train teachers with the 

emphasis on learning to do rather than learning to think (Zcichner and Tabachnick, 

2001 ). The author identify three approachc common to teacher education in Africa, 

namely the behavioural-skill training approach, the model approach and the academic 

approach. In both the behavioural - kills training and the model approaches there is " ... a 

lack of interest in preparing teachers to exercise their judgement" , while the academic 

approach " . . . empha ises the acquisition of subject matter knowledge and de-empha -ise 

professional education courses and school-based studies" (Zcichner and Tabachnick, 

2001, p.215) . The academic approach is characteristic of teacher education programmes 

in pre-independent amibia (Zeichner and Tabachnick , 2001 ), where teachers were een 

as " ... passive recipient of other ' accumulated knowledge about teaching method or 

content" (Zeichner and Tabachnick, 2001, p.216) . 

The Teacher Education Reform Project (TERP) and the ational In titutc for ·ducational 

Developm nt ( IED) co-operated in the development of the BETD programme to 

replace, what Dahlstr··m (1995 , 2000) calls, previou ly umeflective programme Thi 

new education sy tem emphasise reflection (critical elf-evaluation) by teacher 

educators, teacher and student teach r . l largrcavc ' and Fullan ( 1993) contrast 

clas ro m-ba ed teacher devel pmcnt ( BTD) with traditional approaches to t acher 

development. They say that BTD involve · teachers more directly in clas Toom 

development by recognising that t acber ar co-learner - in their own classrooms and that 

th y participate in ref1cctive and collaborative experiences, which "empower and 
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transform how teacher and student interact" (Hargreaves and Fullan, 1993, p.91). 

Dahlstrom ( 1995, 2000) ay that reflection will enable student teacher to explore 

different learning environments from a learner-centred per pectivc, creating a personal 

knowledge base about teaching and learning. furlong and Maynard ( 1995) refer to it as 

personal reflection . 

2.5 Approaches to teacher education in post-independent Namibia 

The BETD teacher education programme emphasise a mixture of the participatory 

approach and the tran formational approach. The participatory or inquiry-oriented 

approach, " ... much le common in Africa . . . " (Zeichner and Tabachnick, 200 l , p.216), 

prepare teachers to analyse and reflect on their teaching practices, while the 

transformational or ocial-reconstructionist approach secs t aching and learning a " 

vehicles for promoting greater equity, humanity, and ·ocia l ju ·ticc in the cla sroom, the 

school and the soci ty." Unlike pre-ind pendence teacher education, post-independence 

teacher education expect teacher , through inquirie about their own teaching practice, 

to play an active rol in the proces of learning to teach (Z ichncr and Tabachnick, 200 I). 

Yost (2002) ay that an efficient t acher is one that belicv in his/her ability to achieve 

pecific level of accompli hment. uch a reflective, sel [-efficient teacher i more likely 

to pr vidc the 1110 t bem::ficial learning environment for tudcnt teachers, encouraging 

them to be rcOccti c practitioner , decisi n maker·, problem ·o lvcrs and researcher-, 

which arc vital to professional development. Fletcher ( 1998), a teacher and ment r 

involved in training Licensed Teacher · in an upper chool in Bcdrordshirc, England, 
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writes about good mentoring relationship with regard to personal and pro re sional needs. 

She writes about the practice of mentoring within the Initial Teacher ~ducation (ITE) 

programme, focusing on self- actuali ation, which ha become wide pread in schools in 

England and Wale . he states that a teacher's tate ors If-actualisation determines the 

understanding of the classroom interaction between teacher and learner and that 

uccessful interper anal relationships are crucial to succe sful mentoring. 

In the following paragraphs I highlight the mentoring proce s to compare how the 

takeholders under tand the mentoring process of the BETD programme, and the 

partnership model, by looking at literature on the teacher a mentor, the mentor-student 

relation hip, mentoring and reflection, mentoring orientation and mentoring and 

partnership. 

2.6 The teacher as mentor 

Accordino to the reviewed literature, the teacher ha become the key to educational 
0 

change and chool improvement in recent years. Mahoney and l !cxtal l (1998) talk about 

redefining the role of th teacher, neces itating the development of skills, which 

con tantly need to be developed. Carter (1997) say that the definition of the term 

mentor has changed over time and since the early 1980 mentoring appeared on the 

educational scene as part or a movement t improve education (Feiman-Nem, r, I 996). 

Because teaching is e scntially a practical activity, student teacher learn about t aching 

during college-based studies ( B ), and learn lo teach during , B . It is generally 

believed that learning to teach does not start until a · tudent teacher enter" the cla •sro n1. 
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The role of the teacher is no longer that of supervisor, but a mentor in school-based 

teacher education programme (Field and Field, 1996). To be a good mentor. a teacher 

needs skills which include the following: knowing what to ob erve and how to provide 

feedback; Lmderstanding how to keep communication open and resolve conflicts; being 

able to reflect on his/her own teaching; and providing appropriate challenge for the 

student teacher (Daniel on, 2002) . Jone , Reid & Bevins ( 1997) ay that the "good" 

mentor is characteri ed by one who is in favour of increased reflection, away from the 

immediate practical demands of the cla sroorn; who gives regular time, immediate 

feedback and a ense of availability to the tudent teach rs. The qualified mentor is 

someone who has confidence in hi /her own per onal and profe, ional development, who 

enjoys giv ing support and encouragement. who i knowledgeable about current 

educational issue and practices, who is committed to the mentoring process and who ha 

th time to work with a protegc over an extended period of time. The mentor ·hould be 

open to new ideas, sensitive to the need and concern of other and omeonc who ha 

undergone 111 ntor training. 

A paper by Sweeny ( I 996). regarded as an expert in mentor training programmes and 

who has led numerou mentor training · ince 1988. gives guideline · in the training of 

mentor trainers. He ugge t how beginner tea her could be trained a · mentor . a 

starting point to increase the knowledge and experti e of the ta! cholder 111 the 

partnership relation ·hip. 
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The literature on school -ba ed studie reveal that the restructuring of national education 

programme arc of little value if teachers are not taken into account, because what they 

think, believe and do in the cla sroom is what ultimately shape the learning of the 

learners (Daniel on, 2002). Policymaker and educational leaders hould regard the 

mentoring process as an important means for reforming teaching and teacher education. 

Tomlinson ( 1996) agrees by saying that recent approaches to teacher education have 

moved towards school-ba ed course , which d mand more direct involvement of 

teachers . It is wid ly ace pted that teaching, as a practical activity, need to be learned 

through actively engaging in the practice of teaching. He promotes awareness and a 

critical under landing of practical ways of mentoring, which he defines as "assi ting 

tudent-teacher in learning to teach in school -based ettings" (Tomlin ·on, 1996, p.3) . 

The author looks at the e ·ential functions of mentoring and trategie and procedures of 

the mentoring proce s. 

Edward and Collison (1996) concentrate on mentoring in primary chools in the United 

Kingdom (UK), on advising on the profes ional development of student teachers and 

mentor and on taff d veloprnent programme . ither in primary chool or univer ities. 

The central theme i that tudent teacher learn be t when upportcd by mentor , who in 

turn will develop a profe ional in the hoots where they teach. urlong and Maynard 

(l 995) invc tigated the chool-ba ed learning or student teacher · in the UK, and thrc 

distinctive features of the tran formed initial teacher 'ducation emerged, namely the 

empha is on time spent in chool , the corn1 etcncy-based model and the key role that 

ehool teacher play in achie ing the c compctencie . tudcnt t acher · develop their 
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own practical professional lrnowledge at the school during BS and the mentor teacher 

support thi s development of the student teacher. Unless there i a complete thorough 

understanding of the proce e involved in learning to teach, the role of the mentor 

teacher will not be achiev d. They say that although there is a growing body of 

knowledge and understanding about the mentoring process (how to ob erve and give 

feedback) , ther i little understanding about the contribution of mentor teacher to the 

development of the tudent t acher's professional knowledge. Carter ( 1997) provides a 

summary of key issues in the implementation of the mentoring process in school-based 

teacher education programmes. Furlong and Maynard ( 1995) surnmari e the role of the 

mentor teacher a supporting stud nt teachers to develop an appropriate body of practical 

professional knowledge and to develop deeper, more complex under tandings of it. 

They present three strategie for mentor teachers to u e in upporting student teacher ' 

chool-based learning, namely opportunities for student teachers to observe the mentor 

teaching, to ob erve and provide Ccedback on the student teacher ' own teaching, and to 

work alongside the student teachers, engaging in different forms of collaborative 

teaching. They say that the mentor teach r take on dif[i rent roles, depending on the 

stage of the development of the student teacher. At the beginning teaching stage, the 

mentoring role is that of a model and the mentoring trategy is stud nt ob ervati n. At 

the ·upervised teaching stage, where the focu is on teaching competencies, the mentor 

teacher is a coach and u e the ob ervation by tudcnt teacher and reflection-on-action 

a a mentoring trategy. At the teaching to learning stage, wlwrc student teacher 

understand how learner learn, the ment ring role is thnt of a critical friend, while the 

mentoring trategy is stuc.knt ob ·crvation and re-examining le ·son plan ·. At the 
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autonomous teaching tage, where students inve tigate grounds for practice, the 

mentoring role is that of co-enquirer, while the m ntoring strategy i partnership teaching 

and partnership supervi ion. 

2.7 Mentor-student relationship 

Daniel on (2002) refers to the doctoral thesi of . Ross, Perceptions of mentoring 

practices by intern · and mentors in a professional development center, Univer ity of 

outh Dakota, in which he examine, first year teachers' sati faction with the upport 

they received from their mentors according to a behaviour continuum. At the one end of 

the continuum is the mentor initiating interactions and offering upport not requested by 

the mentce. At the other end i the mentce reque ting guidance from the mentor. The 

best mentors balance both tyle by being able to "read" (Danielson, 2002, p.184) their 

mcntees, intervening when appropriate and holding back when neces ary. Daniel on 

(2002) goes on to say that formal and informal mentoring encourage collegial 

relation hips which can initiate a deeper rcnection about practice, offer 

encouragement that upport ongoing growth. and increa e the job satisfaction needed for 

teachers .. . ' ' (Daniel on, 2002, p.185), a well a for our a pirant teachers at W E. 

The work by Williams (2002) i concerned with the organisational aspect of B , in that 

it helps develop effective chool management kill . lt rdl ct on the reality of modern 

day teaching and i of pecial value to middle management and those who arc training for 

head teachers in the United Kingdom. Thi \vork deal · with is ·ue ' that contribute to 

succe sful management, for example strategic · for team building, managing change and 
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dealing with conflict. He clarifies the nature of the mentor-mentcc relationship and 

communication in the mentoring proces . 

Wright and Battery (l 997) examine the perceptions of professionalism which secondary 

schoo l teacher mentors bring to student teacher . They ay that becau c student arc 

"attached to an experienced teacher in their training school" (Wright and Battery, J 997, 

p.239), the mentor ' s role is crucial not only to the tudent's long-term development, but 

also to the teaching profes ion as a whole. The mentor were asked in a questionnaire to 

list their views with regard to the main per onal and educational qualit ies of a mentor, the 

main tasks of a mentor, the main is uc a mentor need to tackle, the tasks and is ues 

mentors are mo t confident in dealing with and the ta k and I ues mentor are lea t 

confident 111 dealing with. The results show that mentor believe that their most 

important ta ks are related to classroom management, planning and providing a clear 

focu for tudent lesson . A concern i exprc ·sed with regard to a lack of reference to 

wider profcs ional is ues uch a developing relationship with student teacher , taking 

feedback from student teachers, dealing with deficiencic in student teacher , providing a 

profc sional role model, t cetera. A strong cmphasi on competency-ba ed training is 

likely to lead to student teacher whom are killed, yet unprepared for further 

professional development, and student teacher whom are uncritical of educational 

change and largely uninformed of the wider cultural. ocial and political context of the 

role of the teacher. The) say that such student teachers will not tkvclop into reflective 

practitioner , if teacher educational reform create a centrally dircct1.:d teaching force, 

which i ''not required to think too much or too deeply about the larger, social, moral and 
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political issues which a richer conception of profes ionali m would commit them to." 

(Wright and Bottery, 1997, p. 251). 

Jones, Reid and Bevins (1997) upport the idea that the mentoring proce s should 

emphasise profe sionali m. They ay that student teachers not only need training in 

classroom management, but al o in their wid r profc sional commitment , to ecure a 

lifelong contribution to the teaching profession. A teacher education programme, which 

focuses heavily on skills required for good classroom performance, might devalue the 

profes ional skills of newly qualified teachers. Ilolloway (2001) ays that mentoring 

encourages the professional development of both new teachers and their mentors, because 

mentors take part in professional development through learning about the mentoring 

process and what i expected of them before a suming their du tie . 

2.8 Mentoring and reflection 

Danielson (2002) ays that in day-to-day clas room routin s, teacher may not take tim 

to reflect on th ir practice, while good preparation in mentor hip timulate the refl ctive 

proces . The ability of a mentor teacher to develop reflective deci ion making i crucial 

to successful teaching (Danielson, 2002). According to chon ( 1987) there are at lea t 

three different kind of refl ctive behaviour. Knmi ·ini-in-aclion refer to the ability to 

respond automatically to the unexpected . Rejlec:tion-in-action rerers to the ability to 

change direction during teaching and to the ability to identify critical ituations that went 

well and not o well after teaching. Furlong and Maynard ( 1995) uphold that by moving 

student tea hers from reflection-in-action to rcll ction-on-action. th Y begin to gain 

contro l or their own teaching. 
Thi provides a rationale for the change from pre-



25 

independence practical components of teacher education programmes to the post­

independence trend of chool -ba ed teacher education and their focus is that chools must 

become central to the training process and teachers, who have the knowledge that student 

teachers must acquire, must become the key players in the teacher education proce s . 

The final respon ibility for the profi ssional development of the tudent teacher lie 

jointly with the teacher a mentor and the student teacher. 

In the learner-centred approach, reflection and collaboration become an expected part and 

an increasing requirement of the practising teacher. Holloway (2001) ay that trained 

mentors should help beginner teachers plan le son , assi t them in gathering information 

about best practice , observe the new teacher ' cla se , and provide feedback to them. 

The beginner teachers in turn should reflect on their practice and apply what they have 

learned to future Jes on . 

Dahlstrom (I 995, 2000) ay that this new philosophy of education puts many challenges 

on classroom teachers. They are central to the proces of educational reform, becau e 

they implement and interpret the curriculum in clas rooms, en uring it relevance. 

Feiman- emser ( 1990) trace the historic traditi on in preparing teachers in the U A and 

offers some framework for looking at pecific approache and alternatives. he tate , 

that a proper curriculum hould enable teach rs to determine what to teach and by what 

methods, and it hould pertain to re!lective inquiry that would equip teachers to select 

and adapt material to th, needs of the learners . This coiTe ·ponds to Dahlstrom 's ( 1995, 

2000) 
· cflcct1'vc practitioner i ' central to cl:1 s·rtlon1 

tatemenl that b 'coming a r - -
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effectivenes . It i an cs ential way for teachers to help themselv · change and improve 

what they do in the classroom. By gathering information as they teach, they are able to 

get a better understanding of thei r own practice. Holloway (200 I) say that mentoring 

he lps stud nt teachers face their new challenges through reflect ive activitie and 

professional conversations, and they improve their teaching practices as they a ume full 

responsibility for a class. 

2.9 Mentoring orienta tions 

In this context, orientations refi r to a set of idea about the goals of teacher preparation 

and the means for achieving them. 

Feiman-Nemser (1990) suggests different orientations the mento r teacher can take to 

support student teachers in learning to teach. Any orientation hou ld include a view of 

teaching and learning and a theory about learning to teach, giving direction to the 

practical component of t acher education. he look at five orientations in student 

teacher education, namely academic, practical, t chnological, per onal and critical/social. 

They do not repre cnt alternativ s from which to choo e, but form a ource of ideas and 

practices to draw on in deciding how to prepare tud nt teachers in a particular context. 

