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ABSTRACT

MENTORING STUDENT TEACHERS
OF ARABIC LANGUAGE IN KUWAIT

By

Hend Ahmad Almaian

This qualitative study investigates the ideas and practices of Arabic language
mentors. It addresses the following primary research questions: what ideas about
teaching, mentoring, and learning to teach Arabic language do Kuwaiti mentors bring to
their work with student teachers? How do Kuwaiti mentors act upon these ideas? How
do contextual factors shape mentors’ ideas and practices? What learning opportunities do
mentors provide for student teachers?

Data collection includes primary interviews conducted with Arabic language
mentors to understand their ideas about teaching, mentoring, and learning to teach;
observations of mentors’ practices and their interactions with student teachers with
accompanying interviews; and conversations with student teachers. Other data sources
include documents and a short final survey for mentors.

A discussion of how the context in which mentors work and shape their ideas is
offered. A case study design was used to look closely at the practices of three mentors of
Arabic language in Kuwait.

The cross case analysis reveals that there are several patterns and variations in
mentors’ thinking and practices. The patterns are that: 1) mentors think about student

teaching as a guided experience; 2) mentors are responsive to situations and adaptive to



characteristics of student teachers; 3) mentors adopt the stance of experts and knowers;
and 4) mentors focus on helping student teachers learn curriculum requirements and ways
of teaching it.

Variations among mentors’ practices, such as dealing with student teachers’ lack
of subject matter knowledge, choosing to step in or not while student teachers lead
classroom teaching,. and helping student teachers learn to plan, are also discussed.

Key issues emerge from the study: 1) the dual responsibility of mentors; 2)
mentors’ concentration on the performing aspects more than the conceptual ones in their
practices; and 3) the status of mentors as experts and knowers.

Implications for improving mentoring practices in Kuwait include: creating a
discourse community among Kuwaiti mentors, conceptualizing mentoring as joint

inquiry, and providing preparation for mentors.
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CHAPTER 1

MENTORING STUDENT TEACHERS

The purpose of the study
The guidance of experienced teachers’ is an essential component of the student teaching
experience. Many agree that classroom teachers have a significant impact on the learning
of novices (Meade, 1991; Cochran-Smith, 1991; McIntyre, Byrd & Foxx, 1996).
Prospective teachers, as well, acknowledge that field-based experience is where the most
learning about teaching occurs (Feiman-Nemser, 1983). During field experience, it is the
classroom teacher (here referred to as “mentor”) who exercises the greatest influence on
the development of a prospective teacher (Cochran-Smith, 1991; Meade, 1991; Mclntyre,
Byrd & Foxx, 1996). Although it is often perceived by student teachers to be one of the
most valuable times in their preparation, the research shows that questions remain about
the nature of the field experience and possible inadequacies inherent in it (Griffin, 1986;
Guyton & MclIntyre, 1990). Therefore, it is important for those who are learning to be
teachers, as well as for those who educate them, to understand what is happening during
field experiences involving student teachers and their mentors.

Since many educational researchers have called for the need to study the practical
aspects of teaching and what influences teaching methods (Carter, 1990; Clark &
Peterson, 1986; Connelly & Clandinin, 1990), there is also a need to observe what
mentors actually do and what guides them in their actions to help student teachers learn
to teach. This involves getting closer to mentors’ actual practices to see what they do, as

well as understand the choices they make and the ways they enact their roles.



In this study, I have chosen to concentrate on the practices of mentors in the
supervision of student teachers. This is because, as stated earlier, it is the mentor who
potentially has the greatest influence on the learning of a prospective teacher due to the
close interaction between them during the student teaching experience. Research findings
indicate that mentors appear to have more influence on prospective teachers than
university personnel (Bunting, 1988, Staton & Hunt, 1992).

Since mentors play a powerful role in shaping how and what prospective teachers
learn about teaching, it is important to investigate the form and content of mentors’
practices with student teachers and how they provide opportunities for helping them learn
to teach.

While mentoring has been studied in a number of countries such as the United
States, Europe, Australia, and China, and the findings indicate that context matters
(Wang, 2001), few studies have been done in the Arab world. The existing Arabic
literature on student teaching and field experience has very little to offer about the actual
interactions and practices of mentors and student teachers. Research studies have tended
to focus on issues related to program evaluation, role definitions of mentors,
responsibilities and relationships, and difficulties and problematic issues related to
student teaching (Alhashel & Muhammad, 1990; Shareef, 1990; Abukalila & Awad,
1990; Alsuwaidi, 1994; Alkhateeb, 1989; Sulaiman, 1982). In addition, all these studies
have been quantitative studies. There are no qualitative studies that look closely at what
actually happens between mentors and student teachers in Kuwait and other Arabic

countries.



Kuwaiti context for mentoring
In Kuwait, there are some contextual factors that should be considered when talking
about and discussing mentoring. Ethnically and religiously, the citizens of Kuwait are
mostly Arab Muslims. For Muslims, the holy Koran is the final word of Allah and the
first source of the teaching of Islam. The traditions of the prophet Muhammad (peace and
blessings of Allah be upon him) form the second source for the teaching of Islam.

Politically, Kuwait is a sheikdom with a legislature. The Sheik and Prime
Minister are members of the royal family and the legislature is elected by citizens of
Kuwait. The latter is one of the most remarkable aspects of Kuwaiti politics: a National
Assembly, which is one of the few elected legislative bodies in the region. The National
Assembly consists of fifty members who are elected for a four-year term. In Kuwait, the
government provides extensive social services, such as free education, even at the college
level, as well as free health services for the national population.

In terms of curriculum and policy, Kuwait has national curriculum standards and
content, as well as centralized textbooks prescribed by the Ministry of Education.
Teachers have no latitude for choosing content topics or resources for their lessons.

In Kuwaiti schools, mentor teachers are the head teachers of the departments.
They are considered to be experienced teachers with good reputations in teaching and are
selected by the Ministry of Education to be the leader teachers and the mentors for
student teachers. They are recognized to be the more experienced and knowledgeable
teachers and are, therefore, given the responsibility for guiding novice teachers.

In terms of school organizational context, teachers in Kuwait specialize in

teaching one subject, both in elementary and secondary schools. They teach between



three to four periods a day and spend the remainder of their time in a shared department
office with other teachers who specialize in the same subject.

Mentors in Kuwait are not released from teaching to be full time mentors, but
they teach only one or two periods a day. They also mentor more than one student
teacher. The student teachers are in the mentors’ classes during the day, but are also

required to work in other teachers’ classrooms.

Student teaching at Kuwait University
Kuwait University was founded in 1966 with just over 400 students. Today, it has grown
to nearly 18,000 students, with both men and women attending. It includes numerous
colleges and departments.

The teacher education program at Kuwait University includes a student teaching
semester during the senior year of a student, when they go to elementary schools or high
schools for practice teaching. They are assigned to work with and under the guidance of
mentors in the public schools. The general objectives for the student teaching experience,
as indicated in the Guidebook of Student Teaching in the College of Education at Kuwait
University (1999/2000), are to help student teachers:

1. understand and be aware of their professional knowledge and skills and to
work on developing them;

2. experience the professional life and everything related to school;

3. link theory to practice by practicing what they have learned in their university
courses;

4. interact with students and learn patterns of students’ behaviors and
interactions in different situations; and



5. have the opportunity to evaluate their subject matter knowledge and, if
necessary, develop their knowledge through teaching in order to have a better
understanding of their subject.

Three people are responsible for the supervision of student teachers: a university
supervisor, a mentor, and a school principal. Evaluations of the student teachers are
shared among the members of the triad and different weights are given: The mentor can
award up to 50 points, the university supervisor up to 30 points, and the school principal
up to 20 points. Kuwait University obviously relies heavily on mentors and their
judgments.

The purpose of this study is to examine the practices of mentors who work in
Arabic language classrooms with student teachers from Kuwait University. I intend to
examine how mentors work with and guide student teachers learning, what role they
enact, and how and why they enact this role. I plan to examine both mentors’ ideas about

how to do their work in guiding student teacher learning and their actual practices.

Guiding teacher learning
Many elements combine to form the foundation for the guided practice of teachers.
Feiman-Nemser and Rosaen (1997) provide a helpful framework for thinking about these
elements and their influence on guided practice by mentor teachers. These elements
include: the participants and their relationships, the goals and purposes of guided
practice, the context, the conceptual underpinnings, and the practice. The framework
explains that guided practice takes place in the context of professional relationships that
can be described as core activities shaped and influenced by many factors including

participants’ personal dispositions and beliefs, program goals, and school culture.



Feiman-Nemser and Rosaen focused on the practice guide making it central to
their study in order to emphasize their intention and approach to understanding guided
practice work. They characterized the practice of guided learning to teach in terms of
forms (e.g., observation, conversation, co-planning, co-teaching) and in terms of content
(e.g., probing novice thinking, modeling teaching, reinforcing understanding of theory).
They argued that the literature on guided practice tends to emphasize procedures and
structures and gives less attention to issues of content. They suggested that there is a
“need to refine our categories, moving beyond the familiar vocabulary of describing
pattern analysis, conferencing, feedback, and supervision cycles” (p. 14). In the next

section, I will discuss each element of guided practice and recent research efforts.

Relationships

The learner/mentor relationship comprises personal qualities and dispositions that the
participants bring to a guided practice, as well as the formal obligations or expectations
associated with the guide’s role or position (Feiman-Nemser & Rosean, 1997). Research
on mentoring indicates that, in addition to personal qualities, the characteristics of the
relationship (e.g., hierarchical, collegial, reciprocal) are also important and influence the
practice of the guide. For example, Feiman-Nemser, Parker & Zeicher (1993) found that
the conferences between the mentors and novices they studied revealed little about
novices’ thinking; also, that the mentors seemed relatively uninterested in probing
novices’ ideas or engaging in critical discussions with them. This situation implies a
laissez-faire conception of a mentoring relationship that influences the practice of

mentors. Hawkey (1998) also found that when the relationship between mentors and



student teachers was characterized as “advisory” the mentor tended to be more directive
and informative, and talked more than the student teachers did. However, when the
relationship was collaborative, although the mentor tended to be more informative, the
mentor was able to draw out the student teacher through mutual conversations.

Elliot & Calderhead (1993) conducted interviews with nine mentors working with
student teachers in primary grades. The interview questions focused on four areas:
perceptions of the mentoring role, specific approaches the mentor was adopting, the
rationale for these approaches, and the mentor’s perceptions of how novices learn to
teach. Across and within each of the mentors’ elaborations of their role, Elliot &
Calderhead (1993) found that there is a diversity of mentors’ perceptions of their roles
and relationships. For example, some mentors discussed it in terms of being a “guide” or
a “leader,” others in terms of “being a friend” or “good listener.”

Given the different views that mentors had of their roles, it is not surprising that
the researchers found that mentors reported a wide range of mentoring strategies, such as
active listening, challenging novices’ ideas, and encouraging novices to discuss their
views about teaching. The researchers found that mentors act according to their
relationships with novices.

McNally and Martin (1998) conducted in-depth interviews with eight mentors
from six different discipline areas to explore the practice of mentors in applying the
model of effective mentoring that the program adopted. * In particular, the research set
out to explore their notions of setting targets or goals for novice teachers, either implicitly
or explicitly, and the factors that influenced this process... Details of their background

experience in teaching and mentoring were also collected” (p. 41). Drawing on Daloz’s



(1986) framework of support and challenge in mentoring, they identified three types of
mentors: The first type of mentor stressed the nurturing and supportive role of mentoring
and took a laissez-faire, low-challenge approach that tended to maintain the status quo.
The second type was a collaborative mentor who combined high support with high
challenge to empower student teachers to engage in learning to teach as a critically
reflective process. The third type included imperial mentors who have a sense of
themselves as authorities in the mentoring role but tend to have a lack of real engagement
with the student teachers’ needs, which may result in student teachers feeling
unsupported. The researchers suggested that these differences in mentoring strategies and

styles reflect mentors’ different perceptions of the mentor/novice relationship.

Goals and purposes
Feiman-Nemser and Rosaen’s framework also holds that any guided practice has a goal.
The general goal is to improve teaching. However, improving teaching can take different
forms and mean different things. Such variations include helping teachers to implement
new teaching strategies, to study their practice in systematic ways, and to restructure
teaching (Feiman-Nemser & Rosaen, 1997). But not all the purposes and goals of guided
teacher practice are predetermined. Sometimes, “guides shape their work around more
immediate goals arising from the practical realities of the situation and from the teacher’s
concern” (p. 13).

For example, in a study of four mentor teachers and four novice teachers to
determine how they discussed issues about the teaching and learning of content, Feiman-

Nemser and Parker (1990) found that when novices’ questions and comments revealed a



shaky understanding of multiplication the mentor teacher would show the novice a
concrete way to represent the content. The mentor indirectly contributed to the novice’s
understanding of subject matter while directly enlarging his instructional repertoire. Such

practice was shaped by an immediate goal that arose from the situation.

Context
Many research studies have highlighted the role of context -- the classroom, school
program, community, and larger culture-- in guided practice. For example, Feiman-
Nemser and Parker (1993) compared the perspectives and practices of mentor teachers in
two U.S. beginning teacher assistance programs. They found differences in the way
mentor teachers conceived and performed their work, which they linked to differences in
the contexts. In one setting, mentors functioned as “local guides,” explaining school
policies and practices, sharing methods and materials, and helping novices survive their
first year of teaching. In the other setting, mentors functioned as *“educational
companions,” helping novices cope with immediate problems, keep their eye on broader
professional goals, and help them learn to uncover students’ thinking and develop sound
reasons for their actions. The researchers described mentor’s working conditions, role
expectations, and program structure and explained how these aspects of context shape
mentors’ practices and novices’ learning opportunities.

Nevins’s (1993) study of five experienced elementary classroom teachers in a
Professional Development School and their work with novices highlighted the role of
context in mentoring practices and the importance of examining the conditions that

support the enactment of the mentors’ role in helping novices. Her study showed that an



environment could be created within public schools that supports both experienced and
prospective teachers’ learning. She pointed out some conditions that are critical for
creating an environment where university and classroom educators work together to
prepare novices. Some of these conditions include sharing beliefs, language, and goals
about teacher education; sharing views about learning; and seeing knowledge as actively
constructed and flexibly changing.