Each orientation hi oh] i o hts different issues that must be considered, but none offers a 
e, e, 

fully developed framewo rk to guide programme development. The reflective orientati n 

is een as generic (gen ral), since many of the programme in her paper explicitly support 

the goal of reflection. 
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2.10 Mentoring and partnership 

Learning to teach is a complex process, which involves the dev lopment of a suitable 

body of practical profes ional knowledge which Furlong and Maynard ( 1995) regard as a 

pre-requisite to learning to teach. Field and Field (1996) elaborate on four ca e tudi 

of chool-univer ity partner hip , which can be u ed a models for tho e in the initial 

tages of B . The BETD Broad Curriculum (Ml lEVTST, 1998) state that the 

collaborative partnership gives student teachers practice in the variety of duties of a 

teacher. Furlong ( 1995) says that fundamental to the collaborative partnership is the 

comm itment to develop a training programme where tudent are exposed to different 

forms of educational knowledge, where stud nt t acher are encouraged to critique what 

they learn in school and vi a versa, and through thi proc they build up their own body 

of professional knowledge. The success of thi model depend on tudent teachers and 

teachers working and planning together and one of the pr.inciplc of this model is 

mentoring. The mentor teacher, therefore, i one of the key player in the partner hip 

and is expected to help the tudent teach r to learn from practice by giving professional 

guidance . 

Murangi, et a l (1996) propo cd a framework for the organi ation and impl mentation of 

the Partner hip Model in the Windhoek educational region. Thi document give the key 

feature of the partner hip concept, the structuring of B , the election of partner hip 

ehools, the planning and implementation or the ' B' component, organi ·ational 

structures, the roles and re ponsibilities of the team member · and the purpose of 

integrative seminar . 
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Abdal-Haqq (2000) compares the professional development school (PDS) model with the 

traditional school model, which Dahlstrom ( 1995, 2000) describes a schools with 

umeflective programmes. The PDS, with the objective to redesign teacher responsibility 

and to improve the practice teaching process, is the result of collaboration between 

universities and local school district in the United States of America (USA), created 

because public schools in the USA do not adequately prepare tomorrow's teachers. 

(Abdal-Haqq, 2000). The author says that teachers in the USA considered teaching 

experiences gained during their teaching practice to be the most powerful element in their 

professional preparation. A major obstacle of PD s i the use of considerable resources 

such as time, money and personnel. Transforming the education system meant 

transforming Namibian chools (Zeichner and Tabachnick, 200 l ). The inh rited 

fragmented education system left ·' . .. gros ly unequal r sources . . . " (Zeichner and 

Tabachnick, 2001, p.210-211) so that formerly white chools are well supported with 

materials and suitably qualified teachers, while formerly black chools are poorly 

equipped with materials and employ minimally qualified teachers (Zeichner and 

Tabachnick, 2001 ). 

2.11 Perceptions of the mentoring process 

The perceptions that teachers have of the mentoring proces is important. Duqu tte 

(1998) compared the perceptions of t achers acting as mentor in ·econdary chool to 

those of I t . teachers as recorded in previous tudies on the choo1-ba cd e ementary men 01 , 

Programme in Ontario, Canada. The result showed that econdary teachers believed 

that this was a good pre- ervice training programme, while elementary and secondary 
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teachers had the same positive attitudes towards the school-based programme. They felt 

that the school-based programme provides mentor teachers with effective opportunities 

for professional development, because of opportunities for thoughtful reflection . 

She a lso refers to the negative side of teacher perception , for example 

• 

• 

• 

A secondary mentor teacher who was "overwhelmed by her workload as a 

classroom teacher and as a mentor to a tudent teacher." (D uquette, 1998, p.178), 

An elementary teacher who was frustrated by a student teacher implementing only 

a few of her suggestions for improvement, while she had littl e support from the 

faculty to resolve the problem and, 

A teacher who said that she would not take on the role of mentor teacher again . 

Mentor teachers also differed in their opinions with r gard to the support the faculty gives 

to the mentors - some felt a need for regular contact ses ion to addrc s que tions and 

issues, especially about the evaluation of the student teachers, while other did not 

express such a need. Mentor teachers need support and the opportunity to discuss ideas ' 

problems, and solutions with other mentor teacher (Holloway, 200 I). He says that 

training the mentor for this new mentoring role improves the quality of a mentoring 

programme. Beginner teachers working with trained mentors possess a higher level of 

teaching skills than new teachers whose mentors were not trained. In other words, the 

presence of a mentor is not enough ; the mentor' knowledge of how to support new 

teachers and skill at providing guidance i crucial. This is supported by the Beginning 

Teachers' Induction Program in New Brunswick, Canada (I Ioli way, 200 l) where ninety 
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six percent of beginning teachers and 98 percent of experienced teachers felt that they 

benefited from the support programme. The experienced teachers were particularly 

enthusiastic because they believed that mentoring allowed them to help others, improve 

themselves, receive respect, develop collegiality, and profit from the beginner teachers' 

fresh ideas and energy. 

A success tory 1s the upport programme for beginner teachers and their mentors, 

namely the California formative Assessment and upport System for Teachers 

(CF ASST). In an analysis of the initial impact of the CFA ST programme it was found 

that most of the programme's teachers said that mentoring plays a ignificant role in the 

profess ional growth of the n w teachers. More specifically, the programme's design 

helps new teachers sharpen their practice and to reflect on the effcctivene s of their 

teaching. Mentor also found that working with beginner teachers engaged them in 

reflection about their own teaching practices. Prospective teacher who were assigned 

mentors who were trained in the framework of the Pathwi e mentoring programme, 

demon trate more complete and effective planning, more effective classroom teaching, 

and a higher level of reflection on their practice than did new teacher who e mentors had 

received only an orientation programme. A focused, Y tematic mentoring programme 

has a positive influence on the performance of new teacher , as well a being 

advantageous to mentor and the learner in the cla ·sroorn (I Iolloway, 200 l ). 

Giandomenico (2002) gives idea generated at a meeting of mentors from past 

Programmes rn the U A, regarding the problem of part-time inll.!rnship in the U 
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The participants were a ked to generate ways in which the internship could be made 

meaningful. These idea are organi ed under heading ' such a the definition, purpo e 

and function of mentoring, the qualification and role of a mentor, the mentoring 

relationship, the value of mentoring to the protege (mentee), mentor and organisation, the 

stages and the three phases in mentoring relationships (establishing the relationship, 

mentoring and cultivating a collegial relation hip), mentor behaviour, principle of 

mentoring, potential problems in mentoring, mentors giving and receiving feedback, and 

a preparation programme for school principals and supervi ors ((intern performance 

evaluation, a checkli t for mentor and guid ing questions for mentor-mentee discus ion ). 

The participants sec the mentor as an experienced rok model who guides the professional 

development of the student teacher as a less experienced individual. For the mentee, the 

value of mentoring lies in the opportunity to discuss educational is ue with a role model 

and respected practitioner who provides on-going support and encouragement, as well as 

honest and constructive feedback. In the mentoring relationship, both the mentor and the 

mentee learn more about themselves, improve their kills, and gain professional 

recognition. 

2.12 Integrative seminars 

It was tated in chapter 1 that an Integrative 'eminar i when teacher educator and 

tudent teachers 111 et weekly during the B period, lo explore major i ues and theme , 

of the SBS component. Together they renect on the teaching experiences of' the •tudcnt 

teachers and focu on bridging th gap between theory and practice. 
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Inkster (1994) outline a practical component of a teacher education programme created 

by a university English department, which clarifies the purpose of a reflection-based 

teacher education programme. He says that the value of this new approach lies with it 

providing a "multiplier effect" (Inkster, 1994, p .3). I le explains the multiplier effect a a 

means whereby teacher ducators and mentor teacher influence one another, especially 

in problem solving, programme planning and management, and methods of collegial 

learning and facilitation . Inkster states that the "colloquium" (Inkster, 1994, p.3) should 

run concurrently with the practical experience of the student teacher , a similar pattern of 

the integrative s minar of the SBS component at WCE. He indicate that the 

colloquium provides opportunity for intensive reflection on teaching experiences, 

common problems and i sues, as well a the brain torming of teaching and learning 

strategies . Edwards and Collison ( l 996) call it chool-based seminar , which are 

planned oroanised and executed by teacher acting a mentors, not by teacher educator 
' e, 

as in the case of WC ~. Th se authors elaborate on practi ing teachers being at the centre 

of the education process as put forward by Dahlstrom ( I 995, 2000). Edwards and 

Collison (1996) write about the purpo e of the e eminars, how mentors can plan a 

seminar programm and by referring to a ca e study. how mentor can manage student 

learning during the e teacher-run minar . 

2.13 Team teaching (Group practice) 

Team teaching refi rs to econd y ar student teacher· jointly preparing ks ·ons under the 

guidance of the mentor teacher. and then presenting the le son as a team. /\t W 'E team 

te I · t· ·s done in pairs namely two students per support teacher ac 1111g or group prnc ice 1 , • 
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Team teaching (Group practice) , a prominent feature of the SB component, involves co­

operative learning, which i broadly defined by Brown, Chrie t and Maher, (2001) as a 

classroom ituation where groups of people work together towards a shared goal to get 

the most out of their own teaching and each other ' learning. They explain the five basic 

principles that are fundamental to co-operative learning and give tip on how mentors can 

manage group practice. They describe the role of the teacher as that of a facilitator 

(someone who helps and encourages others, who monitors the learning process by giving 

on-going feedback) and provid ca e studies to illustrate the meaning of concepts related 

to SBS. 

When second year student teachers jointly prepare les ons under the guidance of the 

mentor teacher and only one tudent teacher takes full responsibility for the actual 

teaching of the !es on, it is referred to as individual prnctice. 

2.14 Conclusion 

In this chapter I reviewed the literature related to the roJ of the teµcher as mentor in the 

partnership model between WCE and selected Windhoek chool . The literature reveals 

that teachers must be involved in the practical component of a teacher education 

programme as they have a critical role to play in helping pre- ervice teachers becom 

effective teacher . 

W E mentor teacher work hop hould guide and a ·sist mentor teachers in offering the 

necessary expcrti ·e and support to s tudent teachers. If mentor teach1..-rs believe in 
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themselves and their ab iliti e to teach , they will also believe in their mcntee-studcnt , 

abilities to learn to teach. One of the purpo e of mentoring is to create a link between 

theory and practice in schools. 

Dahlstrom 's (I 995, 2000) description of the new Namibian national teacher education 

programme established a foundation of educational thought and practice, ba ed 
011 

learner-centred and democratic ideas. Mentor teachers should be equipped to upport 

our student teachers to explore new ways to develop the teaching-learning process and to 

develop practical knowledge and relevant kill s during B . 

In chapter 3, the research methodology with regard to the role of the teacher a mentor in 

the partnership model between WCE and elected Windhoek chools, is described. The 

chapter looks at the research de ign, the pilot study, tucly participant , re earch 

instruments, the procedures followed and how the data was analy ed. 
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CHAPTER 3 

RE EARCH METHODOLOGY 

3.1 Introduction 

In this chapter, the re earch methodology will be described with regard to the gathering 

of data and th procedures that were followed to collect the data. lt de cribes the 

research design, the pilot study, which preceded the main study, the study participants, 

the re earch measure , th procedure and the analy is of the data. 

3.2 Research design 

This study i descriptive in that it de cribes how teacher educator , m ntor teacher and 

tudent teachers interpreted and experienced the mentoring proce s. The tudy used 

qualitative data obtained through interview , observation and document analysis, to 

answer the questions on: 

• How do mentor teacher , teacher educator and tudcnt teacher under tand the 

concept mentorship as u ed in the BETO programme? 

• there a mutual under tanding of th concept mentorship among mentor 

teacher , teacher educators and tudent teacher '? 

• Arc the mentor teacher attaining the goal of the partner hip a · intended by the 

BETO programme? 

• l there a mutual under tanding of the partner hip goal · among mentor teacher ._ 

teacher educators and stuc.knt teacher '? 
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3.3 Pilot study 

The pilot study respondents were one Geography teacher at a junior econdary 

partnership chool, one Social cience major ( option 8- 10) tudcnt teacher and one ocial 

Science major (option 8-10) teacher educator. The pilot tudy wa conducted two and a 

half weeks before conducting the actual tudy. 

The purpo e of the pilot study was to refine the intervi w protocol and observation 

technique and foci. The idea wa not to focu on the data, but to learn about the 

research process, th interview questions and the ob ervation techniques. The 

participants in the pilot tudy were briefed about their role, namely to answer questions 

with the intent of sugge ting improvement , change and omi ions to the interview 

protocol, for example: re the que tions clear enough? Are the que tions appropriat ? 

What else hould the int rviewer be a king? 

By talking to the int rviewees after the interview, th clarity and appropriatene of the 

interview que tion were analysed, a well a ugge ted addition and omis ion to the 

interview protocol. The participants also commented on the length of the interview . 

Another purpo e of the pilot tudy wa to t st the ob ·ervation technique , for example: 

How do the people being bscrved respond '? 
What would ma"e them feel more 

comfortable? 
'an the re 'earcher take field notes \\bile observing the participant ·, or 

. . ·~ 
should note be made after the observation ·es 0 

1011 . 
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The results of the pi lot tudy were used to revise and strengthen the research proce s, the 

interview que tion and the observation techniques. 

3.4 Study participants 

The participant in thi study were selected from the BETD Partner hip chool T ams 

formed with the Windho k College of Education. The group involved the two 

Geography teacher educators and twenty-o ne Geography tudent teachers in th w E 

Social Science Department and eleven Geography teachers at eleven junior secondary 

partner hip schools. 

The motivation for cboo ing thi group 
that I. a lecturer in the S cial cience 

Department at WCE, had ea y acces to it, becau e it is the group 1 work with . 

ince the tudy does not aun at gcnerali ations. the group provided the information 

needed to an wer the research que tion 

3.5 Research instruments 

The principal source of data were emi-structured interview and participant 

ob ervations. Other sources were document · ' LH.:h as !cs ·on preparation plan ·, reflection 

journal , critical inquiry/action re earch reports. integrative eminars, and the B 

Handbook of W E. The B meeting and the ,' 13 , ,.,·orkshop served a . ources or 

information too . 
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3.5.J Ob crvation 

Participant observation was employed to observe partner hip school team to see how the 

mentorship proce s was implement d in the B component of the BETO teacher 

education programme. The purpose of the ob ·ervation was made clear to the 

participant before th observation se ·sion started. 

The observation period lasted for six weeks when both econd and third year student 

teachers were placed at junior secondary high school ·, teaching cography, one of their 

major option . Th re were different observation sc sion , namely: 

• Observing mentor teacher and student teacher during co-planning session ' 

the purpose being to determine mentor upport before the actual le on 

presentation. 

• Observing tudent teachers presenting lesson while being a e sed and 

evaluated by mentor teach rs, the purpo e being to ob ·crve the mentor' 

critique of the lesson pre cntation. 

• Observing mentor teacher and student teacher during post-lesson 

• 

discussion •. the purpo e being to observe the mentor teacher' role in po t­

le son di cu ·sion , reflections and n.:commendation . 

Ob erving !cs ns being presented by ·tudent teacher while being a cs ed 

and evaluated by both mentor teacher· and teacher educators, th purpo e 

being to determin mutual understanding between mentor teachers and tcacher 

educators. 
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• Observing mentor teachers, t acher educator and student teacher during 

po ·t-1 sson discussion , the purpo e being to determine mutual understanding 

between mentor teachers and teacher educator . 

• Observing more team teaching (group practice) tlian hared individual 

teaching in the second year, the purpose being to determine the level of co­

operative learning between mentor teacher and student teachers. 

Observations were noted in a field notebook and my personal comments and opinions 

were recorded on audio cas ettes, giving a full, detailed account of ongoing behaviour 

and events as they occurred. The field notes were a description of everything I regarded 

as noteworthy from my observation . Each b 'ervation wa provided with the date of 

ob ervation, where the obs rvation took place and the participants present. 

During ob ervation , 1 built up a continuou ' record of ' vent , i sues and occurrence . 

As participant ob erver, I observed and recorded the routine, a well as unusual activitie 

and interactions, a they occurred naturally and spontaneously in the ctting. The 

participants were allowed to reflect upon the ob crvation mad , by reading the field 

note and listening to audio ca ett s, to determin if the interpr talion was correct. 

I planned to observe tudent Progress Meetings, \.\hit:17 were uppo ' cd to take place 

midway through B . a well a Joint B ' Meetings. which were supposed to tak place 

towards the end of SB . As thes, me tings did not take pla e, I could not determine 
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how the mentor teachers and teacher educator evaluated the achievements of the student 

teacher according to the asse ment criteria as et out in the BS Handbook. 

SBS meeting should occur prior to, during and after B . There wa only one meeting 

that took place during B . At the meeting held on IO June 2004, matters concernino-o 

th upport f the mentor teacher were not di cu · ·ed. 

3.5.2 Interviews 

Informal interview were conducted with the mentor teacher after the lesson 

presentation were ob erved. These interview mostly s rved to triangulate the observed 

data. Because the interview topics were determined by what was observed, it wa not 

possible to design an interview protocol. The purpose was to get current patterns in the 

mentoring proces . Interview question were therefore different for each participant, a 

well a the number of informal interview per participant. 

Formal interview were conducted with each one of the Geography mentor teach r •. 

During these interviews, co-planning, a istance, le on critique, upport, le on 

evaluations, interventions, lesson procedure, overall student teacher progre s and th 

goals of the partnership model were emphasi ·ed. 
Participant student teacher were 

interviewed as ·econd year and third year groups. 1 he two participant teacher educators 

were interviewed together. 
The purpose or the group intervicv,s was to d terminc 

whether there was mutual understanding of the partner ·hip model among the participant •. 
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To make comparisons possible, the ame que tions were set to all mentor teachers , 

student teachers and teacher educator during the formal interview . The interview 

were recorded with the permission of the participant and tran cripts were made as soon 

as possible after the interviews. Four open-ended questions were developed around the 

first and third re earch qu tion each. The formal interview protocol can be found in 

the APPENDIX. 

To encourage open and honest interviews. th following was made exp licit at the start: 

All interview evidence in the form of notes and audio cas ette tapes were considered 

highly confidential, participants were presented anonymously in written reports or 

presentation of the research findings and all opinions expressed were treated 

confidentially. Interviewee had the right to check my notes that were either written or 

recorded during or after an interview, to con icier whether the note were a fair, relevant 

and accurate account of what had been di cu ·ed and observed . 

After having reported back to the individual interviewee and group interviewee . J 

summarised the results. As a teacher educator at WCE and therefore an active 

participant in the B component, I was en itive to po ' iblc problem ·. uch as impo ing 

my own agenda on the interviewee. giving opinions rather than asking questions, failing 

to ask for concrete example\ and using an audio recorder without consulting the 

interviewee. 



42 

3.5.3 Document analysis 

The SB handbook or WCE had been created by the BS Committee and was issued to 

student teachers a11d teacher educators to inform them of their respective duties for the 

duration of SB . The mentor teacher were uppo ed to receive copie too, but those 

interviewed did not receive an SBS handbook. The handbook provided guidelines with 

regard to the roles of the stakeholders, le on preparation plans, reflection journals, 

critical inquiry-action research report and integrative eminar . Other documentation 

was the minutes of the one BS Committee meeting and the minutes of the Partnership 

workshop . These written text relating to the B policy of WC were analysed to 

determine their strengths and weaknesses by comparing them with interviews conducted 

and observations made . These written text were u ed in conjunction with interviews 

and observations to d termine if a consistent picture emerged with regard to intention of 

the SBS programme and the implementation of the B programme. l wrote up a brief 

ummary of the cont nts of these texts, r /erring to the significance or importance 

thereof. 

3.6 Procedures 

I requested permi sion from the Rector, Social cience l [ead of Department and the B 

Committee of WCE to be relieved of my official B dutic in order to do the study. 

also a ked my promoter at l AM to write a letter or rccomm ndation to the afore-

mentioned people and committee. 
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l contacted the relevant high chooJ principal weJI in advance of SB , reque ting 

permission to do this tudy. Although tud nt teach rs knew in advance at which 

school they were placed for B , they only knew who their mentor were during the 

first week of SBS. Therefore, I contacted the relevant a sociate teacher only during the 

first week of SBS to introduce myself, and to obtain the names of the mentor teachers for 

the Geography tudent teacher . Arter having been introduced to them, 1 explained to 

them the nature of my research, the reason for conducting it, confidentiality and the role 

of the various stakeholder in the patinership team. 

During the first week of B , a visiting timetable wa · carefully planned with the tudcnt 

teacher . I Iowever, 1 could not u e it effectively, a the ·tudent teacher mostly did not 

adhere to th s timetables, and co-planning e sion and formal po t- le son diseu sions 

1110 tly did not ta! e place. Al o, a timetable "'a ' developed fi r the vi iting Geography 

teacher ed ucator •o that I could ob erve both the mentor teacher and teacher educator 

evaluating lessons of the tudent teacher . 

It was not po ibJe to plan the e time tables in advance. as it wa impossibl to kn w th 

number of mentor teacher that were going to be invol\'ed, a well a the number of 

chool . l lowev r, due to pa •t experience. it wa · possible to work on the folio, ing 

. · 1· I t dy to be conducted: a · ·umpt1ons when preparing or t 1e u 
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• Second year student teachers 

Second year Social cience tudent teacher arc generally spread among 5 high chools 

where they have to teach a minimum of 20 group practice lesson and a minimum of 12 

shared individual le sons. 

• Third year tudcnt teachers 

Thi rd year ocial cience tudent teacher , are generally spread among 5 to 7 high 

schools where they have to teach a minimum of 45 individual Je son . 

• Student Progrc s and Joint SBS meeting· 

l could not prepare time slot for the tudent Progre s and Joint B meeting , as the 

guardian lecturers did not plan for the e meeting ' to take place. 

• Observation during co-planning session 

prepared to use a field notebook during my observation of mentor support before 

le son pre entations. I lowever, becau e co-planning ses ·ions did not take place in the 

majority of case , I could not effectively determine ·upport in the area of th O erriding 

aim of the unit , Jes on objective , selection and ·eq uencing of activities (111ha1 t do and 

when), the culminating activity of the unit. and th key activitie after each le •on. 

Because co-planning ession did not occur, J could not determine the student teacher · 

familiarisation with syllabu e . cheme of w rk, unit plan , daily lcs on plans, and other 

relevant documentation , as well a whether suggeSti0 n were being u ed as set out in the 

B I land book. 

• Ob ·ervation during lesson presentations 

used a field notebook to record my observations of the student teachers pre ·enting 

sons. In the majority of case\ the mentor teachers were not pre ent during these 
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presentations. Although I planned to observe how the mentor teacher a sessed and 

evaluated the tudent teachers, I could not do so because the mentor teacher were absent. 

Because there was no co-planning in the majority of the cases, I could not determine 

whether student teachers were applying what was planned , whether they understood the 

suggestions, whether they were clear about how the unit hould have been explored. 

observed that in the majority of ca es, mentor teacher did not review the Jes on plan 

prior to the pre entations. 

During the presentation where the teacher educators were pre ent, I planned to 

determine wh tber there was regular communication between mentor teacher and teacher 

educator, whether they supported one another, whether they hared the same expectation 

and whether they di cussed th teaching kill to be developed in the student teacher . 

could not determine thi , as there was no communication between the mentor teacher and 

teacher educator in the few instances where the mentor teacher was present. 

• Observation during team teaching (group practice): Second year student 

teachers 

I used a field notebook to record my ob ervations of the tudent teachers pre enting 

jointly prepared lessons. I determined whether co-operative learning occurred between 

mentor and student teacher, and what responsibilitie wcr given to th student teacher , 

for example making or collecting re ource , planning fieldtrips, planning as ·e sment 

tasks and a cssment criteria, etc. 

• Observation during post-lesson discussions 

d b l to record my observation · during post-le 'Stltl prepared to u e a fie I note oo ( 

. . . . d"d 10 t take place . 1 could therefore not tktermine 
discus ions, but these d1 cuss10n 1 1 
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how the mentor teach r acted a a facilitator, for exampl , did the mentor teacher provide 

profe sional assistance and give encouragement? Did the mentor teacher monitor the 

learning proces by giving po iti\'c feedback to th tudent teacher ? Did the mentor 

teacher show an ability to give the tudent teachers a ·ense of availabi lity, support and 

encouragement? Did th mentor teacher how I nowlcdge about current educational 

issues and practice ? Did the mentor teacher di play a commitment to the mentoring 

proces . a set out in the criteria for profe ional and ubject competcncie in the SBS 

handbook? 

• Observation during Student Progress and Joint B Meetino-s 

I planned to use a field notebook and a Lape r corder when ob crving these meetings. 

hoped to determine how the mentor teacher and teacher cducat r evaluate the tudent 

teacher against the a sessment criteria set out in the B Handbook. Becau e these 

meeting did not take place. T cou ld not determine imilaritie and difference with regard 

to expectation and tudent teaching kills. J could n t determine the mentor teacher · 

commitment to the mentoring proces , their ability to work with tudent teachers ov ran 

extended period of time, 11 ither could 1 determine the impact that the workshop had on 

them. 

• Observations during BS meetings and Training workshop 

I u ed a field notebook and a tape recorder when ob crving the proceedings of the 

meeting and the workshop. During the work hop ther was no training for mentor 

teacher and durino the B meeting. mentor teacher-related issues were n t di •cu ed. 
C, 
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• Informal interviews 

I used a field notebook and a tape recorder when conducting informal interviews. 

Because the interview topic were det rmined by what was ob erved , it was not possible 

to provide a procedure protocol during the preparation pha e of this tudy. 

• Formal interviews 

I used a field notebook and a tape recorder when conducting formal interview with the 

mentor teachers. The e occurred during the B period after normal chool hour , to 

limit interruptions . Becau e I did not know beforehand which afternoons the mentor 

teachers were going to be available, I could not dev lop a timetable during the planning 

phase of the study. Participant student teachers were interviewed in two groups: a 

second year group and a third year group. Participant teacher educators were also 

interviewed in a group. 

3.7 Data analysis 

The data collected through interview wa separated from the data obtained through 

ob ervations, and kept in a file. 

3.7.1 Analysis of observations 

Observations and informal interviews were sequenced chronologically, made pos ible by 

the field notes . The ob crvation · of each participant \Vere u ed l idcnli fy the key issues 

which were then de ·c.:ribed . The purpose was lo idenlit') pullcrns and lo relate them to the 

research que lion . 
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3. 7.2 Analysis of interviews 

The participants were asked the same qu stions during the formal interviews. Each 

participant ' s response to these questions wa recorded, tran cribed and analysed to 

identify recurring themes . Similarities and differences in these responses were identified 

and then de cribed in order to identify pattern , which were related to the re earch 

questions . 

3.7.3 Combining information from observations and interviews 

Through triangulation, it became evident that what the participant did during 

ob ervations, and aid during the formal interviews, were not in congruence. 

3.7.4 Final stage 

Ba ed on this comparative analysis , I determined how well the mentoring proces was 

working by comparing it with literature on this topic. a ' well as with the stated goal of 

the SB component of the BETO programme. Data wa al o analysed again t the 

research question in an effort to an wer th c que tions . 

3.8 Conclusion 

In this chapter the re -carc!1 de ign wa described . A a qualitative tudy, data wa 

obtained through intervi ws, ob ervation · and do um nt analy i . An overview was 

given of the study particiJ ants who were intcrvie\\ed to determine if there wa , mutual 

understanding with regard to the partnership model. 

ob -ervations, interviews and do urnents were then des1.:ribed to show how the data was 
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collected. Finally, I described how the data wa analys d to determine how well the 

mentoring proce s within the SB component of the BETO teacher education programme 

was working and to answer the research questions. 

This chapter formed the basis for chapter 4, which deals with the data analy is and 

findings of the research conducted on the role of the teacher as mentor in the partner hip 

model between WCE and elected Windhoek chooJ . Chapter 4 look at eleven ca e 

studies, and the findings related to the research questions, namely: 

• How do mentor teach rs, teacher educators and student teachers under tand the 

mentoring process of the BETD programme? 

• Is there a mutual understanding of the mentoring process among mentor teachers, 

teacher educators and tudent teacher ? 

• Are the mentor teachers attaining the goal of the partner hip as intended by the 

BETD programme? 

• ls there a mutual under tanding of the partnership goal among mentor t acher . 

teacher educator and student teacher ? 



CHAPTER4 

DATA ANALYSIS AND FINDINGS ON THE ROLE OF THE TEACHER AS 

MENTOR IN THE PARTNERSHIP MODEL 

4.1 Introduction 
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In this chapter the results of the investigation is analy ed and described. Given the 

responses to the observations and interviews, the description and analysi of the data 

focus on how mentor teachers, teacher educators and student teachers interpreted and 

experienced the mentoring process. The observation data was used to triangulate the 

interview data. 

lt is important to note that the activities of the SB component consist of plannino 
o• 

presentations, ob ervations and discu ions by the partnership teams. 

I ob erved and interviewed the two teacher ducator responsible for a es ing and 

evaluating the second and third year student teachers during B . I also ob erved and 

interviewed eleven men tor teachers at eleven partnership chools in Windhoek, as well a , 

the eleven second year and t n third year Geography ' tudent teacher a two eparate 

groups. 1 observed at least four le son presentation per tud nt teacher and at lea ' t two 

critique le sons per teacher educator, a well a the pre- und post-presentation 

discus ion . I al o con ulted document relating to the pra tical comp ncnt , of the 

teaching programme and at in on the B committee meeting. 
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The findings are presented as individual case tudies. Each case tudy focuses on co­

planning e sions, pre enting lessons with mentor teacher as observer, po t-lesson 

discussion between mentor teacher and student teacher, presenting les on with mentor 

teacher and teacher educator a observers, and post-lesson di cus · ion between mentor 

teacher, teacher educator and student teacher. 

4.2 Case studies 

Below find a presentation of the ca c studie . 

4.2.1 Case study 01 

Co-planning sessions 

At this chool there were two second year student teachers assigned to one mentor 

teacher. When I went to observe what happened during co-planning sessions, I 

discovered that co-planning was not done. During the formal interview with the mentor 

teacher, I asked about thi and the e were the comment : The duty of the mentor teacher 

was only to check the le son plan of the student teacher, to sec whether all thee sentials 

of the lesson were covered in the plan, and to give the student teacher supplementary 

material, as some of the information in the textbook i · not well explained. During my 

ob crvations, the mentor teacher very rarely checked the student teacher· · le • on plans 

prior to the presentations. 

Presenting lessons with mentor teacher as observer 

In my interview with the mentor teacher. she explained that when she observes student 

teachers, ·he would look al the following aspL:ct ·: if the student teacher empha i ·ed 
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important facts, as essed whether the content was covered ufficiently, determined 

whether the learner understood the lesson objective, and whether the learners were given 

activities to do. However, when I went to observe what happened during lesson 

presentations, the mentor teacher was itting at the back of the cla sroom, busy with other 

thing . 

Post-lesson discussion between mentor teacher and student teacher 

When I went to observe what happened during post-le sons discu ions between mentor 

teacher and student teacher, I discovered that it did not take place. During the formal 

interview with the mentor teacher, I asked about this and thi is what he said: If the 

student teacher were willing, she would discu the pre entation with the student teacher. 

Sometime the student teacher would a k about the lesson presentation and if time 

allowed, they would it together and talk about the !es on. She also said that if post­

lesson discus ion occurred they would u ually tale place during the lunch break. 

However, what was commented, was never observed, for example, I never came aero s 

the mentor teacher having a discu sion with the stud nt teacher over the lunch break. 

Presenting lessons with mentor teacher and teacher educator as observers 

When I went to ob erve what happened during lesson pre entations observed by both the 

mentor teacher and th teacher ducator, I di covered that it did not take place. During 

the formal interview with the mentor teacher, I asked about thi and the comments were: 

She was not involved, becau e teacher educators did not talk to the mentor teachers . he 

would ob erve Jes ·ons when the teacher educator was pre ·cnt, but they would not 

communicate, nor would they ·it together. 1 ob 'crvcd that the teacher educator and 
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mentor teacher very eldom communicated, and that the mentor teacher was very seldom 

present. 