Nevins’s study concentrated on mentoring in U.S. schools. Wang (2001) drew on
data from twenty-three U.S., UK, and Chinese mentors from both induction and pre-
service programs in different levels of schools, to explore the relationship between
mentoring contexts and mentoring practices. Based on interviews with mentors, logs of
mentor-novice interactions, and documents of each program and school system, the
researcher found that mentors and novices in different settings paid differing attention to
varied issues in their interactions. He related these differences to contextual factors in
each setting, such as the particular curriculum and assessment, student population, and
structure of teaching and mentoring.

For example, the decentralized curriculum structure pushed U.S. teachers to take
more responsibility for developing specific curriculum units, lessons, and teaching
materials in order to teach, while the lack of shared standards placed them in a different
position to discuss the effectiveness of teaching practices. However, the national
curriculum made it possible for the UK teachers to pay less attention to the curriculum
goals and content than their U.S. counterparts and pay more attention to working together
to customize teaching units and materials by integrating the national curriculum

requirements and teachers’ own ideas. In Chinese settings, the national curriculum

10



limited teachers’ autonomy in making curriculum decisions but it contributed to the
shared standards and ethics of the teaching profession. These contexts confined the space
for the Chinese mentors and novices to discuss curriculum issues and novices’ needs.
However, it was important for the mentors to help novices learn to teach the standardized
curriculum and develop a shared understanding about norms and issues of teaching.

I have the impression that some context aspects of Kuwaiti schools are different
from what Wang discussed about U.S. settings, but they may have some similarities to
what he found in UK and Chinese contexts. As I have said earlier, Kuwaiti teachers in
elementary and secondary schools are organized to teach one subject area and do not
always spend their time in the classrooms. They have a shared department office and
many teaching activities happen there. This context may allow mentors and student
teachers in Kuwait to have more time for interaction and discussions in their offices
without being interrupted by on-going teaching activities in the classrooms.

In addition, the national curriculum in Kuwaiti schools may give mentors a
common content around which they can structure their work with student teachers. In this
context, perhaps discussions about curriculum and what to teach are limited between
mentors and student teachers. More attention could be paid to pedagogical issues, to
helping student teachers learn to teach the national curriculum, and to incorporate the

national curriculum requirements into teachers’ strategies and styles of teaching.

Conceptual underpinnings

Clark & Peterson (1986) emphasized the important role that prior knowledge and beliefs

play in shaping teachers’ objectives, perceptions, and practices. Underlying beliefs about
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teaching and learning to teach influence what guides see and do (Feiman-Nemser &
Rosaen, 1997; Elliott & Calderhead, 1993; McNally and Martin, 1998).

Researchers, who have talked about teachers’ beliefs as implicit theories (Clark &
Peterson, 1986), or metaphors (Carter, 1990), or even images, (Connelly & Clandinin,
1985; Elbaz, 1983) have pointed out how teachers’ beliefs filter the information they
receive, how they interpret and organize it, and how they define their range of options for
action.

For the purpose of my study, I suggest that mentors come to their work with
student teachers with two sets of ideas and beliefs: those about classroom teaching and
those about learning to teach and their role in helping student teachers.

Ideas and beliefs about classroom teachin

Since mentors are, primarily, classroom teachers, what they are achieving in the mentor
role is shaped by their conceptions of teaching, their knowledge and beliefs about
learning, about learners and what is important for them to learn, and their knowledge and
beliefs about the nature of the subject they are teaching. Also, teachers’ practices may be
shaped by many contextual influences such as: working conditions, expectations that a
department or school has of teachers, social norms at school, etc. In general, all these
elements serve as a source of mentors’ knowledge and beliefs about learning to teach and
their work with student teachers. Martin (1997), in an eighteen-month ethnographic study
which looked at two student teachers and two mentors in primary school classrooms,
revealed that mentors interpreted their roles in very different ways, appearing to be

reflections of their own approach to teaching. As they taught, so they mentored.
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Ideas and beliefs about learning to teach and their role in helping student teachers
Mentors’ practices with student teachers can be connected to the way they perceive the
task of learning to teach and the way they conceptualize their role. It also can be
connected to their expectations of student teachers-- what they believe student teachers
need to learn, and how they think the learning takes place.

Barnes (1992) discussed the nature and formation of the interpretive frames that
guide teachers’ choices of teaching strategies and performance of their professional tasks.
He defined the concept of “frame” as “the underlying assumptions that influence
teachers’ actions in the classroom” (p. 10) and emphasized that the concept “can be used
to consider the ways in which teachers perceive and execute their professional tasks” (p.
16). Barnes argued that teachers’ frames and underlying assumptions for teaching are
embedded in their beliefs about the nature of what they are teaching, students and how
they learn, how learning takes place, and the context of teaching and learning.

The frames that experienced teachers take to a lesson enable them not

only to recognize what is happening but also to consider the action that they

would take if they were playing the teacher’s role. Though the frames appear to

be made up of information about teaching, they incorporate an equally complex
system of values and priorities, along with strategies which would enable them to

be put into effect (p. 16).

Just like classroom teachers, mentors are guided by their ideas and beliefs about
teaching and learning that structure their activities and guide them in their work on how
best to support novices’ learning to teach.

Many studies have focused on the ideas, perceptions, and beliefs that mentor
teachers bring to their work. Saunders, Pettinger & Tomlinson (1995) (cited in Hawkey,

1997) conducted interviews with 32 prospective teacher mentors to examine their beliefs

and ideas about their mentoring work. Their analysis of the interviews showed four types
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of orientations among mentor teachers. The first type was the “hands-off” facilitator-type
mentor who emphasized discussion with novices rather than shared or team teaching. The
second type was the progressively collaborative mentor who focused on working
alongside novices, offering guidance and advice. The third type was the professional
friend mentor who regarded the student teacher as part of the school, focusing on the
importance of the novices’ actual performance in the classroom. The fourth type was the
classical mentor who emphasized counseling techniques, listened to problems, and gave
feedback.

Saunders, Pettinger &Tomlinson’s (1995) research represented only the beliefs
and theories of action that prospective mentors held and the types of mentors they
became. There was no examination of whether and how these beliefs and theories of
action would influence their practice of mentoring.

Elliot and Calderhead (1993) found that mentors differed in their
conceptualization of their roles and reported various strategies that were used with
novices. Some mentors’ practices included challenging novices’ ideas and encouraging
discussions, while others believed in being active listeners to novices and offering
feedback to them. The researchers suggest that the conceptualizations that mentors bring
to mentoring reflect their own thinking and beliefs about teaching and learning to teach
and these conceptualizations influence what approaches the mentor uses for mentoring
and the rationale for using these approaches.

Although this study relates mentors’ beliefs, perceptions, and conceptualizations
of their role to mentoring approaches they use, it does not analyze the form and content

of mentors’ practices. The study reports what perceptions mentors bring to mentoring
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and strategies utilized, but does not relate the mentoring practices to those perceptions
and assumptions, nor does it include observation of mentoring practices.

McNally and Martin (1998) found that some mentors focused on nurture—the
supporting of novices’ needs, while others collaborated with novices and engaged them
in learning to teach as a critically reflective process. The researchers suggested that these
differences in mentoring styles reflect the mentors’ beliefs about teaching and learning
and their exposure through experience and training to the pedagogy of mentoring.

All these studies have helped me to understand that mentors bring their own ideas
and beliefs to their work with student teachers. And yet, with a few exceptions to be
discussed, these studies did not address how mentors act upon these ideas and beliefs, and
how these ideas and beliefs influence their practices with student teachers.

The relationship between mentors’ ideas and practices is neither linear nor causal.
The relationship is reciprocal and dynamic. Knowledge, beliefs, and thinking are shaped
by, and in turn, shape practices (Dembele, 1995). Therefore, to understand mentors’ ideas
and beliefs we should not limit ourselves to exploring them only. We need to look at
practices to appreciate and be able to critique these ideas and beliefs. Thus, it is important

to look at and analyze how mentors act upon their ideas and beliefs.

Practices

Many research studies emphasize the role of mentors in guiding student teachers and
novices. Such guided practice involves a specific kind of expertise that needs to be
viewed as distinct professional knowledge and skills developed in their own right

(Stoddart, 1990). Researchers claim that in order to understand guided practice the
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process and practice of guidance has to be carefully studied and analyzed (Stoddart,
1990; Little, 1990).

The literature on clinical supervision (e.g., Goldhammer, 1969; Cogan, 1973;
Sullivan, 1980; Garland & Shippy, 1995, Beach & Reinhartz, 2000) provides an array of
strategies and models, but does not include the range that comprises the way that mentors
enact their guided practice work. Clinical supervision structures guided practice as a
series of steps or patterns of actions to follow; it does not consider how mentors can use
their own practice as a site for student teacher learning (Schwille, 1997; Feirﬁan-Nemser,
2001).

However, research on mentoring provides vivid pictures of how cooperating or
mentor teachers approach their mentoring task. Based on interactions with approximately
150 mentor-beginner dyads, Wildman, Magliaro, Niles & Niles (1992) described
activities that mentors used in helping beginning teachers. However, the researchers
limited their attempt to only self-reports by mentors. No observations of mentoring
activities were undertaken nor was there an analysis of what actually happened between
mentors and novices. The presented summary table of reported mentoring activities is of
limited help; it would have been more helpful to have had cases and analyses that
provided images of practice.

Studies done by Nevins (1993), Dembele (1995), and Feiman-Nemser (2001),
demonstrate the value of looking closely at what happens between mentors and novice
teachers. Nevins conducted a study designed to describe how five experienced
elementary classroom teachers in a Professional Development School made sense of their

work with novices, and how they viewed student teaching as an occasion for teacher
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learning. Using interviews and observations, she described and documented the teachers’
views about learning to teach, the sources of knowledge upon which they drew, and their
conception of reflection and how it influenced their work with novice teachers.

Nevins concluded that there were patterns among the five mentors studied at the
professional Development school: “[A] teacher education discourse community was
created as a result of work with Professional Development School and Academic
learning, ... the ways in which the mentors interacted with the context affected the source
of knowledge used to mentor, and ... the content of mentors’ reflections focused on the
subject matter, and the mentor’s influence on the student teachers’ learning” (p. 255).
She also came to the conclusion that as teacher educators start to involve classroom
teachers in more prominent roles in teacher education, it is important to examine the
conditions which support the enactment of the new role in teacher education.

Work done by Dembele (1995) demonstrated the importance of looking closely at
the practice of mentoring and its connections to novices’ learning. In particular, the study
contributed significantly to understanding the content and forms of mentoring practices
and their influence on novices’ learning. Dembele conducted a study, which looked
closely at and described the mentoring practices of two experienced teachers in a
Professional Development School. Using interviews, periodic weekly interaction logs,
and observations, Dembele documented how mentors’ frames of action, views about
learning to teach, and knowledge upon which they drew influenced how they worked
with novice teachers.

Dembele came to the conclusion that being a good classroom teacher is necessary

but not sufficient for being a good mentor. “Classroom teaching and mentoring are both
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professional practices. They have different sets of responsibilities and demands. The
cases of Ken and Nancy show us that being good at teaching does not automatically
qualify one for mentoring” (p. 169-170). Dembele also concluded that novices do not
necessarily learn key aspects of teaching from first-hand experience alone. They also
need guidance to notice and understand what needs to be learned.

Drawing on Dewey’s (1938) concept of educative experience, Feiman-Nemser
(2001) presented the idea of educative mentoring and described an exemplary support
teacher’s philosophy and approach in working with new teachers. She undertook to
“uncover Frazer’s reasons for becoming a support teacher, his views of his role, how he
learned it, and his thoughts about the impact of the work on his own teaching” (p. 19).
She showed a qualitative image of the meaning of mentoring for the mentor and provided
insight on the conditions that support Frazer’s practice. More importantly, she
demonstrated how “educative mentoring promotes beginning teacher development by
cultivating a disposition of inquiry, focusing attention on student thinking and
understanding, and fostering disciplined talk about problems of practice” (p. 28).

Nevins, Dembele, and Feiman-Nemser’s studies provide detailed descriptions of
mentors’ interactions with novices and trace how their ideas, beliefs, and conceptions
influence mentors’ actions. They also provide analyses of the opportunities to learn that
such actions hold out for novice teachers. The present study shares these aspects of the
work of Nevins, Dembele and Feiman-Nemser. It differs from them in that it will be
conducted in a divergent national and cultural context as well as educational system,
namely that of Kuwait. The study attends to most of the elements laid out in Feiman-

Nemser and Rosaen’s (1997) framework. More studies of this kind are needed if we are
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going to truly understand this important professional practice and its influence on novice

teachers (Feiman-Nemser, 2001).

Research questions
The following questions were used in my examination of mentors’ ideas and practices:

1. What ideas and beliefs about teaching and learning to teach Arabic language
do Kuwaiti mentors bring to their work with student teachers?

a. How have mentors come to think as they do?

b. How are these ideas and beliefs influenced by the contextual factors
named above?

2. How do Kuwaiti mentors act upon these ideas and beliefs? And what are
the contextual factors which shape Kuwaiti mentors and student teachers?

3. What learning opportunities do mentors provide for student teachers?

Chapter Two is a description of the methods of collecting and analyzing the data,
while Chapter Three summarizes Kuwaiti mentors’ ideas about teaching, learning to
teach, and mentoring. Chapters Four, Five, and Six present cases of three mentors at
work, and Chapter Seven is a look across the cases and a discussion of patterns and
variations among the cases. Chapter Eight presents conclusions and implications and then
I complete my dissertation with a Coda, which describes my personal journey to the

study of mentoring.
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CHAPTER 2

METHODS

Research design
This study investigates the ideas and practices of Arabic language teachers in Kuwait as
they mentor student teachers and provide opportunities for learning to teach. I chose to
study the area of Arabic language teaching because it is my field and therefore gives me
the necessary background knowledge to study the teachers’ role in mentoring. The
investigation called for qualitative design, which allows for systematic inquiry within a
natural setting (Miles and Huberman, 1994).