Post-lesson discussion between mentor teacher, teacher educator and student 

teacher 

When I went to ob erve what happened during post-lesson discu sions between the 

mentor teacher, teacher educator and tudent teacher, I di covered that it did not take 

place. During my ob ervations, the teacher educator was in discus ion with the student 

teacher, without them ntor t ach r being pre ent. During the formal interview with the 

mentor teacher, I asked about this and these were the comments: Teacher educator did 

not include the m ntor teachers in the c discu 'S ion. Th y ignored the mentor teacher 

and only had di cussions with the student teacher. The mentor teacher further 

commented that they should be part of the team at all time . l ob erved that the mentor 

teacher very seldom formed part of the partnership team. 

Summary 

During the interview, the mentor teacher mentioned that she checked the student 

teacher's ]c ' son plan . ob erved the le. on ' presented and di cu ' cd the lesson with the 

student teacher after presentation. However. during my ob ervations, l did not see the 

mentor teacher giving this type of assistance to the student teacher. I observed that the 

teacher educator and mentor teach r very eldom communicated. which corresponded 

with what the mentor teacher said during the interview. 
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Co-planning sessions 
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At this school there wa one third year tudent teacher assigned to one mentor teacher. 

When I went to observe what happened during co-planning session , I di covered that co­

planning wa not done. During the formal intervi w with the mentor teacher, I a ked 

about this and the comment were: As a up rvisor, she was responsible for giving 

assistance to the student teacher with regard to teaching methods, lesson content and how 

to get through to the learners. Because she had no support from the college, she did not 

know that co-planning ses ions were compul ory, and waited for the tudent teacher to 

approach her. She said that these es ions did not occur because the student teacher did 

not approach the mentor teacher for as i Lance . I did not once observe the mentor 

teacher giving assi tance to the student teacher. 

Presenting lessons with mentor teacher as observer 

When I went to observe what happened during le son presentation , l di covered that th 

mentor teacher wa not pre ent. During the formal interview with the mentor teacher, J 

a ked about this and these were the comments : The tudent teacher should be allowed to 

have his own space, o that he can feel it is hi clas . On arrival the tudent teacher was 

given a cla to manage for the entire B period. and only if the student teacher a •kcd 

her to observe hi lesson , would sh do ·o . I did not obs1::rve the ' tudcnt teacher to be 

capable of managing a cla son hi own, neither the mentor teaching being present during 

any of the le son presentation . Y ct the mentor teacher ·igncd the tudent teacher· . 

lesson plans, and indicated that everything ,vent well. 
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Post-lesson discussion between mentor teacher and student teacher 

When 1 went to observe what happ ned during post-le son discus ion between mentor 

teacher and student teacher, I di covered that it did not take place. During the formal 

interview with the mentor teacher, -he had the following comment : Only if the student 

teacher a k d would he comment on methods used, and al o give general comments 

with regard to teaching aid and the Jes on content. They did not have discu ions after 

every lesson, as available time was a problem. Al o, the student teach r should get a 

chance to do his thing in his own way, o she would only talk to him when he felt it 

absolutely necessary. The tudent teacher should be given space to renect on what he 

did, what went wrong and how to improve the ne t time, without the interference of the 

mentor t acher. I did not ob erv the mentor tea her taking the initiative to comment on 

the lesson pre entation by the tudent teacher. 

Presenting lessons with mentor teacher and teacher educators as observers 

When l went to ob rve what happened during le , on presentation bserved by both the 

mentor teacher and the teach r educator. J di covered that it did not take place. During 

the formal interview with the mentor teacher, l a ked about thi and these were the 

comment : he thought that he ·hould not be pre ent when the teacher educator 

a ses ed the !es on pre ented by the tudent teacher, becau c the teach r educators did 

not involve the mentor teacher - they only talked to the tudcnt teacher. he felt that he 

and the teacher educator should jointly have us ·essed th student teacher, that there 

should have been communication a · to ho\', good or poor the presentation \\'as . 

observed that the teacher educator did not expect the mentor teacher to be present. 
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Post-lesson discussion between mentor teacher, teacher educator and student 

teacher 

When I went to obs rv what happen during po t-les on discu ions between th mentor 

teacher, teacher educator and tudent teacher, I discovered that it did not take place. 

During my ob ervations, the teacher educator was in discussion with the student teacher 
' 

without the mentor teacher being pre ent. During the formal interview with the mentor 

teacher, I asked about this and the e were the comment : Teacher educators did not 

include the mentor teachers during the e discu ion. Even if she was present, he wa 

not consulted. She further commented that, a a mentor teacher, she should al O be 

involved with the final grading of th tudent teacher, not only the teacher educator. 

Summar-v 

During the interview the mentor teacher said that he did not co-planning with the student 

teacher, because he wa capable to manage a class on his own. he said that she had 

po t-prescntation di cus ion only when she felt it absolutely necc sary. During my 

observation , I did not find th mentor teacher doing what she said during the interview. 

I also observed that the student teacher wa not experienced enough to manage a clas on 

his own. However, I observed that the teacher educator and mentor t acher very s Jdom 

communicated, which corre ponded with what the mentor teacher said during the 

interview. 
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4.2.3 Case study 03 

Co-planning sessions 

At this school there were two third year student teacher assigned to one mentor teacher. 

When I went to observe what happened during co-planning sessions, 1 discovered that co­

planning was not done. During th formal interview with the mentor teacher, I a ked 

about this and these were the comments: When the student teachers arrived, the mentor 

teacher talked with them so that they could get to know one another. he aid that the 

mentor teacher hould focus on as i ting the student teacher, by being able to help them 

improve on the weak areas in their presentations. But, he aid, becau e the stud nt 

teachers were not interested, this did not take place . 

Presenting lessons ·with mentor teacher as observer 

When I went to ob erve what happen d during le 'On pre entation , I discovered that the 

mentor teacher wa not pre nt. During the formal interview with the mentor teacher, r 

asked about this and he commented: he must have been bu y somewhere during my 

visits, because sh wa alway in the cla , obs ·rving the tudent teacher . he said that 

during the le son presentation , he would write do,\n comments - what was good and 

what was poor, observe the learners to ee whether they understood what the tudent 

teacher wa teaching and observe whether the tudcnt teacher was motivating and 

encouraging the learners. 1 [owcver, when I asked to br ws through her note , he could 

not find them. either did J ob erve her doing what she ·aid during the interview. 

Post-lesson discussion between mentor teacher and student teacher 

When 1 went to observe what happened during po ·t-k ' ·ons discus ·ions between mentor 

t I d t I t t 'acli•'r I di covered that it diJ not tal,.e place. During the rorri,al eac 1cr an s uc. en L: .... • 
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intervi w with the mentor teacher, J a ked about this and these w re the comment : 

There wa very rarely time to do this. When there was an opportunity, she would talk 

with the student teacher, concentrating on teaching method . But overall the student 

teachers were not interested . They had excuse'. like ··1 have a class now" and only 

seemed interested in grades. I observed that grades for individual lessons were not 

given, as it is not the policy of WCE. A grade is only giving after the B session. 

Presenting lessons with mentor teacher and teacher educator as observers 

When I went to observe what happened during !es on pre entation observed by both the 

mentor teacher and the teacher educator, I di covered that it did not take place. During 

the formal interview with the mentor teacher. I asl ed about thi upon which he 

commented: The tudcnt teacher ignored her, as if what she had to comment wa of no 

use. Often he would tend to other chool-related matter . while the lesson pre entation 

was being ob erved by the teacher educator. I ob erved that the teacher educator did not 

expect the mentor teacher to be pr' cnt. 

Post-lesson discussion between mentor teacher, teacher educator and student 

teacher 

When I went to ob erve what happened during post-le son di ' CU sions between the 

mentor teacher, teacher educator and student teacher. I discovt:red that it did not take 

place. During my ob ervation . the teacher clucator \\as in discu sion with the tudent 

h b , ·11g present teacher, without the mentor teac er c1 , · During the formal interview with the 

mentor teacher, I asked about this and these were thc comment ·: The teacher educators 

d .d t • 1 • t t lk with them On one o casinn, the teacher educator a ·ked her 1 no give 1er time o a · 

t I I l tl at ]1e could talk to the . tudent teach r in private. o eave t 1e c as room, so 1 he wa ' 
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furiou , becau e since it is her cla sroom, her comments should be valued by the visiting 

teacher educator. 

Summarv 

During the interview the mentor teacher said that she did not co-plan with the tudcnt 

teachers , that she was alway pre ent during the lesson presentation writing down 

comments . During my observations, 1 found that what he said about co-planning 

sessions corresponded to what she did , but l did not observe her being present during 

lesson presentations, doing what he said she did . I lowevcr, 1 observed that the teach r 

educator and mentor teacher very seldom communicated, which corresponded with what 

the mentor teacher ·aid during the interview 

4.2.4 Case study 04 

Co-planning sessions 

At this school there was one third year tudcnt teacher a ' igncd to one mentor teacher. 

When r went to observe what happens during co-planning sc sions, I discovered that co­

planning was not done. During the formal interview with the mentor teacher, I a ked 

about this and these were the comments: Th1.: student teacher wa not intere ted in co­

planning with her, although he regarded co-planning to be important, as tudent teachers 

are not always ure f ome of the syllabu theme and topic . , he further commented 

that tudent teacher . have to b(! guid(!c! vvith regard to teaching arproache and mcth ds 

and syllabu content to concentrate on . ' he al ' O comrn(!nted that ' tudcnt teacher · need 

help with the preparation of their I s on presentation . llowcver, when I went to ob ·ervc 

I t I d r·111 o co planning S(!Ssion '. this never happened . w1a 1appcn , u ~ - · 
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Presenting lessons with mentor teacher as observer 

When { went to observe what happened during le on pre cntations, I discovered that the 

mentor teacher wa not present. During the formal interview with the mentor teacher I 
' 

asked about this and she commented : he could not recall why he was not present 

during the time that I vi ited the tudent teacher when pre enting lessons, because she 

was alway pre ent. he commented that he would be busy at the back of the 

classroom, becau e the presence of the mentor teacher give confidence to the student 

while teaching, and it also helps with the disciplin of the learners. Also, the mentor 

teacher should be present to intervene when the tudent teacher is unable to give 

satisfactory answers to the learners' question . 'he should also intervene if she has more 

information than the student teacher on the particular topic. Yet the mentor teacher 

remarked that sht:: wa not always present a ' her presence made the tudent teach r 

nervous and a student should be left to do thing his/her way. I did not observe the 

mentor to be pre ent doing what she aid she did. 

Post-lesson discussion between mentor teacher and student teacher 

When I went to ob erve what happened during po t-le on discu ions between mentor 

teacher and tudent teacher, I discovered that it did not tak place. During the formal 

interview with the mentor teacher, I asked about thi and the 'e were the comments: Time 

did not allow discu ion to take place, becau e either the tudcnt teacher had a !es on to 

teach, or she had a !es on to teach. But when it happened, he would concentrate 011 the 

shoiicoming of the !es 'On, especially the lesson content. She would talk. to the •tudent 

teacher about what to work on, \\ hat needs to b1.: change<l . I did not ob ·crvc the mentor 

teacher having post-le 'Son di ' CUS ion · ,vith the student teacher. 
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Presenting lessons with mentor teacher and tcache1· educator as observers 

When I went to observe what happened during Jes on presentations observed by both the 

mentor teacher and the teacher educator, I discovered that it did not take place. During 

the formal interview with the mentor teacher. l a ked about this and this is what she 

commented: She said that because the teacher educator did not a k her to attend those 

presentation , she stayed away . She felt that h should be present, so that she could ee 

how the teacher educator assessed the tudent teacher. he felt that the t acher educator 

shou ld give support to the mentor teacher, talking about whether he wa correct in her 

support and contribution . he aid that becau ·e this did not happen, there wa a big 

difference between their as essments of the lesson pre entations. I ob rved that the 

teacher educator <lid not expect the mentor teacher to be pre ent. 

Post-lesson discussion between mentor teacher, teacher educator and student 

teacher 

When I went to observe what happened during po t-les on di cussion between th 

mentor teacher, teacher educator and student teacher, 1 discovered that it did not take 

place. During my observations, the teacher educator wa in di cus ion with the student 

teacher, without the mentor teacher being present. During the formal interview with the 

mentor teacher, I asked about thi and the e were the comment : Although the mentor 

teacher felt that she and the teacher educator ·hould it together to discu s the tudent 

teacher' performance. e pccially the shortcoming . it did not happen, a the tea her 

educator never invited her to join in the discu ·sions. In foct. ·he never met the vi ·iting 

lecturers. 
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Summary 

During the interview, the mento r teacher said that guidance and as istance to the tudent 

teacher arc important. She said that he was always pre cnt during le on presentation , 

and that post-lesson discu ion sometimes took plac . Although she said that the 

student teach r wa not intcre ted in co-planning with her, I did not once ob erve her 

doing what she aid during the interview. However, I observed that the teacher educator 

and mentor teacher very seldom communicated, which corresponded with what the 

mento r teacher said during the interview. 

4.2.5 Case study 05 

Co-planning sessions 

At this school there were two third year tudent teacher a igncd to one mentor teacher. 

When J went to observe what happcncd during co-planning essions, I di covered that co­

plann ing was not done . During the formal interview with the mentor teacher, J asked 

about this and these were the comment : Co-planning is necc sary and a "mu t'', b cause 

it is a two-way process _ the mentor teacher and student teacher both learn from th 

process. The student teachers should know ho" the mentor teacher approache a le on , 

how the learners hould be kept interc ted throughout the 1 • on. The mentor teacher 

should meet with th m every day to look th rough th ir le on plans and to give them 

advice. But co-planning did not take place. a · the tudcnt teacher did not approach him 

· t d I t • t11e un and did not dLl what they were suppo ·cd to do I did not - ms ea . t 1ey ·a 111 ' · 

l · 111 -.1, 1•1,g an effort lo assist the student tcacJ1,,1· • a . 11,, ob erve the mentor teac 1111g "" ... ... 

commented during the intervic, • 
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Presenting le sons with mentor teacher as observer 

When I went to ob erve what happened during lesson pre entations, I di covered that the 

mentor teacher was not present. During the formal interview with the mentor teacher I 
' 

asked about thi upon which he commented : Ile aid that he was alway present, sitting 

at the bacl of the clas room, completing the critique form a the le on progre sed . I le 

did not give any r a on for not being present during the I sson presentation that I 

observed. 

Post-lesson discussion between mentor teacher and student teacher 

When I went to observe what happened during po t-le · on di cus ions between the 

mentor teacher and tudent teachers. l discovered that it did not take place . During the 

formal interview with the mentor teacher, I a ked about thi and these \-\ere the 

comments : The student t 'achcr di appear d \ 'Cr) quickly after having taught a lesson. 

so discu sions very rarely took place. The mentor teacher was or the pinion that 

discus ions hould take place after every le on. becau ·e he and the tudcnt teacher 

could learn from one oth r. For in ·tanc . he could ask the tudent "Where did you get 

this idea?" and they could then talk about the effectivene s thereof. But. unfortunately, 

the student teachers were only intere ted in grade - th Y almo t demanded good grades, 

even if the lesson pre entation wa not up to tandard. even i r they did not deserve it. 

They were not intere tcd in discussions. neither did the) sho\\ that they wanted to learn 

from the mentor teacher and improve on their teaching. Becaust: of this attitude. the 

mentor teacher was very reluctant to offer as ·istance to the studt:nt teachers . I ob ·er· ed 

ti t I r • d·v·idual le •sons \Vere given. although it is not the policy of' w ' F 'ls 
1a gn.1c cs 1or 111 1 • , • • 

lated in the, B I landbooi-- (W I·. '.200.J.). grade i · onl) gi ing alter the SB , session . 



64 

Presenting lessons with mentor teachers and teacher educators as observer 

When I went to observe what happened during lesson presentations observed by both the 

mentor teacher and the teacher educator, I di covered that it did not take place. During 

the formal interview with the mentor teacher. I asked about thi · and the e were the 

comment : He hould join the teacher educator when le on are being as es ed, becau e 

everybody has something to learn, which could only lead to better teaching skills . But 

the teacher educator did not eem to want him pre ent. I observed that the teacher 

educator did not expect the mentor teacher to be pre ent. 

Post-lesson discussion between mentor teacher, teacher educator and student 

teachers 

When I went to ob erve what happened during po t-le n discu sion between the 

mentor teacher, teacher educator and student teacher, I discovered that it did not take 

place. During my ob crvations, the teacher educator was in di cus ion with the student 

teacher, without the mentor teacher being rrescnt. During the formal interview with the. 

mentor teacher, 1 asked about thi and the comment were: The teacher educator - did not 

ask him to join in the di cus ion . He felt that the teacher educator should vi it the 

student teacher more often, and should communicate more o~en with the mentor teacher 

and associate teacher at the ch ol. But the teacher educator wer always in a hurry, 

never having time to communicate with either the mentor teacher or the tudent teacher. 

I observed that the teach r educators had thorough post-lesson di cu ion with the 

student, although the mentor teacher was abs1.:nt. 
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Summary 

During the interview, the mentor teacher felt very strongly about a isting the student 

teacher during co-planning sc ·ion , Jes on pre ·entation and post-pre entation 

discussions . Although he mentioned that the tudent teachers were not intere ted in hi 

assistance, I did not ob erve him helping the tudent teachers a he passionately 

mentioned during the interview. During the interview he aid that he was alway pre ent 

during lesson pre entations, but during my observations, T did not once see him in the 

classroom ob erving the student teacher . Hov\cver. I ob erved that the teacher educator 

and mentor teacher very seldom communicated. which corre ponded with what the 

mentor teacher aid during the interview. 

4.2.6 Case study 06 

Co-planning sessions 

At this school there was one third year tudent tea her assigned to one mentor teacher. 

When I went to ob erv what happened during co-planning ses ions, 1 di covered that co­

planning wa not done. During the formal interview with the mentor teacher, I a •ked 

about thi upon which the comments were: Co-planning i when the mentor teach r 

looks at the prepared le son plans of the student teacher. It is not neees ary to hm e a 

special time of the day for thi . It can happen any time. whenever the ·tudent teacher 

approaches her. But this does not happen , because the stud~nt teacher doc · not bother to 

show him the prepared !cs on plan ·• 



66 

Presenting lessons with mentor teacher as observer 

When r went to observe what happened during le on pre entntions, I di covered that the 

mentor teacJ1er was not pr ent. During the formal int rview with the mentor teacher l , 

asked about this and the e were the comments: The mentor teacher remarked that he 

must have left the cla room for one or other reason, and mi scd me because of this. I le 

was alway present, sitting at hi table and Ii tening to the le on pre entation, 

completing the critique form . 

student teacher's Ics ons. 

I did not observe the mentor teaching observing the 

Post-lesson discussion between mentor teacher and student teacher 

When 1 went to ob erve what happened during po ·t-lc ·on discussions between mentor 

teacher and tudent teacher, I di covered that it did not take place. During the formal 

interview with the mentor t acher, I a ked about thi and these were the comment : Time 

did not allow for discus ions to take place on a regular ba i . When they did have 

discussions, he would focu on thing that did not go well and compliment the tudent 

teacher when appropriate. However. during 111) ob -er ation I did not observe any past­

ies on discus ion taking place, a the mentor teacher wa not pre ent during the 

pr sentation. 

Presenting lcs ons with mentor teacher and teacher educator ' as observers 

When I went to observe \,\ hat happened during lesson pre ·cntations ob ·erved b) both the 

m ntor teacher and the teacher educator, I discowred that it did not take place. During 

the formal interview with the mentor teacher. l asked about this and these were the 

comments: I le could not give renson · ,~ h) he did not obsen e the student tew..:her 

t I . 1 tl t !,er edLicitor I le was under the imprc · ·ion that he was suplJOSL'd to oget 1cr wit 1 1c eac • · . 
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leave when th teacher educator arriv d to critique a lesson pre entation by the student 

teacher. I observed that the teacher educator accepted the mentor teacher not to be 

present. 

Post-lesson di cussion between mentor teacher, teacher educator and student 

teacher 

When l went to observe what happened during post-le ' on discussions between the 

mentor teacher, teacher educator and tudent teacher, I di covered that it did not take 

place. During my ob ervation , the teacher educator was in di cu ion with the tudent 

teacher, without the mentor teacher being present. During the formal interview with the 

mentor teacher, I asked about thi and he commented: Because he did not ob ervc the 

le son together with the teacher educator, he saw no purpose in joining the po t-le on 

discussion. Jn any ca e, there wa no communication between teacher educator and 

mentor teacher. 

Summary 

During the interview, the 111 ntor teacher said that co-planning doc not take place. Thi 

corresponded with what I observed. During the interview, the mentor teacher al O aid 

that he was present during all the le sons presentations. and that he often had post­

presentation di cu ions with the tudent teacher. During my observation-, I did not ec 

the mentor observing any of the le ·. on presented by the tudcnt teacher, neither did 1 

ob erve po t-le son di cu sions taking place. Ilowevcr, [ observed that the teacher 

d d t . t "'CJ1,, 1• ver) •cldorn communicated. which corresponded with wll 'lt e LIC3tOr an 111Cl1 01 Cu '-' < 

the mentor teacher said during the interview. 
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Co-planning sessions 
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At thi chool there were two second year student teachers assigned to one mentor 

teacher. When I went to observe what happened during co-planning session , I 

discovered that co-planning wa not done . During the formal interview with the mentor 

teacher, I asked about thi and the e were the comments: o-planning did not take place, 

because the student teach r cho e to ignore him. In lead of consulting with him, the 

student teachers were in the staff room, while they were uppo ·ed to be ob erving his 

teaching. 

Presenting lessons with mentor teacher as observer 

When I went to ob erve what happened during !es on pre entation ', I di covered that the 

mentor teacher was not present. During the formal interview with the mentor teacher, I 

a ked about this and the e were the comments: £ Ic could not recall "'hy he wa not 

pre ent during the le on presentation that I nttended. I le said that he u ·ually wa , 

present, listening to the tudent teachers teaching and completing the critique forms. 

However, this is did not take place during the Jes on presentation that I observed. 

Post-lesson discussion between mentor teacher and student teacher 

When I went to obs rve what happened during post-le ·sons discussion between mentor 

teacher and student teacher, I discovered that it did not take place. During the formal 

interview with the mentor teacher, I asked about this upon which the comment were: 

Tl t · ,t·i·••sted in discussing their efforts - they W"r·c ()Ill 1c student teachers were no 11 i..: -.. . -.. 

interested in the grade allocated by him. lso. if the student teacher did not approach 

I . 'd t 1 1 , pince During such discussions, it is imf)ortant t,) tr>Jk 11m, then discu ·sion · d1 no ar..e ' · , " 
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about shortcoming , teaching methods, and le on content. However, 1 did not ob erve 

any post-les on discussions taking place. 

Presenting lessons with mentor teacher and teacher educators as observers 

When I went to observe what happened during les on pre cntations observed by both the 

mentor teacher and the teacher educators, l di covered that it did not take place. During 

the formal interview with the mentor teach r, I asked about this and these were the 

comments: He saw no purpose in being present, as the only communication is that 

between teacher educator and student teach rs . Nobody ever told him to be present. 

observed that the teacher educator accepted the mentor t achcr not to be present. 

Post-lesson discussion between mentor teacher, teacher educator and student 

teacher 

When I went to observe what happened during po t-lcs on di ' CU sions between the 

mentor teacher, teacher educator and student teacher, I di covered that it did not take 

place. During my observation , the t achcr educntor wa in discus ion with the tudent 

teacher. without the mentor teacher being present. During thc formal interview with the 

mentor teacher, I asked about thi and these were the comment : I le understood that the 

post-les 011 di cu ions were only for the tudent teacher and the teacher educator. 

Summary 

During the interview, the mentor teacher uid thal co-plunning docs not take place. Thi 

corresponded with what I observed. During the interview. the mentor teacher al o aid 

that Ile Was d .· all the !cs ons prc ·cntati n '. and that he often had p 1_ pre cnt u1 mg • 

ells ,1
.
011 

\VJ.ti, the 'tudent teachers. although the) "ere not interested in presentation di 

his assistance. 
. bs ,1·v·itions I did not see the mentor observing an) or 111 ,, Dunng my o t..: < ' "' 
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le ons pre ented by the tuden t teachers, neither did f ob crvc po t-le on discu Jons 

taking place. However, I ob crved that the teacher educato r and mentor teacher very 

seldom communica ted, whi ch co rre ponded with what the mentor teacher said during the 

interview. 

4.2.8 Case study 08 

Co-planning sess ions 

At th is school there were two second year st udent teachers ass igned to one mentor 

teacher. When I went to ob erve what happened during co-planning es ion , 1 

discovered that co-planning wa not done. During the formal interview with the mentor 

teacher, f a kcd abo ut this and these \\ere the comment ·: The student teachers were not 

in terested in the a sistance of the mentor teacher. He would give a i lance if 

approached, otherwise it wa a waste of time. During my observation , the tudent 

teacher d id not approach the mentor teacher f'or guidance and assi tancc. r noticed that 

they did their le on preparation on their own. 

Presenting lessons with mentor teacher as ob crvcr 

When I went to ob erve what happ ned during !es on pre ntations, the mentor teacher 

was pre ·ent, itting at the back or the clas Toom. l lowever. he did not appear to be 

li stening 10 the student's !cs, 011 presentation. as he ·eemed to be busy asse ing learner 

ta ks. During the formal interview with him. I a ked about this and the. e were the 

comment ·: I le did ob erve the student teachL'r. ascertaining \\ hcther the lesson content 

was covered sufficiently. I le commenh.:d that the mentor tcaeher must be present to 

prevent the learner . from giving problem . to the student teacher, especia lly \\ith regard to 
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discipline. I did not ob rve the mentor teacher doing any of these things, or taking 

down notes for a discussion with the tudent teachers . 

f!>st-lesson discussion between mentor teacher and student teacher 

When I went to observe what happen d during po t-lesson ' discussions between mentor 

teacher and student teacher, 1 di covered that it did not take place. During the formal 

interview with the mentor teacher, f a ked about this and the comment made were: 

There is no time for discu sions, as one or the two would have a le 'Son to pre cnt, or the 

student teachers had to prepare for their next lesson pre entations. As lated in the SBS 

Handbook, student teacher are not upposed to be preparing lessons in the staffroom. 

They should be ob erving their mentor teachers pre enting lessons. 

fresenting lessons with mentor teacher and teacher educators as observers 

When 1 went to observe what happened during lesson presentation observed by both the 

mentor teacher and the teacher educator, I discovered that it did not take place. During 

the formal interview with the mentor teacher. f asked about this and the e were the 

comments: The teacher educators bowed no inten.:st whether he was pres nt or not. It 

was as if they had nothing to ay to him. The teacher educators did not a k him any 

question _ they were only concerned about the tudent teacher. I observed that the 

teacher educator accepted the mentor teacher not to be present. 

_ ost-lesson discussion ctwecn m -P b Cntor teacher, teacher educator and student 

!£ache.-

When 1 went to observe what happened during rost-ksson discussions bct\-\-CCn the 

mentor teacher, teacher educator and tudcnt teacher, 1 discO\ ercc.l that it did not take 

place. During my observations. the teacher educator \vU · in di scussion with the student 
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teacher, without the mentor teacher being present. During the formal interview with the 

mentor teacher, I asked about thi and the comments were: The teacher educators did not 

seem to care whether the mentor teacher was pre ent or not, because they did not 

communicate. They did not a k question abou t the student teacher' performance. I 

only observed the teacher educator and tudent teachers in discu sion. 

Summary 

During the interv iew, the mentor teacher said that co-planning only took place on request 

of the student teachers. He sa id that he attended al l lesson presentations, giving 

guidance and assi tance. He also ·aid that he did not have po t-lc son discu ions. 

During my ob ervations, I did not ob ·erve the tudent teachers requesting the mentor 

teacher for guidance and assistance. Neither did 1 ob erve the mentor teacher being 

pre ent during lesson pre entations. llowever, I did observe that no post-lesson 

discussions took place and that the teacher educator and mentor teacher very eldom 

communicated, which corresponded with what the mentor teacher aid during the 

interview. 

4.2.9 Case study 09 

Co-planning sessions 

At this school there were two econd year student teacher and one third year tudent 

teacher a signed to one mentor teacher. When I went to ob ervc what happened during 

co 1 . . 1 di covered that co-planning was not done . During the formal -p annmg sess ions, 

l·,,1 · • 1 1 101. t•"'cl,er I a ·k.1.xl about this upon,, hicli he commented · I k d,.,1 erv,ew wit, t ,e men .... c, , · ~ 

not know why he had to co-plan vvith the student teacher. as onl) the teacher educator's 
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critique was taken into consideration for the finnl grade. According to him, co-plannino-
e, 

rs unneces ary and a waste of time, because in the end, the student teacher' grade is 

determined by the teacher educator, not the mentor teacher. 

fresenting lessons with mentor teacher as observer 

When I went to observe what happened during le son presentations, 1 discovered that the 

mentor teacher was not present. During the formal interview with the mentor teache I 
r, 

asked about this and these were the comments: The student teachers did not pay attention 

to what he had to say, as they did not implcmcnl his ·uggestions. There was a biu 
b 

difference in lesson quality when the teacher educator wa present, and when only the 

mentor teacher was present. Whal should be happening is that the mentor teacher must 

be con idered as the one with the teaching experience, the one who should be guiding and 

as isting the student teacher during le· on pre enlation . It is the mentor teacher who 

would know whether the Jes on objectives were continuously achieved, whether the 

student teacher continuously u cd appropriate teaching and learning aids, whether the 

student teacher had more than sufltcienl lrnov\ kdge of the Jes on content, etc. I le 'aid 

that he did not like to it in on the pre entations, becau e things were not done the way he 

would like it to be done, and he did not bother lo talk lo the tudent teachers, a th y did 

not consider his advice to be of any significance. 1 ob ervcd that the student teacher did 

not con ult with the mentor teacher when planning their le 'On and leaching media . 

also noticed that they put much more effort into their planning and pre entations when 

l d t . [i . • le ·son obscn ation . t 1ey expected th teacher c uca 01 0 1 a 
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f.ost-lesson discussion between mentor teacher and student teacher 

When 1 went to observe ,, hat happened during post-le on discus ion between mentor 

teacher and student teacher, I di covered that it did not take place . During the formal 

Interview with the mento r teacher, I asked about thi and the c were the comment : The 

mentor teacher and the ' ludent teachers did not have time for the e discussion . But, he 

commented, such di cus ' ions are important a the tudcnt teacher arc going through a 

learning proces . The tudenl teachers have to be told and advised about teaching 

methods, time management, 1 arner discipline, etc. f Iowever, I did not ob erve any po 
1
_ 

lesson discussions taking place. 

f.resenting lessons with mentor teacher and teacher educator as observers 

When I went to ob erve " hat happened during le' 'on presentations observed by both the 

mentor teacher and the teacher educator, I di ·covered that it did not take place. During 

the formal interview with the mentor teacher, I asked about thi and the c were the 

comment•: J le said it w,1s not ncce sary for him lo allend, a the teacher educator and the 

student teacher formed n learn. J Ie wa only there to upervi e when nobody from WCE 

could a se s the studen t teachers. I ob erved that the teacher educator accepted the 

mentor teacher not to be prL:sent. 

fost-lesson discussion between mentor teacher, teacher educator and student 

~acher 

When I went lo obs n L' what happened during post-le 'On discu , ' ions between the 

mentor teacher, l acher L·ducalor and ' tudent teacher, I discon:rcd that it did not take 

place. During my ob en ation , the teacher educator \\ as in discussion with the student 

teacher, without the mcn tP r teacher being pre ·cnt. During the formal inten iew ¼ith the 
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mentor teacher, I a ked ,1bout th i and the comment were : Although it would be good 

for him to attend the e se ion , it did not occur a he did not ob crve the lessons . 