In order to begin my study and set the premise, I conducted initial interviews with
eleven mentors who were mentoring student teachers in Arabic language one semester at
Kuwait University. It was important for me to explore and describe the range of their
ideas about teaching, mentoring, and learning to teach. After the initial interviews with
the eleven, I then felt a need to get closer to the ideas and practices of mentors, and
decided to focus on three of the mentor teachers. To understand the choices they made,
the practices they performed, and opportunities they created for student teachers’
learning, I completed three case studies to review in depth as I explored the commonality
and variations among the cases. By analyzing the case studies, I hoped to illuminate and

bring out the complexity of mentoring practices.
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The participants
The participants for this study were eleven mentors of Arabic language who worked with
student teachers of Kuwait University to help them learn to teach. These teachers made
up the entire population of Arabic language mentors during the semester of this study,
which was spring, 2001. All eleven mentors were willing to be a part of the study, and
understood that their participation was completely voluntary. Identities were protected by
use of pseudonyms for the mentors, student teachers, and school sites.

All eleven mentors and student teachers were females. Since Kuwaiti schools are
separated by sex, it is typical to see female mentors working with female student
teachers. In the semester that this study was conducted, there was no male student teacher
registered for the practicum. When I asked about the previous semester, I learned that
there had only been two male student teachers. It is easy to see that teaching tends to be a
female profession in Kuwait!

The experience of the eleven mentors ranged from ten to twenty-three years of
classroom teaching. All mentors were head teachers in the Department of Arabic
Language at their schools, except for one who took the responsibility of mentoring
student teachers after one of the head teachers had to take an urgent leave just before the
student teaching course began. In Kuwait, assigning mentoring responsibilities to head
teachers means that there is only one mentor teacher of Arabic language in each school.

Each of the eleven teachers mentored two or three student teachers, except for one
who had only a single student teacher. Of the twenty-eight student teachers in Arabic

language that semester, only seven participated in the study. Although I interviewed all
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eleven mentors initially, I selected only three for a closer examination of their ideas and
practices as they mentored these seven student teachers.

All mentors in the study were teachers in intermediate schools in which the
pupils’ ages range between 11 and 14 years old. The pupil population in these schools is

between 450-590 and each classroom contains about 27-32 pupils.

Data collection
Data collection tools for this study varied. As I stated previously, I conducted primary
interviews with the eleven mentors, and then selected three of them for a closer study of
their ideas and practices. In order to get this kind of information, I conducted in-depth
interviews with the three mentors, observed their interactions with the student teachers,
conducted conversations with the student teachers, and collected documents from the
three selected mentors and their student teachers. Finally, I conducted a short final survey

of the other eight mentors.

The primary interviews with the eleven mentors

In conducting initial interviews with the eleven mentors, I used an interview guide
(see Appendix A) which gave me a basic structure for framing and sequencing my
questions. The purpose of these primary interviews was to: 1) gather information about
mentors’ ideas of teaching, mentoring and learning to teach; 2) understand how Kuwaiti
mentors conceptualize their role; 3) understand the influences of the context on their
ideas; 4) help in choosing the subjects for the case studies and; 5) gain ideas, questions

and issues to be pursued in the three case studies.
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Some of the interview questions I used included asking about mentors’ ideas on
what needs to be learned, why it is important, how it can best be learned, what the mentor
can or is doing to assist student teachers in that learning, and how they relate to student
teachers and respond to their needs. Some of the questions were also about the school as
a context for mentoring and learning to teach. In addition, these interviews investigated
mentors’ interactions with student teachers, explored how they supported student
teachers’ learning, highlighted key features of role enactment, and investigated the
contextual factors that shaped these interactions. The interviews lasted from one and a

half hours to two hours each.

Types of data collected from the three selected mentors and their student teachers
Autobiographical interviews

| For each of the three mentors that I studied closely, I conducted an
autobiographical interview to gain a better understanding of their lives and philosophies
of teaching. The underlying assumption was that teachers’ backgrounds and personal
experiences have a strong influence on their classroom behaviors and practices, as well as
on their mentoring practices. Therefore, mentors were asked to talk about their school
and general learning experiences, how they became teachers, and their ideas about

learning to teach and teaching.
Observations

Based on the interviews with the eleven mentors, I followed up with three of them

to observe their practices with student teachers, how they enacted their ideas with them,
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and how contextual factors shaped these enactments. I observed both formal and informal
interactions. These were varied and included the following: modeling how to teach,
helping student teachers learn how to lead classroom discussions in analyzing a literary
text, helping them plan for lessons in different genres, giving specific feedback on

student teachers’ classroom actions and behavior during teaching, involving student
teachers in writing and grading tests, and providing opportunities for student teachers to
collaborate with Arabic language teachers and other teachers in the school. It also
included conferences that mentors and student teachers held about teaching, where they
explored how these created opportunities for student teachers’ learning.

In order to capture these interactions, my observations were focused on three sub-
tasks. First, I observed the mentors’ teaching (at least one lesson) in order to understand
them as models and guides of student teachers. Secondly, I observed student teachers’
teaching. This observation helped me to have a sense of their teaching performance, and
allowed me to understand the content and the context of their formal interaction in the
conference that followed their teaching. It also helped me observe what the mentor does
while the student teacher teaches and whether she gets involved in the lesson or not.
Thirdly, I observed the formal interactions during the conferences of mentors and student
teachers, which explored how these interactions contributed to student teachers’ learning.

The purpose of the observations was to examine how mentors’ ideas get reflected
in what they do with student teachers and how the contextual factors may shape their
practices. Each observation was written up in detail with vivid descriptions in order to

create an accurate picture of the teaching and mentor/student teachers’ interactions.
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The observations consisted of two week-long observations of each mentor and her
student teachers in the classes taught by the student teachers. During these observations, I
watched what the mentor did while the student teacher taught. I noticed whether or not
she got involved in the lesson. I also watched for what the student teacher did.

Each observation was written up and augmented by comments and questions to be
asked to mentors at the post-observation interview. These interviews were designed to
probe mentors’ reasoning for their actions and explore the content and dynamics of their
interactions with student teachers as well as to elicit information for filling in details in

my field notes.

Post-observation interviews

After each observation, I had many questions to ask the three mentors whom I
studied. Therefore, I conducted a follow up interview with them based on my
observations. This kind of interview was designed to understand mentors’ practices with
student teachers and their reasoning about these practices. The interview questions were
drawn from mentors’ actual practices—what they tried to teach student teachers, how
they helped them learn what they needed to learn, activities they employed, the content of
their interactions, their reasoning about their actions, and what they thought about their
guidance and the student teachers’ learning. All interviews were audio-taped and

transcribed.
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Conversations with student teachers

Based on the observed interactions, I also had conversations with student teachers
about their interactions with their mentors. After each event or interaction between
mentors and student teachers I observed, I talked informally with the student teachers in
order to learn what they thought about these interactions and how they interpreted these
experiences. These conversations helped to capture the opportunities provided for student
teachers‘ learning and what they think they learned. Some of the conversations were

audio-taped and transcribed. Others were recorded in a notebook, usually on a daily basis.

Documents

The three main documents that I used were the Student Teaching Guidebook,
student teachers’ lesson plans, and the mentors’ notebooks of observing student teachers.
Student Teaching Guidebook

I studied the student teaching guidebook to learn more about the program and its
goals. This guidebook included information about the objectives of the student teaching
experience, what was expected from the mentors, and who assessed the student teachers
and on what basis. It included a form for student teacher assessment.
Student teachers’ lesson plans

I'looked at the student teachers’ planning notebooks and reviewed their lesson
plans, especially for the lessons that I observed them teaching. Looking at student
teachers’ lesson plans served the purpose of: 1) understanding what the student teachers

were doing in planning for their lessons; 2) learning whether their lesson plans fit with
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their teaching performances; 3) seeing what kind of comments and feedback the mentors
wrote on the margins about student teachers’ lesson plans and; 4) noticing whether the
student teachers benefited from mentors’ comments on their planning and considered
these comments and feedback in their next lesson plans. This helped me to draw
inferences about whether mentors’ feedback created opportunities for student teachers’
learning.

Mentors’ notebooks of observing student teachers

I examined the written notes and comments that the mentors wrote while they
were observing student teachers’ teaching. The purpose of examining mentors’ notes was
to understand: 1) what the mentors were observing and noticing while the student
teachers were teaching; 2) mentors’ thoughts of student teachers during that time and; 3)
the kind of feedback that mentors wrote for student teachers in relation to what they

discussed in the conferences after the observation.

Short final survey of the other eight mentors
On the basis of what I learned through observation and interviews, I constructed a short
survey for the eight mentors that I did not observe (Appendix B). The purpose of the
survey at this point was to get an idea of the prevalence of the ideas and practices that I
observed. I used the survey to check out some of my early hypotheses to give me a range
of responses to check across the mentors. This survey called for short written answers

and was conducted a week after the conclusion of the student teaching course.
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Data analysis and organization
The collection and analyzing of data was an iterative process. I did a preliminary analysis
for the primary interviews, making notes of the issues and themes that emerged. Based on
a preliminary analysis, I formed some hypotheses to be tested while reviewing the cases.
The fact that that many issues emerged early from the observations led me to watch for
them in other cases and see whether they were shared by those cases or why not.

As the data piled up, I used the Nvivo (NUD*IST vivo) program for organizing
and analyzing the qualitative data. I entered all data as documents in the program. The
program helped me to organize the data as sets: the primary interviews and the three
individual cases: the Sarah case, Amal case, and Dana case, as they became known.

I started to code the primary interviews according to themes and ideas that
emerged from the data. This included mentors’ ideas about teaching, about mentoring,
and about their role conceptualizations, as well as the influences on their ideas. The
Nvivo helped to link the selected passages of the mentor’s interview to the category
created for coding. I then examined these themes and ideas to discern patterns and
variations across mentors’ ideas. I then wrote memos which included my emerging
hypotheses. The Nvivo enabled me to link memos to references in data locations.

Based on the research questions and emerging themes I also generated codes and
labels for the data of each case. I then examined emerging issues and themes, and wrote
memos and remarks linking the issues and themes to their data locations within a case
and across cases. Data related to each code/label was also subjected to a content analysis.
This analysis was guided by the need to learn more about the interactions between

mentors and student teachers, and the contributions made to student teachers’ learning.
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This included such items as what happened, what caused the event/interaction, what role
the mentor played in it, and how the event/interaction created or restricted opportunities

for student teachers’ learning.

Case outline

My purpose in writing up the cases was to answer the questions that formed and
constructed the study, and to provide thick descriptions and vivid portraits of the mentor
teachers—their ideas and practices. Feiman-Nemser and Rosaen (1997), Feiman-Nemser
(2001), and Dembele (1995) provided guidelines for constructing these cases. Feiman-
Nemser and Rosaen presented the elements of a guided practice framework (see Chapter
1) for a more detailed description. According to this framework, goals, conceptual
underpinnings, relationships and context are intersecting elements in the formation of
guided practice. This framework was helpful in describing the participating mentors’
ideas, goals, context and practices. Feiman-Nemser’s (2001) discussions of strategies that
shaped actions of an exemplary support teacher, descriptions of his/her work, and of how
s/he learned to do this kind of work gave me a solid perception of mentors at work.
Damebele’s (1995) extensive description of two mentors at work provided me with
descriptions of mentors’ practices.

For each case, I created three portraits of the mentor: first, an impression of the
mentor as a classroom teacher—her critical experiences and events before entering
teaching, how she constructed her practices as a classroom teacher, and her ideas about
teaching. Secondly, I constructed an image of the mentor summarizing her ideas of

learning to teach and mentoring. This section contained descriptions of what the mentor
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thought student teachers needed to learn, how she thought the learning occurred, how she
thought she could help student teachers learn what they needed to learn, and how the
mentor conceptualized her role. Lastly, I wrote up a vignette of how teachers acted as
mentors and what opportunities they provided for student teachers’ learning.

I gave each case a title that reflected a characteristic that impressed me the most
about each mentor. I characterized Amal as “true to her school” because she appeared to
be loyal to her school. She turned down the opportunity to be a head teacher because
being a head teacher meant having to be appointed to a different school. She hated to
leave her school and colleagues in the same school that she had been working in for
fourteen years. I called Sarah “subject matter passionate” because she expressed a
passion for the subject matter she teaches. She believes that teachers should be strong in
their subjects and have a deep understanding of what they teach. I called Dana “the
trainer of student teachers” because she perceived her role as a trainer of student teachers
in how to teach and not just remedying their deficiency in subject matter knowledge. She
believed strongly that the student teaching experience is a time for student teachers to be

trained in teaching tasks.

Cross-case analysis

While I was writing up the individual cases, I kept a memo file in the Nvivo program and
recorded emerging ideas and insights. I started the cross case analysis with these ideas in
mind. I went back to the data, evaluating the ideas’ justifications and trying to find

confirming and/or contradicting evidence. I then critically examined and compared
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mentors’ ideas about learning to teach and mentoring, their actions, and the influence of
the context on their practices. This led to a set of ideas for the cross case analysis.

I then organized these ideas according to the patterns and variations of these
ideas among the cases using data from the short survey to assess their defensibility and
their range among the other mentors in the study. In thinking about and examining these

ideas, many issues about mentoring emerged from the study.

Generalizations
This is a study of mentors’ ideas about mentoring and learning to teach, and of mentors’
practices for the benefit of student teachers’ learning in a particular context. The eleven
mentors in this study represented the entire population of Arabic language mentors in
intermediate schools, who worked with the student teachers of Kuwait University at the
time of this study. Although the mentors in this study, and the context in which they
worked, seem to be different from western mentors and contexts, the image of individuals
and their situations are representative of other people and other contexts. This means that
anyone who is involved in professional development in schools (teachers, head teachers,
consultants, university faculty) needs to examine his/her own ideas and practices in
relation to the people with whom they work.

Shulman (1991) pointed out that to call something a “case” is to make a
theoretical claim that it is a “case of something” or an instance of a larger class of
experience. The multiple cases did not represent the larger experience of mentoring,
however, they brought in various perspectives and meanings to highlight the phenomenon

in this study. The varied background experiences of mentors in this study, their
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conceptions of their roles, their practices and their contexts, raise important questions that
support or challenge our understanding of mentors’ work. As Shulman (1986) indicates,
the qualitative study of cases is not to determine what is universally applicable, but to
bring in possibilities and alternatives that may be tested in different contexts. This study,
which was conducted in a unique context, namely in Kuwait, highlights some important

issues in mentoring that could be discussed and examined in other contexts.
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CHAPTER 3

CONTEXT AND MENTORS’ IDEAS

Education in Kuwait began in the early eighteenth century in the form of private practice:
Many families hired teachers for their children, and there were seminars in mosques.
Education, at that time, was limited to reciting and memorizing the Koran (the holy
book), as well as reading, writing, and performing simple arithmetic exercises needed for
trade and exchange. Education was also restricted to boys. It was only ahe turn of the
twentieth century that Kuwaiti girls began receiving some form of education, embodied
mostly in memorizing and reciting some of the holy Koran.