Summary 

During the intervi v, the mentor teacher ·hom~d a negative attitude toward the B 

component of the BETD programme. Ile said that he did not like to it in on the 

presentations, he did not bother to have pre- and post-le on discu ion with the tudent 

teacher and he did not oh erve I on tog ther with the teacher educator. During my 

observation I ob erv d that what the mentor did during B and said during the 

Interview, corre ponded. It was evident that the tudent teacher · did not consult with 

the mentor t ach r when planning their lesson · and teaching media . I al o ob crved that 

they put much more effort into their planning and presentation when th y expect the 

teacher educator for a Jc on obser ation . During my ob crvation I ob ervcd that the 

teacher educator and mentor teacher , ery ·eldom communicated. which corre ponded 

with what the mentor t ,aeher aid during the in ten ie,., . 

4.2 .10 Case study 10 

Co-planning scs ions 

At this chool there \,\ere two econd year tudent teacher a ·signed to one mentor 

t acher. When I ,, L'nt to ob crYe \\hat h..11 pencd during co-planning •e . ·ion-, 1 

di covered that co-plan ning ,,a · not done . During the formal inten ie,, '"ith the mentor 

teacher, I a ked about thi s and the ·e were the comments: rhere were no co-planning 

e ion with the · tudent teacher ·. bccau c the) ,vcrc nc, 'r seen. unless they had to teach 

a !cs on. 'ornctimes the) ,vould approach him. and only in such cases \\ould there be a 
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Pre-pres . l 
entation planning session. But the student teac 1ers rarely approached him for 

assi
st

ance and guidance. / did not observe this taking place during my visit to the chool. 

Present · 
~ ing lessons with mentor teacher as observer 

When I · / . I d · Went to observe what happened durmg esson presentat10ns, 1scovered that the 

lllentor teacher was not present. During the formal interview with the mentor teacher, I 

asked about this and these were the comments: He could not recall why he was not 

Present h . . · , as e always sat 111 on the lesson pie entat1ons. What often happened wa that 

th
e student teachers did not foJlow the timetable. and made changes without consulting 

him. The tudents often did this to avoid having him in the classroom, as they did not 

Prepare as well a when a teacher educator would as ess their Jes ons. He alway 

attended the lesson pr entations, carefully noting the shortcomings of the tudent 

teachers, especially with regard to lesson content. tudent teachers had the tend ncy to 

cover less content than \\hat they should, and thi is where the mentor teacher should 

assist them . However, when I looked at the Jes ·on plans of the tudcnt teacher , J did not 

see any comments made by the mentor teacher. neither did I observe the mentor teaching 

doing what he said durin a the interview. 
:=, 

~Hesson discussion between mentor teacher and student teacher 

When I went to observe what happened during poSl-le on di cu ions between m ntor 

teacher and student teacher, J di covered that it did not take place. During the formal 

interview with the mentor teacher, T asked about th i and the e were the comment : 

There was no time to conduct these discu ·sions. a/though they arc important to both 

student teacher and mentor teacher. Also. during the e discussion,_ the mentor teacher 

and tudent teacher hould get to know one another better. and the mentor teacher should 
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get an idea of what is being taught at WCE. especially with regard to learner-centred 

teaching methods. I did not ob erve the mentor teacher having any di cussion with the 

student teachers. 

Pre · 
- senting lessons with mentor teacher and teacher educator as observers 

W hen I went to observe \\ hat happened during lesson pre entations ob erved by both the 

mentor teacher and the teacher educator, I di covered that it did not take place. During 

the forma l interview \\ ith the memor teacher. I asked about this and the c were the 

comme nt : He said it " 11 , not nece ary for him to attend, as the teacher educator wa 

there to a se s the student teacher and to complete the critique form . I observed that the 

teache r educator accepted the mentor teacher not to be present. 

f_ost-lesson discuss ion between mentor teacher, teacher educator and tudent 

kacher 

W hen I wen t to ob eITc what happened during po t-le on di c u sion between the 

mentor teacher. teacher educator and tudcnt teacher, I di covered that it did not take 

p lace. During my ob en ations. the teacher educator wa ' in di cu sion with the ·tudcnt 

teacher, without the mentor teacher being pre ent. During the formal interview\,\ ith the 

mentor teacher. I a ked about thi and these ,wre the comment ·: I le did not attend these 

sc ions, because the teacher educator ob ervcd the !es on. not the mentor teacher. 

_!.!mm arl'. 

During the interview the mentor teacher aid that he did not hm c co-planning e , ·ion . 

With the tudcnt teacher ·, unless they approached him for guidance. 1 le al ' o said that he 

a lway sat in on the lesson pre •cntations, but that there wa · no ti me to conduct post­

le 011 discus ion .. I /ti,\ c\·er, during my obst'n utions. I did 1101 notice student teachers 
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approaching the mentor teacher for guidance, neither did I ob crvc the mentor teacher 

approaching them to plan their !es on . Although he aid that he attended the le on 

presentation , 1 did not 'Ce him in the cla sroom during my observations. During my 

observations J also ob crvcd that the teacher educator and mentor teacher very seldom 

communicated, which corresponded with what the mentor teacher aid during the 

interview. 

4·2-11 Case study 11 

£.2-planning sessions 

At thi ehool there were two second year student teacher assigned to one mentor 

teacher. When r went to observe what happened during co-planning session-, 1 
d. 1scovered that co-planning was not done. During the formal interview with the mentor 

teacher, I asked about thi and these were the comments: It depended on the tudent 

teacher whether they wanted her input before pre ·cnting les on · They never a ·ked for 

SUch input, so she did not have co-planning ses -ion with them. I did not once ob ·erve a 

co-planning se ion being conducted. 

hesenting lessons with mentor teacher a obscn'er 

When J went to observe "hat happ ned during le son presentation'. 1 discovered that the 

mentor teacher wa not pre nt. During the formal in ten ie\\ "' ith the mentor teacher, 1 

asked about this and these were the comments: ' he could not recall "'h) she wa not 

Present, a she alway at in on the le son presentations. ften the student t<:achcr . lied 

to her about Ille time, bccau e he would arri, c at n class lo ussi:ss the student teacher, 

W/10 1 1 1 tl,e J••.sst>ll "~1s already presented. 111 would then tel 1cr t wt ... , ' he feels that it is 
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Important to attend the lesson presentation . to see if the student teacher covered the 

content a it i described in the relevant chapter in the textbook. Student teachers never 

supplemented the content in the textbook, and she would point this out to them during the 

presentation . 
Also, ludent teachers must be guided with regard to que tioning 

techniques as well as lo how to handle an ,vcrs g i\'cn by the learners . I lowevcr. thi did 

not happen during my observation of the lesson pre entations. 

f9st-lesson discussion between mentor teacher and student teacher 

When I went to observe what happened during post-le sons di cus ion between mentor 

teacher and tudent teacher, I discovered that il did not take place. During the formal 

Interview with the mentor teacher. I asked about thi and she commented: Although 

these discu sions are important, there was no time for them to take place. 
These 

discus ions. she felt. \\ re important as she could have Jet the ludcnt teachers know v.hat 

wa expected of !hem. v. ha! they did not do so well. and prai ·e them for thing that \.Vent 

Well. 

~sen ting lessons "ith mentor teacher and teacher educator as observers 

When I went to observe what happened during le on pre entalions observed b), both the 

mentor teacher and the teacher educator, 1 discovered that it did not lake place. During 

the formal intervic,\ with the mentor teacher. I a ked about thi and these were the 

comments: he sc1i I it wa a matter between the teacher educator and the tudcn1 teacher, 

therefore it wa 11 0 1 nccc " ary for her to attend . I ob ·crvcd that the teacher educator 

accepted the mentw ~acher not to be present. 
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f!>st-Jesson discu ss ion between mentor teacher, teacher educator and student 

.!:!cacher 

When I went to ()bserve what happened during post-le son di cus ions between the 

mentor teacher, tenc her educator and student teacher, I di covered that it did not take 

place. During m y o bservation , the teacher educator was in discussion with the tudcnt 

teacher, without thL' mentor teacher being present. During the formal interview with the 

mentor teacher, I ns ked about thi and the e were the comments: he wa no t present 

during the pre enta lions. o there was no need for her to attend . 

§_ummary 

During the intervic\\ , the mentor teacher said that she did not have co-planning e ion 

With the student teac hers, but if they approached her. he would give her input. he also 

aid that she sat in 0 11 all the lesson presentation . but that there was no time to conduct 

Post-lesson discuss ions . During my ob ervations. I did not observe the mentor teacher 

ob erving th Jc son , presented by the s tudent teachers . llowcvcr. 1 did notice that no 

di cus ions OCCUJTL'd between her and the tudcnt teach r , and that the teacher educator 

and mentor teacher very seldom communicated, which corresponded with what the 

mentor teacher aid d uring the interview. 

4.3 Findinos related to research questions 
b 

The fi d' ·11 b d' cti •cd a it relates to the re carcJ, question n 111g w1 now e 1 ' 
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4·3·1 Research question 01 

• How do mentor teachers, teacher educators and student teachers unders tand 

the mentoring process of th e BETD programme? 

By asking this question, I wanted to inve ti gra te whetl1er the 1n t · en onng procc s 

enco uraged the professional development of both the student teach rs and their mentor 

teachers. 

The concept team teaching is clearly explained in the SB Handb ok (WCE, 2004, p .28 _ 

29). The Broad Curriculum (MHEVTST. 1998) tates that BS an essential 

component of the BETD programme, "giving the student knowledge, awarene s and 

practice of the range of duties of a teacher"' (MH EVT T, 1998, p .14). After every 

lesso n presentation and th post-pre entation di cu ion with the mentor teacher and/or 

the teacher educator, the student teacher ha · to complete a reflection on the Jes 011 

p resented, as well as weekly reflections on ' 'interesting and noteworthy events'' (W E, 

2004, p .5. 7). 

Based o n the interviews conduct d, mentor teachers understood the term mentoring a 

assisti ng and guiding student teachers with their le on preparation and le 011 

presentations. During the interviews, it emerged that teacher educators and student 

teachers under tood the concept 111e11/orinf{ as a pr c' involving the ment r teacher 

giving support to the student teacher, which entails much more than mere as ' is tc.llicc and 

guidance. For in tance. they aid that supporl included fomiliari s ing th, stutknt teachers 
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with the school's criteria and standards of a essment, cheme oJ' work, criterion-

referenced ta k and building a profc ionul r lationship with the student teachers. 

Support also means that the mentor teacher i · willing to put in extra time and energy to 

provide excellent upport to the tudent teacher. 

The literature on BS reviewed in chapter 2 reveal that the restructuring of national 

education programmes is of little value if teachers are not taken into account (Daniel on, 

2002). As the case tudies uggcst, the teacher educators and mentor teacher very 

seldom communicated. tudent teachers very rarely approached the mentor teacher for 

guidance, mentor teachers very eldom attended the lesson pre entation by the tudcnt 

teachers, and the mentor teacher and teacher educators very seldom observed le 'on 

presentations together. According to Tomlin ·on ( 1996), approaches to teacher education 

have moved toward schooJ -ba ed course . \l,hich demand more direct involvement of 

teacher . The SB paiinership teams do not seem to completely under tand the 

Partner hip model. and Furlong and Maynard ( 1995) say. unless there is a complete 

thorough understanding of the processes involved in learning to teach. unle ' the mentor 

teachers and student teachers are engaged in collaborative teaching, the role of the mentor 

teacher will not be uchieved . 

The ca ct· 1 1 d ,, pooi· relationship between mentor teacher and stud,·,1t 
, ' C stu ,es a so re, ca e " '"" 

teacher. B t d t teacl, ,,,·s arc "attached to an experienced ll:achcr in their ecau c s u en , ... . , 

training school" (Wright and Bottcry. 1997, p.239), the mentor 's role is crucial not onl} 

to the st d , 
1 

d velop,,,,,nt but also to thc teaching profession as a \\ hok· u cnt s ong-terrn e .., , · 
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T he fac t that the mentor teachers interviewed under tood mentoring as limited to 

p lanning and teaching lessons, is a concern as th i may l ikely lead to student teachers not 

develop ing into renective practiti oner . 

G iven w hat was happening during my observations. as well as during my interviews. 

am conclud ing that the team members have different understand ings of the mentoring 

proce s. 

4.3.2 Research qu estion 02 

• 
Is there a mutual understanding of the mentoring process among mentor 

teachers, teac her educators and stud ent teachers? 

In order to an wcr this quc tion, I a kcd the following question during the interview 

s ssions with the 
111

cntor teachers, teacher educators and student teachers: Can you 

describe what happen •, what doe not happen and what hould bc happening during the 

mentoring process? Apart from lesson observation . in what other ways arc the student 

teacher upportcd '? 
Can you explain the roles and respon · ibilities of the mentor 

teacher? ls there planning and haring among mentor teacher , teacher educator, and 

student teacher ·'? 

Based on the an ' \\Cr" to these questions. as \\L·II as on the inten icw findings summarised 

under research quest ion 1. it seemed that there \\ as a difference in perception umong the 

thr c partnership rncinbcrs with regard to \\hat the mentoring process entails . The 
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mentor teachers Sa\\ the SBS component consisting only of observation and teaching, 

the way teaching practice was practised in the pa t. The teacher educators and tudent 

teachers aw observations and teaching as only a part of the 8 component. They 

seemed to agree \\ ith Craig. et al. ( ! 998) who ·tale that student teacher are expected, 

amongst others, to carry out child tudies, arrange parent meeting , complete community 

and school -based projects and explore the school admini · trative sys tem . 

Reflective practice is at the heart of the 8 ' component of the BETD programme. A 

Holloway (200 J) says. in the 1 arner-centred approach. reflection and collaboration 

become an expected part of the partnership teams. Becoming a reflective practitioner is 

central to cla room effectivene , becau c it i an e sential way for teacher · to help 

themselves change and improve what they do in the clas room. (Dahl trom. 1995. 2000). 

tudent teachers •ho uld be a i ted in Jes ·on planning and the gathering of information 

about best practices. It i e en ti al that the mentor teacher · observe the lessons pre ented 

by the student teacher and provide fe dbad. to them . The student teacher 111 turn 

should reflect 011 their practice and apply what the) ha, e learm:d lo future le · ·ons. 

However. l ob ern~d that the communication among the teacher educators, mentor 

teachers and tudenl teachers was poor. l al o ob erved that. in the majority of the case . 

co-planning did no t occur. lesson presentations were not ob ·en cd and po ·t-presentation 

di cus •ions did ,w t take place . It was therefore not possible to conclude \\ hcther there 

wa a mutual unders tnnding or not about the mentoring process. as described b) the 

partnership members during the inlen ie\\ s (research question I). It \\as <1lso not 
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possible to determine whether the partner · had a mutual understanding of the term 

mentoring, whether they e mentoring to help student teacher face their new challenges 

th rough reflective uctivitie and professional conversations. 

Given what was happening during my ob ervation . as well as during my interview . 1 

am concluding that the team member do not have a mutual understanding of the 

mentoring proce s . It appears that mentor teacher . teacher educator and tudcnt 

teachers did not familiarise them ·clvc with the mentoring process and what is xpected 

of them before a urning their du tie . 

4.3.3 Research question 03 

• Are the mentor teachers attaining the goal of the partner 'hip a intended by 

the BETO programme? 

With this que tion I wanted to sec whether there \\a · some degree of' congruence between 

the BE1 D partnership goal and the attaining of them by the mc..:ntor teacher. In order to 

answer this gue tion, 1 a ked the following question during the interview ·c ion v. ith 

tl d Student teacher : 1e mentor teachers. teacher educators an - What is a partner hip? 

What is the purpose of a partner hip? 

Partner hip? 

\,\ 'ho are the stakeholder in the BETO 
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In an effort to attain the goals of B a tated in the Broad Curriculum (MHEVTST ' 

1998), a school partner hip model wa adopted where BS is organised within teams in 

selected support chools. 

It was mentioned earlier that mentor teacher , tudent teachers, teacher educators ' 

advisory teachers and education officers form the SB partnership teams. 
Because 

advisory teachers and education officers were not actively participating in the partner hip 

model, tbi study only concentrated on mentor teacher , student teacher and teacher 

educators a team members of the partnership model. 

The partner hip teams should always be guided by the partnership goal stated 
111 

the 

Broad Curriculum (MHEVTST, 1998, p.1-2, p.14), namely 

• To develop resourceful, committed teachers with a sen e of responsibility and 

knowledge and skills , who will rais the quality of education in Namibia, 

• To develop teachers who have sufficient knowledge and skills to interpret 

syllabuses and to relate subject content to the needs of the learner through the 

learner-centred approach to teaching. 

• To dev lop teachers who can evaluate learning environment and learning 

· f I to tl1 ' lcarnin<r proce 
experiences \\ hich are meaning u \; 

0 

• 

• To give tudcnt teacher knowledg , awarencs and practice in 
th

e range of dutie , 

of a teacher. and 

• To prepare tudcn t tenc hers to become re 11 eel i ve practitioner . whu can n na I ysc 

and reflect on their own t aching practice ·. 
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The SBS Handbook (WCE, 2004. p .36-39, p.28-29). ba ed on this partner hip model, 

clearly d . 
escnbe the roles of the team members. ll explains that team teaching is a 

prominent feature of the SBS component, which involve co-operative learning. 

In order for these goals to be attained, the mentor teacher and student teachers need to 

Work together toward the partnership goal in a collaborative way, which Brown, et al 

(2001) say is n cessary to get the most out of their own leaching and each others, 

learning. 

However, since J found that working toward · the achievement of the partner hip goals 

are not done, it was difficult to ee how the ·e goals can be attained by the mentor 

teacher . Evidence to further upport thi , can be found in the 8ETD Broad Curriculum 

(MI-{EVT T, 1998, p. I .J. ). where it is stated that a collaboratiH: partner 'hip '"'as adopted 

to give tudent teacher practice in the varict) of duties of a teacher. Furlong ( 1995) 

says that the commitment to develop a training programme is fundamental to such a 

collaborative partnership. In thi . type of partner hip, tudcnt teachers arc expo •ed lo 

different forms of educational knowledge. and are encouraged to critique what they learn 

1n school and visa versa. Through this proce ·. student teacher will build up their own 

body of profc ional knowledge. Furlong ( 1995) further tale that the succc ,, of this 

111odel depends on the mentoring proce . ,, hen: swdent teachns and mentor teachers 

Work and plan together. Therefore. the mentPr !cacher is one or the ke) player . in this 

Partner hip model. Craig, el al ( 1998) ay that the cntin.: school acts as support for the 

tudcnt teacher, \,\ ith the mentor teacher being one of the key player . in thi. c.:ollnborati, e 
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pait ner hi p, as it is a general belief that learning to teach doe not start until a student 

teacher enter the cl a room. 

Given what wa happening during my ob ervation , a well a during my interview , r 

am conclud ing that the mentor teachers are not attaining the goal · of the partnership as 

intended by the BETO programme. Further i11\ e ·tigation needs to be done to determine 

why mentor teachers ar not familiar with the BETO partn r hip goals, why they are not 

fam iliar with the purpo e of such a partner hip and why they are not familiar with the 

rol t· es o the partner hip team member . 

4·3·4 Research question 04 

• 
Is there a mutual understanding of th e partnership goals among mentor 

teachers, teacher educators and student teacher ? 

By asking thi question . I wanted to investigate \;\hdher mentor teachers v,orked and 

pla1med together with teacher educator and tudcnt teacher . I al o wanted to determine 

Whether they r garded the mentor teacher a one of the key player in the BETO 

Partnership in helping the tudent teacher to learn from practice. In order to answer thi 

question, 1 a ked the team member \;\ hat the roles of the BETO partner ·hip team 

member are. 

As t tl
1
e 

1
.,, , 

1
·, .,, qf' literalllrc. the Bl · I I) p..1 rtnership team is a 

ated in the chapter on -- '" ' 
uppoi·t d ,

1 11 
,nt or tcaclwrs according to the nc,\ philosoph_, 

·ystem to support the e, t: opi t: 
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of the B ETO 
teach r education programme. The mentor teacher a ' the key player in thi, 

Partnership i d I 1 d l t 1 I'. cxpecte to hep t 1e tu enl teac 1er o earn 1rom practice by giving 

Professional guidance and constructive feedback. The presence of a mentor teacher is 

not en 1 . 
oug 1 - the mentor teacher' knowledge of how lo upport ·tudcnt teachers and 

knowledge of the skill to provide guidance is crucial. 

According to the BETD Broad Curriculum (MJJEVT T, 1998, Foreword), the BETD 

Partnership team i uppo ed to help tudenl teachers to ma !er the leaching and learning 

conditions in amibian chool and to become reflective practitioners through critical 

Inquiry. It further · tate that team teaching hould occur under the guidance of the 

rnentor teach r. where guidance includes the upporl from the partner hip team during 

Preparation and evaluation of teaching. 

During the interview , neither the mentor teacher · nor the tudent teachers could 

adequately exp lai n what the SB partned1ip model entails. ome saw it a • a co-

0
Per·at· d l 111u111·t)' ,·n which the scl1ool ,·s ,·ttiatc~d. 1011 among par nts, teachers an t 1e com · 

Others saw it is " co-operation among Geograph) ·chool teacher with the purpose to 

'l11prove their IL',ic hing in Geography. while other a"' it as a co-operation among the 

rector of WCE an d chool principal with the purpose to recruit future teachers for the 

chooJs. In lli L' majority of the ca c ._ the) sa\\.- the partnership la ting only for the 

du rat · 1011 of the ~ l!S period . 
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The le h 
ac er educator aw the SBS partner hip model as a co-operation that exist 

between t h . . 
eac er educators and student teacher , a relat1onsh1p between elected chool 

and WCE 
where mentor teachers and teacher educator freely communicate throughout 

the acad . 
emic year. They aw it a a relation ·hip that not only lasted for the duration of 

~esas .· . 
Per rod, but al o outside the SBS period. 

Because f tl . . d "['[j 0 1e Jack of a supporting partner hip team, 1l was very 1 1cull lo verify what 

Was Said d · .· · · · · . I SBS · u11ng the rnterviews with what wa happernng 111 t 1e partner hip. J did 

not obs . 
eive the teacher educators doing what they aid during the interview . Al o, it 

Was not . 
Possible to conclude whether the partner \\ere committed to developing student 

teacher b f I 
as described in the partnership goal . ecau ·e o l 1e poor communication 

channel · J 
among the team memb r . It was therefor not possib e to determine whether 

the 
Partners were working toward developing quality learning experience and 

envir I I I · 0
nment for all student teachers, advancing choo t 1roug 1 uniting the various 

l11embers of the partner hip, and helping student teachers to cultivate rcnective thinking 

and de .. 
ci 1011-making habit . Jt was not possible to conclude ,vhether the partner hip 

Schools were fu/lillino their role of sharing knowledge and expertise \,\,i(h teacher 
0 

educato1- d k' - •ollabo1·at1·\e tea111 w1·111 W E" an student teachers, and wor rng a c • It ,vas 

not Po ible to determine whether WCE wa fulfilling it role of haring /-..now/edge. 

exp -rti c, teacher re ·earch and resource with the partm:d1ip school-, facilitating regular 

ll'Jcctings w1·11 tl 1 . 1 1 and sui,porting the mentor teachers. 1 1c partner 11p sc 100 • c • 
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Given wh t . . . . . a was happening dunng my observauon . as well as during my interviews, 

am concluding that a mutual under tanding of the partner hip goals among the team 

members docs not exist. 

4·4 Conclusion 

D . unng my observations, I did not ee the mentoring process, as explained in thi 

emg carried out by the majority of the mentor teacher • b· 

paper, 

In the B Handbook (WCE, 200-+). the folio\, ing i clearly tated: 

The mentor teach r as the key player in thi partner hip, should have regular 

planning meeting with the tudent teachers. preferably at the beginning of a new 

• 

teachin g unit. theme or topic. and 

• 
It is imptl rtant that the 111entor teacher secs the tudent teacher· · Ics •on plan , 

before th pre entation. to bring about ncce sary changes and to make 

sugge tion 

1 
did not sec the mentor teacher giving this type of a i tance to the student teacher. 

observed that in the majority of the cases. th teacher educator and mentor teacher ery 

seldom communicated. I also observed that the ·tudent teacher · were not experienced 

enough to 111ana!2.C a cla son their 0 \ •\11. a \\US oft '
11 th

c case. 

The rnajorit, ol th• 
111

cntor teachers I ob ·en cJ did not cxl.!cute 
th

eir rol '" as described in 
- \; 

the B I l.111dbook (WC . 200-+) . 

In the majority of cases. I did not find ml.!ntnr 



92 

teache 
rs f)rcsen1 \\'hile the student teacher were pre enting their le ons, neither did I sec 

Post-Jes o d. . . . . . . 
n 1scuss1on taking place. Dunng my 111terv1ews with them, J learned that 

they w 
ere not familiar with the SBS handbook. ome of them were not even aware that 

such b 
a ooklet exi tcd . Interviews with the student teacher revealed that they only 

consult d / · · b f I e t ll' booklet with regard to sections on the num er o e '0ns they had to teach 

during SB d h I d"d The t acher educators commente t at t 1cy 1 1101 need to con •ult the 

booklet, as they only had to ob erve a certain number of Jes on · in order to give the 

st
udents u g rade m the; end of the SBS period. 

The handbook tale that the mentor teachers must be ''adequately qualified and 

experienced teacher "(WCE, 200-1-, p.37). Yet one of the mentor teacher · interviewed 

had more teaching experience in the primary chooL and wa not confident in teaching 

Geography to junior econdary /earners. Another mentor teacher interviewed ha a 

Bachelor of Art degree, but does not have a teacher •' diploma. The ·poken English of 

at lea t two of the mentors interviewed was of ·ueh n poor qunlit) that it \Va diflicuJt to 

111ake sense of ome of the comments given during the interviews. On one occa ion the 

l11entor excused her ·elf from the class, becau e she ha no geographical background and 

WouJd not kno\\ ·•right from wrong". 

I d. 
id 1101 see the tudenl teacl,crs requesting the mentor teacher for guidance and 

as ista 1 :l ti · . lessons "i1hout t/K' guidarn.:e of th~ men I or teac.:li•·r·•· ncl . anc the) prcparec 1c11 - '" ·'· 

1 did not . 1 . k • /ace ai,d -1/ thow.d1 the proc:css i" described i 11 the ' J) s ee team teac 1111g ta ' 111g p , , , • ~ , >, 

llandbook (WCE, 200-1-, p .28_29), there \-Va~ great uncertainty about it among the team 
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l11eniber 
I observed that the tudent teachers comp/et d their reflection · \,\,ithout the 

111entor t ·/ , . . . 
enc ier having given any 111put on the le on presentation . 

During th, . t . . I . . r 
c 111 erv1ews I could not determ111c what l 1e cntena were ior electing mentor 

teachers. 
The interviews revealed that none of the mentor teachers had attended a 

Works] 10P to acquaint them elves v.-ith the expanded role of the mentor, which leads me 

to co 1 
nc ude that WCE i not adequately as i ting th mentor teachers in their role a key 

Players . I 111 t 1e BETD partnership model. 

A Worksh o p v.as held 011 15 April 2004. titled ··Joint '8 meeting between partnership 

Schoo/ · A I sand college staff". According to the B Committee nnua Report 2003-2004, 

Principal of Windhoek chool and representative of the Ministry of Education were 

invited. Since mentor teacher were not invited. the \\·orkshop did not focu on the 

Preparation and profi ssional de\ ·elopment of mentor teachers, and therefore did not 

effect· l . 
ive Y contnbute to the mentoring process. The division into subject-related 

discu · ss1011 group wa not ba ed 011 mentor teacher and teacher cduc/.llor . so / did 1101 

notice the .start of n mentor teacher-teacher educator relation hip. At the meetino 
C-• 

various I I d tt ,,. • ·uch a inadequate le ·on pr-'pa 1· c 100 principals commentc on ma t: ... ra 1011s, 

lnabiJity to plan and execute continuous assessment ta k . innbility to design chernc of 

Work 1 . 
' an( /J(>or les ·on presentatwns. fhc Social 'cienccs discu ·sion group comprised 

six lecturer , one principal, on reprcscntali\ e from the Regional Of'ficc, and one teacht:r 

Who Was not involved in the mentoring process al hi ' school. None of the clc\ en mentor 
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interviewed had attended this workshop, nor were they introduced to the teacher 
teachers . . 

educators prior to SBS. 

e t 1at the moderator report were not di cus ed at the workshop, neither at the 
1 observ d I 

mm1ttee meeting held on 10 June 2004. SBS Co . 

Them · · · · d. aJor role of the SBS Steering Comn11ttee 1s to co-or mate the whole B proce s 

au
d 

the committee should meet at least three times per year. However, according to my 

intervie · d"d k I b w, nnd ob ervations. such meetings 1 not ta e Pace, ecau c the committee i 

non-existent. 

I observed that the academic approach still dominated . During my interview with the 

mentor teach rs. J learned that mo t of them did not experience learner-centred education 

th
emselves during thei,· years of school and tertiary education. I al o learned that they 

were not coping adequately with providing learning environments for student teachers to 

develop into ..eflective practitioners, decision makers and problem solvers. 

I observed that although student teacher learn about teaching during college-based 

studies, they did not learn how to teach during , B as th, majorit ' or the mentor teacher . 

were not present during the stud •nt t cacbers' lesson pre cntation • · 

Given w·liat t 
I 

teacl
1
.,

1
• educators and student teachers are sm ing and doin(l 

men or tcac 1er , v • e- · 
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th
e evidence suggests that the mentoring proces and the BETD partnership is not 

attaining it inte nded goals. Based on my observations and interviews, I am concluding 

th
at the mentor teachers are not attaining the goals of the partner hip as intended by the 

BETD programme. as they were not familiar with what wa xpccted of them b fore 

1 mg the role of mentor teacher. assun · 

Based on the interviews and observations, mentor teachers are not assi ting in developing 

resourceful teachers, and are not adequately preparing student teachers to reflect on and 

analyse their teaching practices. lt also appear that mentor teachers are not familiar 

With the pmpose of the BETD partnership and the various roles of the partner . It 

appears that the partners do not communicate regularly. support one another and do not 

share their exp cL1tions. 

Further investigation needs to be done to determine why the low-key role of the mentor 

teacher has not been expanded to the dominant rol described in the BETD partnership 

goals. 
The uccess of this partner hip model depends on mentor teacher . teacher 

educators and student teachers working and planning togelber. 

Bas d - c1· 
1
·

11 
thi · chapter, chapter 5 deals with conclu ions 

e on th e data analy is and 1111 mg 
and c1· ti e role of the teacher a mentor in the partnCl"'hip 

recommendations regar mg 
1 

inodel. 



CHAPTER 5 

CONCLUSIONS AND RECOMMENDATIONS ON THE ROLE OF THE 

TEACHER AS MENTOR IN THE PARTNERSHIP MODEL 

S.J Introduction 

In this ch . . 
apter, conclusions and recommendat10ns with regard to the SBS component of 

th
e BETD programme will be briefly discussed, based on the findings of the interviews 

conduct d . 
e With mentor teachers, teacher educators and student teachers, and the 

observ t' 
a 10ns I made during the SBS session. 

s.2 F· . 1nd1ngs and recommendations 
Th· 

is Paragraph looks at the four research questions, namely: 

I. Bow do mentor teachers, teacher educators and student 

lllento · 
ring proces · of the BETD programme? 

teachers und rstand the 

2. 
Is there a mutual understanding of the mentoring process among mentor teachers, 

teache . 1 educators and student teachers? 
3 A h' . · re the mentor teachers attaining the goals of the partners 1p as 111tended by the 

BBrn 
Programme? 

4
· Is th d d ' of the partn rship goals among mentor teacher ere a mutual un erstan rng ' 

teache 
r educators and student teachers? 

96 
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s.2.1 R 
esearch questions one and two 

• How do mentor teachers, teacher educators and student teachers understand the 

rnentoring process of the BETD programme? 

• Is there a mutual understanding of the mentoring process among mentor teachers 

teacher educators and student teachers? 