The first school, established in Kuwait in December 1911 (Al-Misnad, 1985), was
founded and financed by the people of Kuwait. The curriculum included Islamic
education, Arabic language, history, and mathematics. In addition, there was also the
study of some commerecial skills appropriate to the needs of society at that time.
Following this, a number of schools were established by individual people’s efforts. In
1936, when the government established the Council of Education, formal education in
Kuwait began. Thus, education became the responsibility of the government. As oil
production increased in the post-World War II era, the government began investing large
sums of money in social services, and education was one of its top priorities. By 1960,
there were about 45,000 students enrolled in the Kuwaiti educational system, including
18,000 girls.

The constitution of 1962 stipulated that education was to be assured and promoted

by the State, thus reflecting the belief that education is a fundamental right of all citizens.
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Schooling was first made compulsory in 1965 and a new school ladder (four years
primary, four years intermediate and four years secondary) was adopted. Today, Kuwait’s
education system is very large. There are currently close to 500,000 students enrolled in
Kuwaiti schools, constituting approximately 30 percent of the entire population. There
are three basic levels of education in Kuwait — elementary, intermediate, and secondary.
Each level involves four years of study, and schooling usually begins at age six. Pre-
school is available for children four to six years old, and students, who complete their
basic education, can continue on to higher education. Schooling is compulsory for all
children ages six to fourteen (elementary and intermediate levels) and all stages of state
education, including higher education, are free.

Kuwait University is the only university in Kuwait and is the main route for
higher education. It is a co-ed institution made up of five campuses in Kuwait City.
Since its establishment in 1966, the university has grown from just over 400 students to
nearly 18,000 men and women and has expanded from only 31 faculty members to
include numerous colleges and departments.

The College of Education was established in May, 1980, and started by enrolling
399 students in September, 1981. It consists of four departments: Curriculum and
Instruction, Educational Foundations, Educational Psychology, and Educational

Administration and Planning.

Teacher preparation program

The student teaching program in the College of Education is designed to provide student

teachers with the experience of learning how to teach at a school. It lasts twelve weeks.
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To register in this program, student teachers must have completed 90 credit hours of
course work in their field, in addition to completing teaching methods courses (1 & 2)
according to their respective fields, and an educational technology course. This is also
true for student teachers in Arabic language. In the teaching methods courses, student
teachers of Arabic language learn subject-specific strategies for promoting pupils’
understanding; the content area of Arabic language; and lesson planning and strategies
for managing instruction. The student teaching program course is worth 10 credit hours,
and student teachers spend the whole semester (twelve weeks) practice teaching in
schools.

In Kuwaiti schools where student teachers are sent to do their practice teaching,
all teachers are specialized in teaching one subject, even for the elementary grades.
Teachers within a school are organized into groups on the basis of broad subject areas,
such as mathematics, science, English, social studies, and Arabic language. A subject
group is a formal organizational structure within a school. It contains teachers working
within the same subject area. Every subject group or department has a head teacher who
is appointed by the Ministry of Education.

In this study, I focused on mentors of Arabic language. The head teacher of
Arabic language is usually the one who becomes the mentor teacher for student teachers
(there are some exceptions for extenuating circumstances). S/he teaches only six periods
per week and has other responsibilities such as supervising the teachgrs in the department
and organizing weekly department meetings. Other teachers of Arabic language teach

between twelve to eighteen periods per week.
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Mentor teachers in this study
I interviewed eleven mentor teachers of Arabic language in intermediate schools who
worked with student teachers of Kuwait University. Their teaching experiences ranged
from ten to twenty-three years. All mentor teachers were Arabic language head teachers,
except one who took the responsibility for mentoring student teachers after an unexpected
leave of the head teacher due to a family matter just before the student teaching course
began.

All of these mentors mentored either two or three student teachers, except one
mentor who had only one student teacher. I noticed that the student teachers were not in
the mentors’ classrooms for most of the day. They were required to work in other
teachers’ classrooms. The other teachers did not remain in the classroom with them. This
is part of the formal program and the university expectation that the student teachers are
given classrooms to teach independently by the fourth week of the student teaching
experience.

The center of student teaching at Kuwait University provides guidelines for the
structure of the experience and expectations for mentors’ work. For the structure, mentors
are expected to arrange for student teachers to observe other teachers teaching and then
discuss with them positive and negative points about the teaching they observed. This
observation lasts for two weeks. By the third week, mentors also arrange for student
teachers to observe and critique each other’s teaching, presenting the strengths and the
weaknesses of each other’s teaching. The mentors facilitate student teachers’ discussions,
clarify the positive points in their téaching, and suggest ways to improve their teaching

methods when necessary.
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After the observation and critique stages, student teachers are given classes to
teach, yet still remain under the guidance of the mentors. The mentor teachers and the
university supervisors decide what class to give each student teacher. The mentor
observes the student teacher’s teaching at least two times a week and then meets with her

after each observation to discuss her teaching.

Mentors' official duties
The official role definition and duties of the mentors as represented in the document of
the Center for the Student Teaching at Kuwait University as follows:
1. Introduce the student teachers to the school and the administrators in the school.

2. Guide the student teachers to learn and help them to perform all teaching tasks
that assist them in achieving the objectives of student teaching.

3. Help student teachers learn about their professional competencies and teaching
performances.

4. Model teaching instruction and all teaching tasks that occur both in and out of
the classroom.

5. Help student teachers develop appropriate attitudes toward the teaching
profession.

6. Help student teachers gain confidence in teaching and improve themselves by
overcoming their negative qualities.

7. Help student teachers to behave in congruence with the ethics of the teaching
profession.

8.  Guide student teachers in planning and help them plan their own lessons.

9.  Use the evaluation form of the Center of Student Teaching when assessing
student teachers.

10. Hold conferences with student teachers after each observation of their teaching

to discuss the strengths and weaknesses in their teaching and guide them to
overcome the negative points.
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11. Keep a record of the observation notes and discussion during the conferences
with the student teachers.

12. Arrange for student teachers to observe experienced teachers as well as each
other’s practice teaching and encourage them to discuss what they observe.

13. Participate in the student teachers’ assessment with the university supervisor.

According to the mentor teachers’ descriptions in the interviews, the student-
teaching semester typically begins with the student teachers spending two weeks
observing mentors and other experienced teachers, who are expected to model teaching
practices for student teachers. After the two weeks of observation, the student teachers
continue to observe the experienced teachers for another week, in addition to teaching
one or two lessons before they are given their own classrooms to teach by the fourth
week. Each class in the intermediate school has six teaching periods of Arabic language
per week. Some mentors said that they gave the student teachers a whole class to teach
and expected them to assume the full responsibilities of teaching the six periods per
week. Other mentors said they gave the student teachers four or five teaching periods,
leaving one or two teaching periods for the original classroom teacher to follow up with
pupils and to review the skills they learned. I believe this latter illustration served to
check out the work of the student teachers to make sure that the pupils learned what they
were supposed to learn.

In the next section, in order to learn about how these mentor teachers think about
their work, I turn to discuss mentors’ ideas about teaching, learning to teach and

mentoring.
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Mentors’ ideas about teaching
All mentor teachers said they believe in the integrity of the four language arts: reading,
writing, listening, and speaking. his integrity is recommended by the reformed
curriculum of teaching Arabic language. All mentor teachers believe that pupils should
have opportunities to practice these four arts in each Arabic language classroom. Sarah,
one of the mentor teachers, put it this way: “We concentrate on the reformed curriculum,
which it is based on the integrity among all language arts. In every lesson there should be
reading, writing, speaking and listening.”

All mentor teachers said that they practice what they call the “reformed
curriculum,” which is based on the idea of language arts integrity and discussions of
students’ “individual efforts.” Lectures are not used in teaching. In their view, this kind
of teaching requires different teacher-pupil interaction. It also requires attending to
pupils’ thinking and to their academic, social, and emotional needs. Each unit is taught in
four to five lessons, depending on the unit and the students’ abilities. In each lesson, the
teacher discusses specific aspects of the unit. In all these lessons, pupils should practice
reading, writing, listening, and speaking in many different forms. For example, pupils
may read a text, read their responses of their individual effort, or their findings about a
topic they researched. The mentor teachers described their teaching in very much the
same way. One can see striking similarities in the two mentors’ descriptions below,
which were also typical. Nawal said:

The reformed curriculum way of teaching is a definite way and is the same for all

units. In the first lesson of any unit, I discuss the main ideas of the literary text. In

the second lesson, I discuss the detailed ideas and the difficult vocabulary in the
text. For the third lesson, I discuss the grammar, aesthetic expressions, and
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spelling skills that are included in the text. And the fourth lesson contains writing
composition, cursive handwriting, and pupil research. In all the lessons, reading
the literary work out loud accompanies the discussion. This structure is the same
for each unit.

Amal commented:

The way of teaching the reformed curriculum is known and does not change for

every unit. In the first lesson, I discuss the general ideas of the text and in the

second one I discuss the detailed ideas and the vocabulary. The dictionary should
be always with the pupils. In the third lesson I discuss the grammar, aesthetic
expressions, and spelling skills. In the fourth lesson, I discuss pupils’ writing
composition, pupils’ research findings and train pupils in handwriting. I may
teach the unit in five lessons. This is the way I teach every unit.

For each lesson, all mentor teachers reported that the pupils are divided into three
groups. The teacher gives each group an assignment, which is called “individual effort,”
to be done individually at home and to be discussed the next day in class. Each group
assignment includes concepts and skills that are related to the unit and are intended to be
discussed during the next day’s lesson. Pupils in each group are not expected to
collaborate in doing the assignment. Instead, each pupil is expected to do the assignment
independently at home. The idea of dividing the class into three groups is to give the
pupils various assignments. Manal, another mentor teacher, explained the individual
effort as follows:

In each lesson I begin with a remedial sentence to discuss a skill that the pupils

need to improve. Then I start to discuss the “individual effort” assignments in

which I divide the pupils into three groups and give each group different

assignments. The pupils should do these assignments at home individually and I

discuss these assignments with them the next day.
Sarah also said:

If you attend any lesson, you will find that the lesson begins with the remedial

sentence. Then, if the lesson, for example, is a poem, the pupils listen to it from

the cassette player, and individual effort assignments will be discussed. I give

pupils the assignment a day before. I divide the pupils into three groups. For
example, for the first lesson in a unit, I ask the first group to write the general

40



ideas of the literary text. For the second group I ask them to spell out the guiding
principles and values contained in the text. For the third group, I ask them to write
the important information and events that are included in the literary text. Then, I
discuss every assignment with the pupils. After the discussion, I read the literary
text out loud to the pupils and train them in reading it. I do not train them in
reading the whole text at one lesson. But, in each lesson, I choose a passage of the
literary text and train the pupils to read it with dramatization.

From the mentor teachers’ descriptions, one can infer that there is a restricted way
to teach all units. All units are taught within four to five lessons. For these lessons, the
teacher follows the same structure and strategies of teaching. For example, Fatmah
explained the first lesson of a unit as follows:

In the first lesson of each unit, I discuss the three groups’ assignments that I gave

the pupils a day before, which is called “individual effort.” These assignments

include interpreting the main theme of the literary text and its main ideas,
representing some information from the literary text, and describing some events
from the text. I also train the pupils in reading the text. This is the same for each
first lesson of a unit.

Nawal also reported:

There is no other way for teaching because the reformed curriculum restricts us in

terms of how to teach each lesson in a unit. We can, however, vary in our ways of

assessing a lesson by using various learning aids that will attract pupils’ attention
and will change the routine of the lessons.

All mentors view the importance of connecting the literary works they are
teaching to pupils’ lives. They all try, in their teaching, to find connections to pupils’
experiences. For example, Amal commented:

Of course all the texts we teach are related to real life. It is important to find

connections between literary texts and pupils’ lives. Most of our texts are related

to our nation, National Day, oil and pollution, and special occasions that our
society celebrates. So, it is crucial to relate the text to pupils’ experiences in order
for them to gain an understanding.

Although the mentors feel it is crucial to connect the text to pupils’ lives, Nora feels that

the curriculum includes some topics that are difficult to connect to pupils’ lives and

experiences. She expressed her idea in this way:
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It depends if there is a connection between the text and pupils’ experiences.
Honestly, our curriculum is not helping in this matter. Sometimes, yes, you can
relate to pupils’ experiences. Like for example, a text about cooperation. We can
connect to pupils’ experiences during the Iraqi invasion and how the nations
cooperated and formed an alliance to help Kuwait. Or, if the poem is about spring
days, we try to relate to pupils’ experiences to describe what they see and feel
during spring. This is what we can do with the curriculum.

Mentor teachers reported, in the interviews, that their overall goals are to develop
pupils’ reading, writing, grammar, and oral skills. They want their pupils to be able to:
(1) read a literary work correctly and expressively by dramatizing its meaning, as well as
comprehending its meaning; (2) use the dictionary to look up difficult words; (3) write
fluently and correctly without spelling or punctuation errors, while appropriately using
their stock of words and sentence structures; (4) speak fluently and be able to express

their thoughts without grammatical errors; and (5) listen carefully and comprehend what

they listen to.

Mentors’ ideas about learning to teach and mentoring
Mentors bring different ideas to their mentoring. These ideas can lead them to act
differently in their practice, and thus open different opportunities for student teachers’
learning about teaching. In this section, I discuss Kuwaiti mentors’ ideas about learning

to teach, student teachers, and mentoring.

Ideas about what student teachers need to learn

Kuwaiti mentors, individually, hold different ideas about what their student teachers need

to learn. Such differences appear in the number and kinds of things they feel their student
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teachers need to learn. However, Kuwaiti mentors, to some extent, also share several
beliefs about what novices need to learn.
Learning the Arabic language objectives.

Six of the mentors believe that student teachers should learn the Arabic language
teaching objectives in general and to develop behavioral objectives for the lessons that
they will teach. Not only do they share this idea about their student teachers learning to
teach, but also many of them agree on the reason for this idea.

Some mentors claim that learning how to develop behavioral objectives is the
pillar for student teachers’ learning to teach because developing these objectives is the
basis for planning their lessons. As Manal pointed out:

Knowing the objectives of the subject that they will teach the pupils is the first

pillar in learning to teach both the general objectives and the behavioral

objectives, which will be the basis for planning lessons.

Others assume that learning to develop good behavioral objectives will help
student teachers to develop good lesson plans. When student teachers know the
objectives of a lesson and what they want to accomplish in the lesson, they will use
appropriate instructional strategies and will know how to assess pupils’ learning of each
teaching lesson. Amal commented:

From the beginning, the student teacher should learn to develop behavioral

objectives that she can accomplish in her teaching. Whenever she has the

objectives clear in her mind and written in her planning notebook, she can include

these objectives in her instructional strategies and assessment of pupils’ learning
and follow them step-by-step in her teaching.

Understanding the subject matter.

Another idea of what student teachers need to learn, is shared by six of the

mentors. This idea is that student teachers need to develop an understanding of the
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subject matter as represented in the national curriculum guides and textbooks. The six
mentors who share this idea talked about and defined the subject differently. Two of the
six mentors (Nora and Fatmah) talked about the subject as if it was confined to grammar
and spelling. The other four mentors, although they included grammar and spelling in
their definitions of the subject, also added other things such as, having beautiful and clear
handwriting; understanding the content; reading and pronouncing correctly; reciting the
Koran; and knowing how to interpret a literary text. For example, Hoda felt that a teacher
should have clear and beautiful handwriting. “The most important thing for Arabic
language teacher is to master the grammar, spelling skills and have a beautiful and clear
handwriting.”

Besides grammar and spelling, Nawal included beautiful handwriting and
understanding the content well. She reported:

The Arabic language teacher should understand her subject in terms of

understanding the content that she teaches and the content that her pupils have

learned in previous grades. She also should understand grammar and spelling

rules and to be able to write beautifully and clearly. It is not appropriate for an

Arabic language teacher to have ugly handwriting.
Sarah defined the subject as follows: “An Arabic language teacher needs to master the
grammar and spelling skills. She also should read and pronounce words correctly, and be
a good writer.”

In her definition of the subject, Eiman included reciting the Koran and knowing
how to interpret a literary text. As she reported: “The Arabic language teacher in general

should be strong in grammar and spelling skills. She also should know how to recite the

Koran and how to interpret any literary text.”



Although these six mentors share the idea that student teachers need to develop an
understanding of their subject, they defined the subject differently and emphasized
different reasons for this shared idea. Some mentors assumed that developing an
understanding of the subject would help student teachers be able to teach and improve
their understanding about the requirement for their teaching—assuming that other things
can be learned by practice and experience. Nora put it as follows:

The first thing that constitutes a knowledge base for a student teacher is her

understanding of the subject matter. There are other things that will come by

experience, which I am not discussing with them yet. I am concentrating on their
understanding of the subject, which is enough for helping them learn to teach.

Another teacher, Fatmah, commented: “The crucial thing for student teachers to
understand is grammar and spelling skills. These two things are essential in teaching
Arabic language—how can a teacher teach without an understanding of the subject?”

Some mentors hold that developing deep understanding of the subject will prevent
teachers from making mistakes in front of pupils. Sarah expressed this idea in the
following way: “When she [a student teacher] writes a phrase on the board, it should be
- free from errors. When she speaks to pupils, discusses and listens to their responses, her
language should be correct. How can she correct pupils’ errors if she isn’t strong in the
subject?”

Hoda expressed the same reason in a different way, explaining that a teacher
should be a role model for pupils and should not make mistakes in front of them: “;I‘he
Arabic language teacher is a role model. She should not make mistakes... pupils look to

their teachers as a source of the right answers. Thus, student teachers should develop their

understanding of the subject.”
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Other mentors thought that developing an understanding of the subject and careful
study of curriculum guides and textbooks will allow student teachers to improve their
understanding of important skills, the prior knowledge that pupils have learned, and what
they need to learn. For example, Nawal required her novices to study not only the
curriculum guides and textbooks for her grade level, but also those of all middle school
grades and elementary grades. She expected that this knowledge would help novices to
know what pupils have learned so she knows, for example, that this information is
unknown to pupils or they already knew it and need to build on it.

While all six mentors stressed the importance of developing an understanding of
the subject, they were saying different things about it —defining it differently and
providing different reasons for the importance of knowing the subject.

Mentors’ ideas of developing an understanding of the subject do not just reflect
their ideal goal for the student teachers but also reflects their prior or/and current
knowledge of student teachers as learners. All mentors who expressed the need to
improve student teachers’ subject matter knowledge felt that student teachers are not
proficient enough in their subject matter knowledge. Thus, they felt that the student
teaching course is an opportunity for student teachers to work on improving their
understanding of the subject. For example, Nawal reported:

I am talking generally about all student teachers. I noticed that many of the

student teachers have a weakness in subject matter knowledge. I think the main

problem is that the university does not recruit good students for an Arabic
language major...my current student teachers have weaknesses in their subject.

So, I advised them to seek knowledge and information outside the textbooks and

to read grammar books. About the handwriting, I noticed that many of them have

ugly handwriting. I advised them to participate in workshops to develop their
handwriting.
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Hoda’s comment also was based on her experience and prior knowledge of
student teachers: “Student teachers lack a lot of skills. I hope that the university pays
more attention to grammar skills. That is because, from my experience with the student
teachers, I noticed that they make a lot of grammar mistakes when they write on the
board or in their planning notebooks.”

Eiman also commented on the lack of subject matter knowledge of the student
_ teachers based on her experience and prior knowledge of student teachers: “Student
teachers come from the university with weakness in their subject matter knowledge. They
make mistakes even in simple grammar and spelling skills. They also do not have the
ability to speak correctly in standard Arabic in the classroom.”

What is important from the above is that mentors in their ideas are guided by their
ideal goals for student teachers and by their knowledge of student teachers as learners.
Learning to deal with pupils and classroom management.

Five Kuwaiti mentors also agreed that student teachers need to learn how to deal
with pupils at this age and learn classroom management. Some of the mentors related this
idea to the reason that pupils in middle school are at a critical age period. For example,
Nawal said that pupils are at the end of childhood stage and at the beginning of the
teenage stage, so teachers need to learn how to deal with pupils at this age.

Other mentors (Manal, Hoda and Dana) believe that student teachers should learn
classroom management in order to be able to manage instruction without any problems or
interruptions from pupils’ misbehavior or noisiness. For example, Dana commented:
“Student teachers should learn classroom management, have the ability to manage the

classroom effectively and know how to deal with the pupils. When the student teachers
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cannot manage the classroom, pupils become noisy and do not pay attention to what the
teacher is saying. In this situation, the student teacher cannot manage the instruction
effectively.”

Learning to ask good questions.

Some mentors also emphasized that student teachers should learn how to ask good
questions in their discussions with pupils. They regarded learning to ask good questions
as necessary because teaching the reformed curriculum depends on pupils’ individual
efforts and discussions in classroom. For example, Nawal believes that learning to ask
good questions will help the student teacher to interact productively with pupils and to
interpret the information she gets from them. If the teacher does not know how to ask
good questions in order to reach the point that she is explaining, she might stumble
around asking three or four questions on one point, which might confuse pupils.
Learning to accomplish the integrity of the four language arts.

Some mentors also required that student teachers learn how to accomplish the
integrity of the four language arts in their teaching. They regarded this learning as
important because, according to the reformed curriculum, pupils should exercise and
practice these four language arts in each lesson. So it is crucial that novices learn to
accomplish the integrity of the four language arts in each lesson. This idea is new to how
the novices would have experienced language arts in their own school experience.

Three other ideas come across as important for student teachers to learn. First,
there is the idea of learning how to recite or read poetry and other literary works. Two
mentors mentioned this idea. They regarded this learning as important because reciting

and reading the literary work expressively would preserve the meaning of it. Second,
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there is the idea of learning how the pupils learn to read, write, speak, and listen. Amal
believes that such learning will help student teachers accomplish the four language arts in
each lesson they teach and this is a goal called for within the reformed curriculum. Third,
some mentors had the idea that it was important for student teachers to learn the specific
way to teach the reformed curriculum. Dana reported that the student teachers might learn
about the way of teaching at the University, but she believes that theory is different from

practice. Thus, they need to learn in the field how to teach the reformed curriculum.

Ideas about mentoring and role conceptualization

All mentors describe themselves as a professional guide for student teachers —providing
instruction, guidance, and feedback about their teaching practice. By "guide," they mean
that they take initiative, instruct, and coach the student teachers. They have an active
program of what they want student teachers to learn. Mentors instruct and tell student
teachers how to do the tasks of teaching such as planning, managing instruction, and
writing tests, showing them examples of the tasks and then letting the student teachers
practice these tasks and giving them feedback on their work. Student teachers have to
show their understanding by doing these tasks.

Central to mentors’ thinking about mentoring is that the best teaching practice
should be modeled to student teachers. Thus, in their work with student teachers, all
mentors said they begin by modeling teaching either by themselves or by taking student
teachers to other experienced teachers’ classrooms.

However, mentors’ involvement in the kind of guidance they provide is

qualitatively different. For example, only a few mentors use focused observation as a
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strategy for guiding student teachers' classroom experience. Shareefa believes that there
are so many things going on simultaneously in a classroom that, if student teachers do not
have a focus to work on, they cannot grasp anything. Thus, she often asks student
teachers to notice specific aspects of teaching or gives them a question to watch for while
they observed an experienced teacher teaching. For instance, she might ask a student
teacher to notice things like the patterns, forms, and sequence of the teacher’s questions,
or she might ask them to notice how the teacher responds to pupils’ answers.

Central to mentors’ thinking is the idea of doing and learning from experience.
After telling and showing the student teachers how to do the tasks of teaching, mentors
prefer that student teachers do these tasks independently, apply what they have learned,
and show their knowledge in action. For example, mentors said that they made it clear to
student teachers from the beginning how to plan for: lesson objectives, individual efforts,
instructional strategies, questions used in discussions and student evaluations, and how
all these aspects are connected to each other and related to the objectives set for the
lesson. They also showed them examples of lesson plans. It is important that the mentors
see that student teachers show their knowledge of planning and design plans, and learn
from experience. Thus, they let the student teachers plan independently for themselves
and then the mentor looks at their planning, giving feedback and comments of positive
and negative areas in their planning. For example Eiman explained:

First I met with the student teachers to instruct them about planning and how to

form their objectives. I explained to them what we mean by objectives, how to

form them, and the importance of forming objectives that can be achieved within

the lesson. I also gave them handouts of the verbs that can be used in forming

these objectives. In this way, I described to them the objectives. However, they

could not comprehend the objectives in this theoretical or conceptual way unless
they practiced forming them and plan for their lessons. So I asked them to plan
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every day for lessons and I looked at their lesson plans and commented on them.
They need to practice and learn from my comments.

Manal’s comments also showed the centrality of the idea of doing and learning
from experience:

I sat with the student teachers and told them that in every lesson they should
achieve the four language arts: reading, writing, speaking and listening. I also
explained to them what to address in each lesson of a unit and how to form the
objectives of their lessons. I showed them examples of experienced teachers’
lesson plans and had discussion with them. Then, I requested that the student
teachers plan independently and I looked at their lesson plans pointing out the
negative and positive aspects of their plans so they could learn from their
mistakes.

Nawal also reported:

I met with the student teachers and instructed them how to form objectives, give

individual effort assignments, and discuss them in the classroom. According to

my instruction they plan for lessons. I looked at their lesson plans and the

questions that they prepared for classroom discussion. I provided the student

teachers with comments and feedback about their planning.

Hoda’s comments also emphasized the idea of learning from doing and
experience. She said:

I gave the student teachers handouts with examples of the objectives and verbs

they can use when planning their lessons. I discussed these with the student

teachers. I then asked them to plan, referring to the handouts for help. I followed

up their planning everyday. I sat with each student teacher and discussed the

positive point in her planning and provided her with what I noticed as negative

areas. By practicing planning and with the help of my guidance and comments,

she will learn how to plan.

However, some differences appeared among the mentors’ thinking about student
teachers’ learning. For example, in learning to plan, only five mentors, Dana, Manal,
Shareefa, Nawal, and Amal, planned jointly with student teachers at the beginning of the

student teaching course. This kind of joint planning helps model teachers’ ways of

thinking for student teachers. Nawal, for example, believes that through helping student
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teachers learn to plan, she helps them to learn how and when to use learning aids. “The
way of using learning aids for teaching a poem is different from using them for teaching a
text or a grammar lesson.” Manal also believes that planning jointly with student teachers
helps in finding out the difficulty they encounter in planning and in representing a writing
lesson.

Critiquing and giving feedback of student teachers’ performance is widely
reported by mentor teachers. When they were asked how student teachers learned the
tasks of teaching or how they helped the student teachers in their learning, their reports
included critiquing and giving feedback on student teachers’ performance of the teaching
tasks. For example, in helping student teachers learn to write tests, all mentors mentioned
that they let the student teachers write tests and then discussed with them—critiquing
their tests and giving them feedback. For instance Hoda reported:

I instructed the student teachers on how to write tests. I also gave them examples

of previous tests that experienced teachers have written so they can learn from my

instruction and from the examples. Then, I requested from the student teachers to
write a test and I looked at it, critiqued it, and provided them with feedback.

Badreya also commented:

I told the student teachers how to write a test and provided them with old tests to

look at. I asked them [student teachers] to write a test after they studied the old

tests and performed the exercises in the textbook. I reminded them to consider the
skills that were included in the curriculum guide and to put the exemplary
answers for the questions they asked in the test. I assessed their tests and
commented on them.

Critiquing, assessing, and giving feedback on tests that student teachers wrote was

reported by all eleven mentors. Mentors also reported critiquing and providing feedback

when talking about student teachers’ learning to manage instruction. Mentors also
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observed student teachers and provided feedback about their performance in classroom.
For instance, Dana said:

When I visit the student teachers’ classroom, I observe, for example, their way of
discussion, allocation of the questions among the pupils, the arrangement of the
board, their writing on the board, etc. Then I sit with them and critique their
performance. I tell them the negative and positive areas in their teaching
performances. My purpose is to guide the student teachers to improve their
teaching performance. Now I am training the student teachers so my goal is to
help them learn how to teach.