Accord· 
mg to these questions I investigated, I found that team members seemed to have 

different . 
views of the mentoring process and that they did not have a mutual 

Underst d' 
an mg or the process. The mentor teachers saw the SBS component consisting 

Only of ob ervations and teaching, while the teacher educators and student teachers saw 

observ t· S . .. 
a ions and teaching as only a part of the SB act1v1ties. I observed that in the 

lllajority of the cases, SBS classroom activities, namely planning, presentations, 

observations and discussions did not take place as described in the BETD Broad 

Curr· 
iculum (MHEVTST, 1998) and the SBS Handbook (WCE, 2004). I also observed 

that · ·d d h h 'd · ' In the majority of the cases, team members d1 not o w at t ey sa1 dunng the 

Interviews. 

o· 
!Ven these findings, supported by literature on the new way of approaches to teacher 

education I h ,:: 11 . . s,·nce the BETD Broad Curriculum (MHEVT T , propose t e 10 owmg. , 

1998) does not describe the role of the mentor teacher, this document could be revi ed to 

give a deta·l d . . f h t teacher's roles and responsibilitic . It could al 0 1 e expos1t10n o t e men or 

list th . . 
e scJect10n criteria of mentor teachers. 

' 
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A half-day workshop for the academic staff and second and third year student teachers of 

WCE could be arranged annually by the SBS committee. The purpose of the workshop 

could be: 
To ensure that all teacher educators and student teachers have a mutual 

understanding of the mentoring process, to ensure that all departmental members give the 

e mformat10n to the teachers at the workshop for mentor teachers, to improve the sam . . 

mumcation among the teacher educators, and among the teacher educators and com · 

student teachers, and to discuss the moderation report of the previous year. This 

workshop could be compulsory for teacher educators and student teachers, and I suggest 

it be arranged during a lecture-free day. WCE must be able to convince the Ministry of 

Education of the importance of this workshop, so that it has permission to have this 

• 
lecture-free day. 

A one-day workshop for the teacher educators, mentor teachers, advisory teachers and 

education officers team members could be arranged annually by WCE departments. The 

purpose of the workshop could be: To give an opportunity to the member to observe 

simulations of the mentoring process, to ensure that all members have a mutual 

understanding of the mentoring process, to improve the communication among the 

members of the BS partnership teams, and to discuss the moderation report of the 

Previous year. WCE should obtain permission from the Ministry of Education to have 

the teachers, advisors and officers on campus during this one-day workshop. 

Th t ak hould be avoided. Participants should be 

e endency to have speaker upon spe er 

actively involved in consolidating the SB activiti s. The organiser of the work hop 
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could l 
zse the paper by Sweeny (1996), giving guidelines in the training of mentor 

trainers. p 
ractica] ways of mentoring can be found in the book by Tomlinson (1996), 

Which 1 1 . . 00 <:s at mentonng strategies and procedures. Furlong and Maynard (1995) 

Present tl . . 11 ee strategies for mentor teachers to use, namely opportunities for student 

teache 
rs to obsen·e the mentor teachers teaching, to observe and provide feedback on the 

stu
dent teachers' own teaching, and to work alongside the student teachers, engaging in 

different fi • • · om1s of collaborative teachmg. They write about the different roles the mentor 

teache 1 • 
r ta ..;_es on, namely the beginning teaching stage, the supervzsed teaching stage, the 

teach· . 
zng to learning stage and the autonomous teaching stage. 

Representatives from the Ministry of Education, the two teachers' unions, NIED and the 

llloderation teams could be invited so that all the stakeholders have a clear understanding 

of What the mentoring process entails. 

The SBS committee should ensw-e that all advisory teachers, education officers and 

teachers who are going to be involved in the mentoring process, attend this workshop. 

Those who are absent could be disallowed to participate in the mentoring process. 

Mentor teacl h d tors and student teachers could familiarise themselve 1ers. teac er e uca 

With the m t . d h t 1·s expected of them before assuming their duties en onng process an w a · 

A.dvisoi·y 1 h d d t· officers could be primarily involved in the setting up of eac ers an e uca 10n 

Criteria fi . 1 The B moderation teams could bt: elected from or selecting mentor teac 1ers. 

the adv· . f::r.cers who attend the workshop. zsory teachers and educat10n o 11 



WCE management could grant the SBS committee permission to have a financial budget 

for these workshops, so that every relevant aspect can be covered. 

nct10n with the Ministry of Education, JED and the teachers' unions, WCE In conju . . 

opose incentives for teachers to take on the role of mentor teacher. Financial could pr . 

e not be the only incentive. I propose that the team members at each of the rewards ne d 

Partnersh· 1
P schools select a "mentor teacher of the year". The teacher educator should 

then 1 
se ect at least one mentor from the list, who could be rewarded in one of the 

foUo · wing ways: 

• To visit the northern parts of the country where a mutual sharing of mentoring 

• 

experiences can be done. 

• To visit education colleges in any one of the SADC countries to observe SBS 

activities, and to share experiences. 

• To attend a teachers' conference outside the borders of the country. 

• To take part ·urns and presenting papers on their mentoring 
111 sympOSl 

experiences. 

It is i . be held with the mentor teachers at the 

mportant that a follow-up meeting 

Partner I . s 11P schools in Windhoek. 
One-ct mentor teachers, advisory teachers and 

ay workshop for teacher educator , 

1 
suggest that this feedback be incorporated in th 

educat· 1011 officers . 
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5
·
2

·2 Resea rch questions three and four 

• Are the mentor teachers attaining the goals of the partnership as intended by the 

BETD programme? 

• Is there a mutual understanding of the partnership goals among mentor teachers 

teacher educators a11d student teachers? 

According to these questions l investigated, I found that the mentor teachers, student 

teachers and teacher educators did not have a mutual understanding of the partnership 

goals as intended by the SBS component of the BETO programme. I did not see the 

team members working towards achieving these goals as stated in the BETD Broad 

Ct1rricu lum (MHEVTST, 1998), consequently it was difficult to determine how these 

goals could be attained by the mentor teachers. Mentor teachers, therefore, were not 

attaining the goals of the partnership. 

Although the BETD Broad Curriculum (MHEVT T, 1998) mentions B partnership 

teams, it came to light during the interviews that mentor teachers, student teachers and 

teacher educato rs were not aware of who the team members are. They were unfamiliar 

With the partnership goals, the purpose of such a partnership and the roles and 

responsibilities of the partnership team members. 1 ob erved that advisory teachers and 

education officers were not actively participating in the partnership, and the B 

committee chairperson could not provide me with name of the various team members. 

' 
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Given these findings, supported by literature on the new way of approaches to teacher 

education, I propose the following: Since the BETD Broad Curriculum (MHEVT T ' 

1998) does not describe the roles and responsibilitie of the partner hip team members ' 

th is document could be revised to give a detailed exposition of the B partnership 

model. It could also give recommendations with regard to the number of partner hip 

schools and the number of student teacher placements per school. The reason for having 

this partnership arrangement is to have fewer schools involved in SBS. During 2004, 

fifty primary and econda.ry schools were in partnership with WCE, with some schools 

only accommodating one student teacher. This i not what is intended with the 

partnership model as the process becomes ineffective (Murangi, et al 1996). The Broad 

Curriculum (MH EVTST, 1998) could give guidelines as to the rotation of partner 

schools, for example a partnership cycle of three years. Fewer schools could mean a 

more effective and successful partnership and improved communication among the 

partners. 

The mentor teachers, advisory teachers and education officers in a partner hip team 

should be rotated on the same basis as the partner chools . Advi ory teachers and 

education officers could be primarily involved in the election of partnership chools and 

mentor teachers . They could assist WCE in trying to solve problem cases, for example 

school · . 
1 

fu . t h e tudent teachers placed at their schools, or principals 
pnnc1pa s re srng o av • 

ct· 1 d at their chool · 
ictating the number of student teachers to be P ace · 
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S
t
udent teachers specialising in a particular field of study could be placed in the same 

schools. A roster of the SBS activities at the particular school, such as parent meetings, 

community and choo1-based projects, remedial teaching and lesson presentations could 

ensure that the mentor teachers are not overwhelmed by having too many tudents 

w . 
anting to teach at the same time. 

After the one-day mentoring workshop and before the SBS session commences, teacher 

educators could occasionally visit the classes of the mentor teachers and vice versa, in 

preparation of SBS. They should communicate primarily about working toward the 

achievement of the partnership goals. They could reach a consensus regarding teaching 

u . 
Illts, schemes of work and lesson plans, about learner-centred and teacher-centred 

tea h. c mg strategie . etc. 

During the first week of SBS, the teacher educators, mentor teacher and student teachers 

could work out a timetable for the planning sessions, lesson presentation , observations 

anct discussions. The focus should be on quality and not on quantity. Prescribing the 

number of lessons to be presented distracts the team members from fulfilling their other 

SBs duties. 

After the BS . teacher educators and mentor t achcrs could it together and session, 

refl 11· goal They hould critically look at the ect on the achievement of the partner 1P · 

Problem areas, Ii nd ways 10 overcome them and take the necessary action during the 

foll · owing B se sion. 
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are very unportant as 1t encourages t e members of the SBS Feedback sess1· ons · · h 

pai1nership to become reflective practitioners: How are mentor teachers coping with the 

ara 1gm for teacher education? new p ct· 
How did the workshops contribute to the 

ess10nal development of mentor teachers to mentor effectively? How did mentor pro£ · 

teachers, teacher educators and student teachers benefit from the SBS partnership? 

These are funda~1
1
ental questions that could form the core of the half-day and one-day 

workshops. 

S.3 Possibilities for future research 

It is evident from the findings on the role of the teacher as mentor in the partnership 

model, that communication among the teacher educators, mentor teachers and student 

teachers are poor. 

The case studies discussed in chapter 4 revealed that teacher educators and mentor 

teachers very seldom communicated, student teachers very rarely approached the mentor 

teachers for guidance, mentor teachers very seldom attended the lesson presentations by 

the student teachers and mentor teachers and teacher educators very seldom observed 

' 

lesson presentations together. 

The BETD . al d .: b the mentor teacher a having a dominant role 
partnership go s escn e 

during SBS. An area that lends itself to research is why the low-key r le f the mcnt r 

teacher has not been expanded to the dominant role a described in the BETO partner hip 

goals. 
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Criteria fi 1 . . . or se ect111g mentor teachers could be 111vest1gated, as the mentor teacher's 

oe o how to support student teachers, and knowledge of the skills to provide knowleda f 

guidance is crucial. 

The findings 111 chapter 4 reveal that mentoring is limited to planning and teaching 

lessons. As this may likely lead to student teachers not developing into reflective 

practitio h ld · ners, research can be done on how the mentor teac er cou effectively support 

student teachers during BS. 

Another possible area for future research is to investigate how mentor teacher , student 

teach d . ll bo · ers and teacher educators can be encourage to engage m co a rat1ve teaching. 

Research could be done on why mentor teacher , student teachers and teacher ducator 

do not have a mutual understanding of the BETD partnership goals, the purpose of a 

Partnership and the roles of the partnership team members. 

Since advisory teachers and education officer were not actively participating in the 

Partner 1 · ld b done to show how their absence impact on 
s 11p model. research cou e 

attaining the partn r hip goals, as well a on the moderation of the BETD programm . 

S.4 Conclu ion 
As m •ct· adequate upport to the student teacher , and 

entor teachers are not prov1 mg · 
bee h. · g the B partnership goal . they have to 

ause they are not working towards ac ievm 
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be shown how to be part of the reflective and collaborative experiences of practice 

teaching. The mentor teacher is the key player in the SBS activities and training for this 

new mentoring role will improve the quality of the SBS mentoring component. 

the collaborative SBS partnership of the BETD programme rs a teaching practice 

programme where student teachers are exposed to different forms of educational 

knowledge, where they are encouraged to critique what they learn in school and vice 

Versa, and through this process, build their own body of professional knowledge 

(Furlong, 1995). Working with trained mentor teachers give student teachers a higher 

level of teaching skills, than student teachers whose mentors were not trained (Holloway, 

2001). 
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APPENDICES 

Appendix 01: Formal interview protocol 

RESEARCH QUESTIONS FORMAL INTERVIEW QUESTIONS 
Bow~d~-:::------:--=--~~=----+-~==~=..:..==~~~== ~ 

0 
mentor teachers teacher 1. Compare the role of the mentor (support) 

ed ' ucators and student teachers teacher in the pre-BETD era with that in the 

Understa d 
1 

· BETD era. 
n t 1e mentoring process as Used in th B 2. Explain the mentoring (supporting) 

e ETD programme? process by describing what happens, should 

happen and does not happen during SBS. 

3. What, in you opinion, are the positive 

and negative aspects of being a mentor 

(support) teacher? 
4. Does the mentoring (supporting) process 

have an important role in the reformed 

teacher and teacher education programme in 

Nan1ibia? Motivate your statement. 

A.re th ___ _______ --1-----:-:-~---=----:---=-----4 
e mentor teachers attaining the I. Explain what is meant by the term 

goals of the partnership as intended ''partnership school". 
by the BE 2. Comment on the duration of the B 

TD programme? period. 
What do you regard to be the 

advantages and disadvantages of such an 

extended practice teaching session? 

3. Explain the roles and responsibilities of 

the associate teacher, the mentor (support) 

teachers and the teacher educator (vi ·iting 

lecturers, subject lecturers). 

4. Elaborate on the procedure and purpo e 

of the Stud nt Progress and Joint B 

Meetings . 
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Appendix 02: Co-planning sessions 

1--. 

CO-PLANNING SESSIONS 

i ~EITOP/C 
DATE UNIT 

MENTOR STUDENT TEACHER LESSON(S) 

I ----

COMMENTS QUESTIONS TICK I ~ 
Id mentor familiarise student teachers with 

S~hemes of work, unit plans, daily lesson 
P ns, SYiiabuses, subject policy, etc? 

1 

~fanning done at the beginning of a unit, 
eme or topic? 

-
• ;Was Planning done at the beginning of every esson? 

I cf:-
Id mentor discuss the aim as the destination 

~
nd 

_the Objectives as stops on the way to the estination? 

I f5:cj--1 

mentor discuss the selection and 
se~uencing of activities, eg How to start the 
~~i~;. Administering lesson activities; The key 

bvity after each lesson? 

~hat responsibilities were given to the 
s ~dent teacher with regard to the teaching 
i~it, _eg ~aking or co//e~ting resources; 
t anning field trips; Planning assessment 
asks and the accompanying criteria, etc. 
w -
th ere the student teachers clear about how 

e Unit should be explored? Did they understand? 
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Appendix 3: 
Lesson presentations 

LESSON PRESENTATIONS 

UNIT 
MENTOR STUDENT TEACHER LESSON(S) 

O CRITERIA COMMENTS ON MENTOR'S CRITIQUE 
~ --------4----------------i What should . 
What must b~he learners be able to do? 
a1m7 done en route to achieving the 
TEACHfN 

~ 
~Dur.~,~ Effective? Relevant? etc 
Arous"e~d. 

cun ·t receive os! y? Prepared learners to 
focused 

0
~ew ide_as/information? Attention 

the Ob'ectiv a Particular area/problem? Did 
OEVELop e of lesson serve as the link? 
1. Know/ dMENT/PRESENTATION 
learners ~ ge questions to encourage 
topic? 

0 
explore the topic? Analysis of 2 ' 

. Time allo 
Able to Wed for learners to discuss topic? ex I · · · 
~02..Ji~nt~e!:fr ~reit~tO!f'.!i~c?!_. __J_ ________________ I 
C ccur afte h S 
~KBnLlo;::; r eac ma·or ste ? 
used~ 
QUE effective:!i'f .!_? ________ i_ _______________ l 
R~ -

efevant for . 
Uestion different lesson moment? Were 

CONcL s 1an~n,te~d.!_? _______ _j_ _______________ 7 
~ . onsofid t' 
2. A licati a '.0n: Cement what was learned? 
~UA 11~ Could learners a I ? 
vvaso~ 
Ren .1ective achieved? 

echon· h . 
VVhat can b w at went well? Not so well? 
CLAss e chan ed? ___ _ J_ ________________ l 
~ 
TEACHIN 

G STYLE/S TRATEGIES/METHOD 
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