However, Shareefa, before she provides her critique to the student teacher,
encourages a student teacher to critique her own performance in classroom. Then,
Shareefa provides her critique and feedback about the student teacher’s work in the
classroom. As she reported:

The first visit to the student teacher's classroom is general observation. I notice
her presence, her blackboard, her self-confidence, how she deals with the
students, her language, how she ask the questions, how she connects the lesson
with the questions, and how she uses the learning aids. So, at first, I observe all
these things in general and discuss them with her after the observation —both
positive and negative points. Then, for every subsequent visit I establish a goal to
concentrate on while observing the student teacher. For example, I observe how
she asks questions to pupils and how she discusses the answers with them. Even
when concentrating on my set goal each observation time, I still do not ignore
other points. After the observation, I sit with the student teacher and discuss her
teaching. First, I encourage her to critique her performance. I always try to help
her learn how to critique herself and have self-awareness of her teaching
performance. Student teachers usually are not able to critique their teaching
because human beings always think that they reach the top in doing things.
Finally, I provide the student teacher with feedback about her teaching.

All mentors reported that they observed student teachers at least two times a week
throughout the semester of student teaching and they critiqued and provided feedback
about their teaching performances. This conveys the idea that critiquing and giving

feedback is a common role among Kuwaiti mentor teachers and one that is adopted
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throughout the student teaching period. In all the teaching tasks, student teachers perform

independently and the mentor teacher provides feedback.

Influences on mentors’ ideas
In thinking about the ideas that mentor teachers hold, one must consider why these
mentors have these particular ideas and why they talk the way they do. It seems relevant

here to explore a number of possible influences on the mentors’ ideas.

Mentors’ own experiences

A possibility for why the mentors think and work the way they do might come from their
own experiences, as students, teachers, and perhaps as mentors of previous student
teachers.

When mentors were asked about what they think the source of their ideas were
and how they come to think and mentor as they do, they attributed their ideas to many
sources. All mentors included their experiences as teachers, their participation in
workshops about teaching, visiting other teachers’ classrooms within their schools or
other schools, and their meetings with the supervisors of Arabic language arts. Four
mentors also mentioned their previous experiences of mentoring student teachers.
Another four mentors also included the student teaching guidebook as a source for their
ideas about their work with student teachers. For example, Nawal commented:

I got my ideas about the teaching methods that student teachers need to develop

and how to teach from my own experience as a teacher. In terms of how to guide

the student teachers, what to teach them, and how to help them in learning to

teach, I benefited from the student teaching guidebook and the university meeting
about mentoring student teachers.
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Nora also reported:

The university gave me the student teaching guidebook. I read it and I got to

know my role and what was expected from me as a mentor. I also relied on my

experience as a teacher, my knowledge of the subject, the workshops that I

participated in about teaching, and my previous experience of mentoring student

teachers.

Only one mentor, Shareefa, included her family experience and her history in her
account of the way she came to think and act. Shareefa said:

I have come to think the way I do because of my upbringing and my family

background. My family, especially my father, gave me responsibilities and duties

in the family and home. This helped me to learn to carry responsibility, be a

leader, and know what to do in certain situations. All these things influenced me

when the student teachers came for mentoring. I knew how to lead them in their

learning. I also relied on my experience as a teacher and my visits to other

schools.

Thus, mentors’ personal experiences and their experiences as teachers are likely

to have influences on their ideas and work as mentors.

Context
In this section, I discuss the context in relation to the ideas that mentor teachers hold. It
seems that different aspects of the context have different influences and that some aspects
are more relevant than others to mentors and mentoring practices.
Policy context: The influence of the national curriculum

The Kuwaiti schools have a national curriculum prescribed by the Ministry of
Education. Teachers have no chance to choose content topics or resources. Textbooks are
also prescribed by the Ministry of Education. For example, all pupils across the nation
who are at the second intermediate grade study the same content with the same textbooks

and, for most of the time, with the same sequence of curriculum topics. There is a

55



curriculum-based examination to check the results of pupils’ learning and teachers’
teaching of the curriculum. It is particularly important to know that the new reformed
curriculum specifies the goals to be achieved in teaching Arabic language, the content to
be taught, and the methods of teaching it. Such a curriculum and assessment context does
not give the teachers autonomy in deciding the coverage and depth of teaching content
and the pace of their specific lessons.

In my talks with the mentors, they all tended to emphasize in their teaching what
the national curriculum specified for them, which are the goals, the content of what to
teach, and the way of teaching it. However, there are many areas that are left to teachers’
judgments and decision making such as, the form and sequence of questions used for the
discussion in classroom, learning aids, and the form of assessment for pupils’
understanding of the lesson. For example, when Sarah talked about how to teach a unit,
she seemed to focus on what the national curriculum specified for teachers in terms of
content, the structure of teaching it, the goals to be achieved, and skills to be learned by
pupils. She said:

I focus on the reformed curriculum, which is based on the integrity of the four

language arts. Every unit is divided into four or five lessons. For example, when I

teach “Emir’s speech” which is in the second intermediate grade textbook, I teach

the unit in five lessons. In the first lesson, I address the general ideas of the unit.

In the second lesson, I address the detailed ideas, discuss the meaning of the

difficult vocabularies, the way of searching for the meaning in the dictionary,

finding antonyms, and the plural and the singular form of some words. In every
lesson, reading the text should be included. In the third lesson, I discuss the
grammar and aesthetic expressions. In the fourth, I discuss spelling skills and train
pupils in reading the text. In the fifth lesson, I discuss pupils’ research and writing

composition. In every lesson I discuss the individual effort assignments that I

have given the pupils the previous day. How to discuss the individual effort, the

questions used, and its sequence, is different for each lesson. In every lesson I

have goals to achieve. For example, in the first lesson the goal is to help pupils

learn and be able to form general ideas about the text. So, the lesson should not
pass without training the pupils on how to form general ideas. For every lesson, I
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choose the learning aid that I see suitable for what the lesson is addressing and the
assessment form and questions to assess pupils understanding.

Another example is when Fatmah talked about the teaching of Arabic language.
She reported:

We, the teachers of Arabic language, teach the unit in four or five lessons. The
content of the units is from the textbooks. In every lesson, we aim to discuss an
area in regard to the unit... In every lesson, we are required to discuss the
individual effort assignments. The teacher here should give the pupils the chance
to write the right answers on the left side of their notebook. The teacher should
teach the pupils how to organize their notebooks. What they write at home for
individual effort assignments should be written on the right side of the notebook
leaving the left side to write what is discussed in class and what is written on the
board, since this is considered to be the exemplary answer for the individual effort
assignment...in our teaching, we should consider the goals of teaching Arabic
language as mentioned in the national curriculum. For example, in teaching a
poem, we should teach the pupils how to read the poem expressively and
dramatize its meaning. We also should train pupils how to use the dictionary in
searching for the meaning of difficult vocabulary in order to be able to understand
the meaning of the poem. However, how to approach and discuss the individual
efforts, the learning aids used in each lesson, the skills chosen to be addressed in
each lesson, and the form and activities used to assess pupils’ understanding, are
the teachers’ choice.

From the description above, it can be seen that mentors emphasize the specified
goals of the national curriculum; they use the specified content and a specified way of
teaching it, which is based on the five-lesson cycle, the discussion of individual effort
assignments, and the integrity of the four language arts. However, there are some areas
where teachers need to use their own judgment and decision making such as the form of
questions used for discussion in classroom, the kind of learning aids used, the specific
skills to address in each lesson, and the assessment forms used to assess pupils
understanding at the end of each lesson.

References to the national curriculum are pervasive in the mentors’ talk. They

speak as though they feel a strong duty to carry it out. For example, they all talked about
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the idea of the integrity of the four language arts and the importance of achieving this
integrity in each lesson. As Amal reported: “According to the Arabic language national
curriculum, we, as teachers should achieve the integrity of the four language arts. This is
something that I concentrate on as I guide student teachers because this idea is the pillar
of teaching Arabic language.”

When the mentors talked about the kinds of genres that student teachers need to
understand in order to be able to teach Arabic language effectively, all mentors agreed
that student teachers should understand the genres that are required by the national
curriculum. Seven mentors found it is sufficient for student teachers to understand the
genres that are specified in the national curriculum. Fatmah’s comment is illustrative of
this idea:

They [the student teachers] need to understand genres that are in the national

curriculum. It is not necessary that they read and learn outside genres. However,

they must understand those that are required by the national curriculum and
master them by understanding their meanings and their aesthetic expressions.

Three of the mentors preferred that student teachers try to broaden their
knowledge and learn more than what is required by the national curriculum. However,
only one mentor (Manal) felt that it was necessary for student teachers to know more
genres than what is in the textbook. Manal reported:

It is important that they [student teachers] understand genres prescribed by the

national curriculum. But, it is necessary that they use the library and read more

genres than in the textbooks. I always repeat to student teachers that their

knowledge should not be similar to pupils’ knowledge and they should not be a

copy of the textbook, but seek to broaden their knowledge.

The mentors also made references to the national curriculum when they talked

about the teaching methods that student teachers needed to learn. They referred to the
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teaching method which is based on the individual efforts of the pupils. Dana’s comment
is illustrative:

This way of teaching the Arabic language that we follow now is what is required

by the national curriculum, which is based on the individual efforts of the pupils.

We give the pupils individual effort assignments before the class and the pupils

come to class prepared to participate in the discussion of these assignments.

The content, goals, and skills pupils need to develop, as specified in the
curriculum, are always referred to when mentors talked about how they helped student
teachers learn to do the teaching tasks. For example, Nawal talked about how she helped
student teachers learn to plan:

I sat with the student teachers and explained to them how to form objectives for

their lessons and methods of teaching the lessons which include the individual’s

efforts. We also discussed the content of the lessons for which they plan. If I felt

that the student teachers were not mastering the content, I taught it to them. I

explained to them, for example, how to interpret the general ideas of the literary

work and how to form these ideas in complete phrases so they can clarified them
for their pupils. That was because the goal was to train pupils in interpreting
general ideas of the literary work.

The national curriculum system obliges the teachers to expose pupils to a similar
coverage and depth of teaching content, although the outcome of pupils’ learning could
vary. Under these circumstances, teachers are required to meet the standards and follow
the curriculum as prescribed by the Ministry of Education. Therefore, the mentor teachers
emphasized that student teachers learn the objectives of teaching Arabic language in
general and learn also how to form objectives specific to the lessons they teach. Also, it is
important to develop an understanding of the subject as represented in the national
curriculum and textbooks. The business of forming objectives is important for mentors as

experienced teachers, as well as for the student teachers. It is a part of their teaching work

and student teachers should learn to do it.
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Because of the existence of the national curriculum, mentor teachers neither
expressed a concern for student teachers’ learning to develop their own styles or
philosophies of teaching, nor did they think of the idea of learning how to develop their
own curriculum materials. Thus, they conceptualized their role as guide—helping student
teachers understand the curriculum, telling and showing the student teachers how to
achieve curriculum requirements, and how to do various teaching tasks as they act or
perform as a critic to their work. When the mentors and student teachers worked on
planning, forming objectives, the cycle of teaching lessons of any unit, and test writing
they always talked about these things with regard to a current lesson or unit content. So,
the curriculum is always part of the discussion.

From listening to mentors’ comments about the prescribed curriculum, I was
given the impression that everything is fairly well prescribed and the teachers given very
little latitude in teaching. But when I went closer to the practice in observations, I found
considerably more latitude. While the national curriculum does specify the content and
the way of teaching it (the five lesson sequence), it still leaves teachers to make decisions
about the way of teaching grammar, the kind of individual efforts to be given to pupils,
the interpretative options of literature, the learning aids that are appropriate for each
lesson and the type and pace of questions used for class discussions.

Similarly, mentors' talk about mentoring also suggests that there is only one way
to mentor and that all mentors will proceed the same way. But, when I went closer to
examine the practices I found that there is much latitude for variation. For example, some
mentors like to instruct the student teachers more while others like to send them to do

research about different topics. Moreover, some mentors prefer to co-plan with student
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teachers at the beginning of the practicum and others do more of telling and showing how
to plan. So there are some variations and latitude in mentors’ practices.

Religious context: Teaching the Koran

Mentors emphasized that the holy Koran is handled and taught differently from
any other piece of literature. Therefore, mentors find it is important to instruct student
teachers on how to plan for and teach the holly Koran. For example, Manal said:

This literature should be handled differently in planning and teaching. In teaching

a text such as “Exercise and Health,” the teachers can say and ask what

information is included in the text. However, in teaching a verse of the Koran, the

teacher cannot say what information the verse of the Koran includes, instead it
should be said what values and meanings the verse guide us in. I instructed the
student teachers to notice the differences in handling and teaching different kind
of literary works.

So, the religious context influences the way that mentors think about the teaching
of different kind of literature as well as the topics that needed special instructions to be
given to student teachers. They considered the importance of helping student teachers
learn how to teach a verse of the holy Koran.

The organizational context

The influence of mentors’ status: The mentor teachers are, in fact, head teachers in the

department of Arabic language. They are appointed by the Ministry of Education,
considered to be competent, and have reputations as experienced teachers. They lead and
supervise all teachers in the department, even experienced teachers, and serve as the
experts of the department in terms of all professional matters and concerns undertaken by
them. This situation leads mentors to present themselves as knowers and to conceptualize
their role as one who tells and shows how to do various teaching tasks and then provides

feedback to student teachers. They talked as if they knew everything, are the source of
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knowledge, and their role is to transmit what they know to student teachers. Words of
telling, instructing, teaching, showing, correcting, and feedback are pervasive in mentors’
talk. I did not hear them talk about inquiring with student teachers. When they were
asked how they helped student teachers learn to teach, all the eleven mentors reported
telling, showing, and giving feedback. Six of them used the term” direct instruction” in
addition to the showing and discussion of negative and positive areas in student teachers’
work. As Fatmah reported:

I helped them [student teachers] by direct instruction, especially before entering

the classrooms, showing them examples of teachers’ works, encouraging them to

observe other teachers, and discussing the positive and negative areas after I

observed their teaching works.

From talking with mentors, it seems that their role conceptions lack the ability to
participate jointly in doing tasks of teaching or the role of collaborative inquiry in which
they both--the mentor and the student teacher--think critically and engage in pursuing
issues regarding teaching.

When mentors were asked about what (if any) they learned from mentoring
student teachers, six mentors said that they did not learn from the student teachers,
however, the student teachers learned and benefited from their experience and
knowledge. Nawal’s statement is representative and reflects the stance of knower and the
one-way knowledge transmission. She said: “The learning and benefits actually are for
the student teachers themselves. They learned from my knowledge and experience, and
from other teachers in the department.”

The other five mentors claimed that they learned from mentoring student teachers.

However, their learning was limited to learning how to deal with student teachers as

learners and to improving their experience in training student teachers.
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The influence of mentoring more than one student teacher: Mentoring two or three

student teachers makes the mentor think that the student teachers should not be in the
classroom for the whole day. They should also have opportunities for seeing a range of
good practices. This made the mentors think that it is important for student teachers to
have experiences of observing various experienced teachers modeling teaching practices
for them. Thus, student teachers will have the advantage of observing various teaching
styles, activities, questions asked, and learning aids used. This situation would prevent
student teachers from mimicking the mentor teacher’s teaching. It is important to have
the opportunity to compare teachers they observed and find the good forms of teaching
activities for themselves

However, having more than one student teacher confines mentors’ time in terms
of attending to student teachers’ needs or participating jointly in doing teaching tasks.
Only two mentors felt that they adapted their schedule and time to make more room for
student teachers guidance. Nine mentors mentioned time as constraint. For example Nora
said:

Time is constrained with the three student teachers that I have. I observe each one

for at least two times a week, making a total of six observation sessions. In

addition, I have seven teachers in my department that need to have follow-up in

their work. So the increased number of student teachers is a burden on mentors.

Mentors find no time to sit and, for example, to write tests or plan jointly with
each student teacher. Only five mentors reported that they sat down and planned jointly
with each student teacher at the beginning of the student teaching course. Such ideas are
absent from their conceptualization as to their role as mentors. They felt their role was
only as a guide by telling, showing, and critiquing the student teacher performance of

various teaching tasks.
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Tradition and cultural context

The values, meanings, and assumptions that guide mentors’ thoughts and actions may
come from tradition as an established way of thinking and doing things, and from a
culture of norms of accepted thoughts and behaviors. The tradition and cultural norms
help shape mentors’ ideas toward what the student teachers need to learn, how it is best
learned, and the role mentors should play in helping student teachers learn to teach.
Sarah’s comment, when she talked about whether she thinks critiquing student teachers’
performance is the best way to help student teachers learn to teach, is representative of
the idea of the influence of tradition on mentors thoughts and practices. She stated:
“This is the way we [mentors] get accustomed to and that is the way it is always done.
We observe student teachers and critique their performances. If there are negative areas
that need to be improved, we guide them in their learning and development.”

Tradition and cultural ways of doing things may influence mentors’ thoughts and

ideas about mentoring and learning to teach.

Summary and conclusion
What ideas do Kuwaiti Arabic language mentors hold about teaching? What do mentors
think student teachers need to learn? How do they think that learning occurs? How do the
mentors conceptualize their role in helping student teachers learn to teach? Why do
mentors hold these particular ideas? These questions have all been considered in this
chapter, along with a number of findings.
First, all mentors believe in the idea of the integrity of the four language arts,

which is recommended by the national reformed curriculum, as well as believe in the



importance of connecting the literary works they are teaching to pupils. All mentors also
report that they practice teaching according to the methods suggested by the reformed
curriculum, which is based on the discussion of individual efforts assignments and the
five cycle of lessons in teaching each unit.

Second, there is a range of ideas that mentors hold about what student teachers
need to learn. The ideas include the following: learning the general Arabic language
teaching objectives and learning to develop behavioral objectives in their lesson plans;
developing an understanding of the subject as represented in the national curriculum
guides and textbooks; learning classroom management; learning to ask good questions
during classroom discussions; and learning to accomplish the integrity of the four
language arts in teaching.

Third, mentors think that learning occurs when teaching practices are modeled for
student teachers. They also report that student teachers learn by experience as well as
having feedback about their performance.

Fourth, all mentors conceptualize their role as professional guides for student
teachers, by which they mean providing instruction, guidance and feedback about student
teachers’ practices. However, there are some qualitative differences in their involvement
as well as the kind of guidance they provide for student teachers.

There are many possible influences and reasons as to why the mentors hold these
ideas and act as they do. Some of these influences include mentors’ own experiences and
the context in which mentoring takes place.

It seems that mentors' ideas are most strongly influenced by the context in which

they are working. The influence of the national curriculum as a policy context is highly
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prevalent in mentors’ ideas. References to the national curriculum and the feeling of duty
to carry it out are pervasive in mentors talk. All mentors emphasize the specified goals of
the national curriculum, the prescribed content, the specified ways of teaching it, and the
integrity of the four language arts. The religious context influences mentors’ ideas about
some content issues. Menors mentioned the differ ences in teaching a piece of literature
and a verse from the holy Koran. For example, in teaching a verse of the Koran, the
teacher should ask about the values and meanings of what the verse is guide to, instead of
asking about the included information in the verse of the Koran. Thus, mentors feel that
student teachers should learn how to plan for and teach the holy Koran.

The school organizational context where mentors are working also shapes what
they are saying. Since the mentors are head teachers and considered to be competent and
experienced teachers they present themselves as knowers. They talk as if they are the
source of knowledge and their role is to transmit what they know to student teachers.
Mentors in Kuwait work with more than one student teacher who do not necessarily teach
in the mentors’ classroom. They work with them while they are teaching in others’
classrooms. This situation shapes the kinds of interactions between mentors and student
teachers. It also confines mentors’ times to interact with and give feedback to student
teachers.

The traditions and the cultural ways of doing things also influence mentors’ ideas.
Mentors mentioned that they do what they do with student teachers because this has
always been the way of doing it and they get accustomed to these practices with student

teachers.
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Transition: Moving closer to the practice

Such findings imply that there is a particular configuration of ideas that mentors
hold about mentoring and learning to teach. This finding leads one to ask the question of
how mentors act upon these ideas and to closely examine mentors’ practices, their
enacted roles, and opportunities they create for student teachers’ learning. In order to
explore these issues, I chose three mentors to examine more closely. I examined their
mentoring practices and their interactions with student teachers, as well as explored the
opportunities they provided for student teachers’ learning. I chose to study Amal, Sarah,
and Dana for several reasons.

First, the three mentors hold some different ideas about the most important things
student teachers need to learn and develop during the student teaching course. Sarah
thinks the most important things for student teachers are to develop subject matter
knowledge and learn the principles of reformed curriculum and its ways of teaching.
Amal thinks that student teachers should learn to achieve the integrity of the four
language arts, learn how the pupils read, write, listen, and speak, and learn to ask good
questions in the right sequence. Dana thinks that it is important for student teachers to
learn the Arabic language objectives, the methods of teaching the reformed curriculum
and classroom management.

Second, the mentors that I chose to study have different ranges of experience in
mentoring. During the semester of this study, it was the second time for Sarah to mentor
student teachers. For Amal, it was the first time, but for Dana, it was the fourth time for
her to mentor student teachers. So the three mentors varied in their experience of being a

mentor.
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Third, mentors varied in the number of the student teachers they were mentoring.
Sarah had three student teachers to mentor. Amal and Dana each had two student teachers
to mentor. '

In the next three chapters, I will examine each mentor’s actual role, practices, and

the opportunities they created for student teachers’ learning.

! Shareefa was initially chosen because she had only one student teacher. However, her student
teacher got sick and needed to be hospitalized for about a month. So Dana was chosen instead.
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CHAPTER 4

AMAL: TRUE TO HER SCHOOL

Amal is a teacher in Towers intermediate school. She has fourteen years of teaching
experience in the Arabic language. She is not the head teacher in the department of
Arabic language, but she took on the responsibility of mentoring the student teachers
after the head teacher left unexpectedly because of a family emergency just before the
student teaching course. Thus, this was the first opportunity for her to mentor student

teachers. She has two student teachers to mentor.

Critical experiences and events before entering teaching

Amal remembered that she was one of the pupils who was quiet, was a good listener,
committed to going to school every day, and excelled in her studies. She reportéd that
even if she was sick she tried to go to school. She did not like to be absent from school
for any reason. Even now as a teacher, she reported, she hates to miss a school day. She
did not miss any school days this year as well as in previous years, except for a few days
one time when an urgent matter prevented her from going to school. She explained that
the reason she was so committed to school was because of her family who valued
education highly and taught her to love school.

Besides her family’s encouragement for education, Amal had experienced some

positive effects from being one of the excellent pupils, ever since her time in third grade:

The thing that encouraged me to be an excellent pupil was the presents, which

were rewards for pupils’ achievements. When I was in elementary school, I saw
that the school administrations reward the excellent pupils and gave them presents

at the school assembly. After that event I asked myself why don’t I be one of
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them? I liked to be honored, my name to be mentioned in front of the whole

school, and to be distinguished pupil. Thus, this event motivated me to work hard

and be one of the excellent pupils.

Amal recalled that she would do her homework as soon as she arrived home from
school, even before she took off her school uniform. She also studied and reviewed her
lessons every day.

Amal became a student in a liberal arts college, majoring in Arabic language.
While in college, she was a member of the Arabic language association. She recalled that
she and the other members were very active in arranging for events and activities for the
students in their college. They also arranged to take students on field trips and organized
workshops and entertainment events. She became well known in her college.

Amal remembered that she took advantage of every opportunity to go to the
library and read. “You could see me every day in the library. I probably knew most of the
books in my field. Because of my researching and reading, I knew the places of the books
and where they were placed in the library shelves. I was very active, like a bee. I really
felt I came to college to learn and I wanted to be ranked as excellent student.”

Amal entered the liberal arts college without thinking what she would do after
graduation. Then she realized that she always like teaching when she was young and had
often taught her younger brother at home, helping him in his lessons. After graduation,
however, she thought the ministry of education would not accept her as a teacher because
she hadn’t taken any education courses at college. However, she went ahead and applied
for a teaching job and was accepted. She believed that her college studies in Arabic

language had prepared her in terms of subject matter.
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Constructing the practice: Amal as a teacher

At the very beginning of her first year of teaching, Amal reported that she had been
uncertain how to teach and how to represent herself as a teacher. Therefore, she kept
asking other teachers about teaching methods and how she should present herself in front
of the pupils. She recalled that all the teachers in the school had helped her in some way.
In addition, the head teacher had taken her to other classrooms to observe for two weeks
before she began teaching in her own classroom.

I wasn’t teaching. I was only observing teachers how to teach and writing what I

see as positive and negative points about their teaching. I was really writing—I

liked this but didn’t like that.” I had my own point of views and opinions because

I liked teaching but I was unclear about how to exactly do it. But when I observed

teachers for two weeks and saw their planning and preparations for their lessons, I

learned a lot and step-by-step I developed my performance. What was

encouraging though was that I had a deep understanding of the subject.

Amal stated that she was not always happy with what she saw. However, she
always read and researched new ideas in books. She recalled that she read many
education books. Her sister was an education graduate and helped her to find books about
planning, test writing, teachers’ instruction, and classroom management. She mentioned
that she still likes to read for information. When she has any questions, she goes to the
library to research and read whenever she has questions about teaching methods, etc. She
believes that teachers should always read and keep their information current because
“reading is important for the benefit of the teacher and the pupils. By reading, a teacher
can get information and essential knowledge that can be used in her teaching to make her
lesson conceivable and engaging to pupils.”

Besides staying current on teaching ideas, Amal reported that she likes to be

mentioned by other teachers and pupils in the school as being a good teacher. Thus, she
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works hard to do projects and programs for the school broadcast or any activity to
distinguish herself as an involved teacher.

Amal’s descriptions of her teaching methods tend to match what the reformed
curriculum calls for, which is based on the integrity of the four language arts and teaching
a unit in four or five lessons. Each lesson addresses the unit from a different angle.
Amal, however, said that she prefers the old curriculum content to the new curriculum.
She feels that the new curriculum makes the content of the subject harder for pupils. It
contains much more complicated information that the pupils must apprehend in a short
period of time. “The Ministry of Education should pay attention to the pupils’
understanding and comprehension abilities at this age.”

Amal is thinking of obtaining a masters degree in grammar. She reported that
what encourages her to do that is working with her son who studied grammar to
participate in a grammar and public speaking competition that was arranged by the
Ministry of Education. She remarked:

My son is in first secondary grade and he researched and studied most of the

grammar books. I felt he became better than me in grammar. He would explain

and discuss with me many grammar skills that I, as a college graduate, would
have missed. I felt this is embarrassing. Thus, I am encouraged to continue my
studies and to pursue a master’s degree in grammar.

Amal turned down the opportunity to be appointed as a head teacher. She received
the training she needs to be a head teacher and also passed the head teacher’s test.
However, she felt that being a head teacher is a big responsibility and would take her
away partially from teaching responsibilities in order to supervise teachers as well.

Moreover, being a head teacher means that she would be appointed to a different school.

She disliked the thought of leaving her school and colleagues where she has been
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working for fourteen years. What is more important to her is, “to be a good teacher
helping pupils to maintain understanding and to develop my teaching performance to the

highest quality.”

Taking on a new role
After the Arabic language head teacher had to leave for the whole semester, Amal was
asked by the supervisor of the center of student teaching at Kuwait University to take on
the role of mentoring student teachers. “I was surprised because I was not a head
teacher,” she said. At the beginning, she felt unsure how to mentor student teachers. But,
she reported that, with time she started to collect her thoughts and with the help of the
center’s supervisor began to understand her role guide the student teachers. She
commented that she had adapted easily to the new role and liked the role of guiding
student teachers.

In fact, Amal reported, she had not received any formal preparation for the role of
mentor, except to attend a meeting with University personnel who told them what to
expect as mentors, as well as reading the guidebook of the student teaching program. To
enact her new role, she had drawn on what she had learned from the university meeting,
the guidebook, her meetings and discussions with the supervisor of the student teaching
center, as well as ideas she had formed from the work of her head teacher with previous
student teachers in their department. She reported, “the supervisor of the center of student
teaching helped me in undertaking the new role. From our meetings and discussions, I
learned a lot. I also recalled what our head teacher was doing with previous student

teachers we had in our department. From being in the same shared department office, I
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noticed what she was doing with them and I formed ideas about the aspects that a mentor

should know.”

Amal’s ideas about learning to teach and about student teachers
Amal reported that she felt there were four tasks that were the most important for student
teachers to attain in their learning to teach semester: 1) learning to achieve the integrity of
the four language arts: reading, writing, speaking and listening; 2) learning to plan
lessons incorporating the three kinds of “behavioral objectives”: cognitive, affective, and
procedural objectives; 3) developing a habit of searching for information and knowledge
regarding the lessons they teach; and 4) learning to ask good questions in an adequate
sequence. In the next section, I will be elaborating on each of these learning to teach

tasks.

Achieving the integrity of the four language arts
According to Amal, achieving the integrity among the four language arts in one’s lessons
is the first task that student teachers must develop and accomplish in learning to teach.
For Arabic language teaching, student teachers must learn from the beginning to
achieve the four language arts of reading, writing, speaking, and listening in their
teaching lessons. This entails knowing how pupils learn to read, write, speak, and
listen.
My sense is that for Amal, it is important to teach student teachers to accomplish
the ideas which are called for in the national curriculum. Since the language arts integrity
is advocated by the national curriculum, she felt it is crucial that they learn this task early

on in their course of student teaching. Indeed, operating in such a system that has a

centralized national curriculum, mentor teachers would be expected to achieve standards
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and curriculum requirements. I also sense that it is important for Amal to help student
teachers make the shift from thinking only about themselves to thinking also about pupils
and their learning. As they learn to teach, student teachers should learn to think about
both their learning and about their pupils’ learning. Thus, it important for Amal that

student teachers understand how pupils learn to read, write, speak, and listen.

Learning to plan lessons incorporating the three kinds of ‘“behavioral objectives”
Student teachers should learn how to plan for their lessons. In their planning, they
should incorporate the three behavioral objectives: cognitive, affective, and
procedural. These objectives should be achieved in every lesson and should be
incorporated in their teaching strategies and evaluation of pupils’ learning. I like
to teach student teachers how to plan from the beginning so they understand that
they can’t teach unless they have complete lesson plans.

Amal stated that she feels that teaching the student teachers how to plan their
lessons is her foremost task. She explained that student teachers should read the content
first, then think and visualize how they would plan for this lesson. “I teach them the
appropriate verbs that can be used in forming lesson objectives, also to think about the
learning aids adequate for their lessons, since the learning aids are different for each
lesson. I also teach them to use an adequate introduction for their lesson, to choose
carefully their lesson activities, then to use evaluation in order to see what pupils have
learned and whether the objectives have been accomplished in the lesson. This planning
is important so student teachers can follow it step by step when they manage instruction.”
Developing a habit of searching for information and knowledge

Teachers should always search for information; even experienced teachers need to

use the library. For example, if there is a new literary work the teacher will teach,

the teacher should look in the library for information about this work, about the

author. Or if it is from the Koran, the teacher should look at the interpretation of
it. So student teachers need to learn to seek information about what they teach.
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Amal believes that it is important for student teachers to stay current on
information about their subject and encourages them to use available resources to achieve
this. She believes that teachers, in general, should search for broader knowledge than the
textbook and student teachers should also learn to do so. The best way to do this, she
believes, is to go to the library and research the topic they will teach to pupils. “If the
teacher lacks the adequate knowledge about the topic she teaches, this would prevent her
from presenting the lesson adequately. It is also that pupils may ask questions that need
broader knowledge than in the textbook; the situation will make the teacher embarrassed
if she cannot answer these kinds of questions.”

It is not surprising that Amal supports the idea of seeking information as an
important element in learning to teach. Her own belief about the importance of reading
and using the library influenced her thinking about this idea. Just as she was encouraged
by her family to enjoy schooling and education and also by her own interest in reading
and obtaining knowledge in her college days, so she strives to be academically
encouraging to her student teachers. The context of Kuwaiti schools, where Amal
teaches, also has an influence on her thinking about this idea. The existence of the
national curriculum and prescribed content makes the teachers vulnerable to encountering
some content topics that they may not have sufficient knowledge about. This situation
requires teachers to search and seek adequate knowledge about the topics that they are
teaching to pupils. And no doubt student teachers also need to develop a habit of

searching and seeking information and knowledge.
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Learning to ask good questions in an adequate sequence

Amal believes that the task of learning to ask good questions in an adequate sequence is

related to the previous task mentioned above. She places this issue in relation to

developing a good habit of seeking out new knowledge about the content student teachers

are teaching. She believes that when student teachers obtain more knowledge about the

topic they teach, they develop a deep understanding of the content and therefore know

how to successfully lead a discussion in the classroom and ask good questions in the right

sequence.
It is important for the student teachers to read and seek knowledge about the
content they teach in order to be able to discuss it successfully with the pupils.
From reading the content, other resources and references, student teachers can
develop an understanding of the topic and all its aspects. Here, they can easily
know how to ask good questions and in the right sequence, from simple to harder
questions, as well as to add some information other than what is in the textbook.
As described by Amal, the right sequence of asking questions means organizing

the questions from simple to more complex kinds of questions. It also requires a deep

understanding of the subject matter which student teachers should develop, by reading

and researching for knowledge, according to Amal.

Amal’s ideas about mentoring and role conceptualization
As stated previously, Amal was new to the role of mentoring at the beginning of the
student semester and had to learn many different methods and ideas in a short period of
time. This gave her the opportunity, therefore, to develop her own approach to mentoring
student teachers. This approach incorporates telling, showing, analyzing teaching
practices and critiquing teaching. She played the role of model, helper, guide, coach and

critic.
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My goal is to teach each student teacher how to be a teacher. I mean, first to teach
her to develop a teacher personality—to be self confident and prudent and to
know how to represent herself in front of the pupils and how to deal with them.

Then to teach her about the objectives, lesson plans and teaching strategies. Also I

help her to learn how to write tests, as well as teaching her any expertise and

experiences I have.... I will not let the student teachers walk away from this
school unless they become real teachers.

Amal conceptualized her role as a guide for student teachers in a professional
sense. She would guide student teachers experiences through the course of student
teaching and in every aspect of the tasks of teaching.

Amal spent the first two weeks of the semester in planning, instructing the student
teachers how to form behavioral objectives, how to introduce and represent their lessons,
how to use teaching strategies, and how to model teaching using herself and other
teachers as the models.

Amal believes that it is critical for student teachers to have an understanding of
the importance of planning. She said that they should not enter the classroom unless they
have prepared themselves well and have a full understanding of the content with good
lesson plans.

Essential to Amal’s thinking about mentoring is the idea of guiding student
teachers in every aspect of teaching. She reported, “I guide them in the observation
weeks, arranged for them to critique each others’ teaching, guided them in planning, and
helped them to manage instruction and write tests. When they got the responsibility to

teach a classroom. I was with them as much as I can to guide and help them learn the

tasks of teaching.”
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Amal’s ways of acting in support of student teachers’ learning

Overview of the work: A broad temporal and topical look at her work with student
teachers

Amal reported that the main reason she spent the first two weeks of the student
teaching course helping student teachers learn how to plan and manage instruction was
because they would soon be responsible for teaching a class by the fourth week. The
other tasks of teaching (i.e., writing tests and grading pupils’ work) would come later in
the course of student teaching.

During this planning phase, Amal arranged for her student teachers to observe
experienced teachers’ teaching. For the third week of the student teaching course, student
teachers had the opportunity to teach themselves and to be observed by the teachers in the
department and by other student teachers. The goal of this lesson teaching was in order to
be critiqued by colleagues of teachers and student teachers. Every student teacher had the
chance to critique and to be critiqued by colleagues with the guidance of the mentor
teacher.

By the fourth week, student teachers began to teach in classrooms themselves, and
Amal’s role was to provide guidance, help, and feedback on their teaching practices.
Throughout the student teaching course, student teachers’ participation in teaching
evolved from peripheral to full responsibility for planning and managing instruction.

I devoted the rest of this case to examining how Amal worked with student
teachers during the student teaching course. I analyzed several aspects of the work in
detail. Throughout the analysis I provided evidence of, or speculated on student teachers’

learning.
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Helping student teachers learn to plan for instruction
Amal reported that her work with the student teachers evolved from telling and modeling
to assisting and providing feedback. She first told them how to form the behavioral
objectives and then how to use them. She gave them handouts of how to plan for a lesson
and also modeled for them how to plan a lesson. She also showed them plans used by
experienced teachers, and then planned collaboratively with them. Finally, the student
teachers devised their own lesson plans with Amal’s assistance when they had questions
and with her providing feedback when needed.
I attended training sessions about planning and how to form the behavioral
objectives, so I gave the student teachers handouts that I got from the training and
told them how to plan and how to address each lesson in a unit. In addition to
observing experienced teachers, they also looked at their planning and critiqued it.
I encouraged them to state their opinions and whether they want to add any points
to their planning... I planned with them collaboratively. In the beginning, there
was always collaboration, so they know how we plan; but then they plan and I
follow up by checking their lesson plans. At the beginning of their planning they
were also seeking assistance from the original teachers of the classes they teach.
They looked at their planning notebooks, got ideas, questions for discussions, and
learning aids from them. They did this for a while. Then, I told them: “now you
know how to plan, how to interpret the ideas of a unit and how to form questions
for discussion. Now, you can plan individually, and when you need assistance just
ask me”. I followed their planning and gave them feedback about it.
Many things stand out from the way that Amal helps student teachers learn to
plan. First, at the beginning of the semester, she planned jointly with student teachers—
modeling for them how teachers think when they plan for lessons. Through planning
collaboratively with them, Amal helped the student teachers learn to interpret the main

theme of the unit and its detailed ideas; to ask good questions in the right sequence; and

to discuss content-related issues.
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Second, Amal gave the student teachers the opportunity to look at other teachers’
planning notebooks and to critique them in addition to observing their teaching. In this
manner, student teachers could relate teachers’ lesson plans to their own teaching, as well
as see the connection between the written plan and the actual teaching of it. This situation
can help student teachers to visualize how the experienced teachers reached the
objectives they stated in their lesson plans.

Third, at the beginning of their independent planning, Amal made other teachers’
planning notebooks available to student teachers to look at and seek assistance from.
However, when she felt that they could tackle the task independently, she requested them
to be totally independent in their planning, except to ask her when they had questions or
concerns. As Amal put it, “I told them, you can plan independently but when you need

_any assistance or have any concerns just ask me and I will assist you. I will give you, for
example, ideas of how to present the lesson, your learning aids, and ways to evaluate
pupils’ learning.” Recognizing the importance of planning, Amal continued checking

student teachers’ plans and providing feedback when needed.

Helping student teachers manage instruction

As it is important to learn to plan for instruction, managing instruction is also a crucial
task student teachers should master. Since student teachers are responsible for teaching a
class independently by the fourth week of the semester, it is important to learn how to
manage instruction and reach lesson objectives. As she reported, Amal used many

different ways to help student teachers how to learn to manage instruction. She used
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modeling, taking student teachers to observe other teachers’ teaching, and observing
student teachers in a classroom and providing them with feedback.

Amal felt that by observing many teachers student teachers would be able to see
various ranges of good teaching so that they could compare and choose what they wanted
to do, instead of imitating only one teacher’s style of teaching.

For the third week of the semester, Amal said that she created the opportunity for
student teachers to observe and critique each other’s teaching, as well as other teachers’
instruction. Amal noticed that student teachers at the beginning of their observations
found it difficult to critique others’ teaching practices. They pointed out the positive
points of the teaching they observed, yet found it difficult to point out the negative ones.
However, bit by bit and with guidance, they learned how to pick out some of the difficult
points related to teaching. As Amal put it:

At the beginning it was difficult for them to say any negative point about a lesson

they observed. But with my guidance and probing, they started to do so. For

example, one time after observing me teaching, one of them gave me some
suggestions to do in my lesson, and also told me I was using so many learning
aids that I may have confused the pupils. I responded to her that she was right.

Using so many learning aids without knowing how and when to use them will

cause confusion and will not benefit the pupils. But when the teacher uses these

learning aids adequately, knowing when to use each one, this will be helpful for
the pupils. Here, I clarified to the student teacher whether her critique was right or
wrong. She at least tried to say something.

Later in the semester, although student teachers were responsible for teaching a
classroom independently, Amal would take student teachers occasionally to observe
experienced teachers. This situation still allowed Amal and her student teachers to

analyze instruction and learn from other teachers’ practices. Below, I look at a modeling

session that was demonstrated by one of the experienced teachers to provide a richer
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portrait of what was happening and to illustrate how observing experienced teachers was

an experience for learning to manage instruction.

Looking at an episode of helping student teachers learn to manage instruction.

This episode took place on April 30, 2001. Student teachers had been teaching
classes independently for over a month by then. Amal arranged this opportunity for
student teachers. The lesson was about grammar—the conditional sentence and its
elements. Amal and the student teachers took places at the back of the classroom
observing the teacher with her lesson. The teacher began by writing some conditional
sentences on the board and started to discuss them with the pupils; asking them questions
to think about and to identify the conditional instrument and the two conditional verbs in
each sentence, in addition to differentiating between the conditional instrument and its
meanings and usage in each sentence. She asked sequential questions, looking for
answers from the pupils. One of the pupils answered the teacher’s question incorrectly.
She could not identify the correct answer. The teacher discussed the question with the
pupil step by step until the pupil realized her error and corrected it. The teacher never left
her to call on another pupil who already knew the correct answer.

After the discussions and explanations, the teacher asked the pupils what they had
learned from the day’s lesson. The pupils answered the teacher, and the teacher wrote on
the board an assessment of the pupils’ learning. She did this by writing some sentences
and asking the pupils to identify the elements of a conditional sentence, the conditional
instrument, and the two conditional verbs in the sentence.

I did not see Amal trying to direct the student teachers’ attention to notice things

during the observation. However, watching an experienced teacher was an opportunity
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for student teachers’ learning; after a few months of teaching independently they could
easily relate to what they were seeing. From observing the experienced teacher’s way of
discussing and asking questions, they had the chance to learn how to ask good questions
in the right sequence. Watching this lesson also gave the student teachers an opportunity
for learning how to deal with pupils’ misunderstanding and to help them learn and correct
their mistakes, instead of just giving them the right answer. As one of the student teachers
(Samya) explained:

I learned the way of discussing a grammar lesson. I learned that the teacher

should vary in her questions and ask them in the right sequence. I noticed that the

teacher proceeded gradually with the pupil who made a mistake to help her to
answer the question correctly. She did not give her the answer but gave her the
chance to gradually recognize her mistake. This would encourage the pupil to
think and to teach her how to think critically instead of giving her the answer
directly.

As she observed the experienced teacher, Samya watched for the teacher’s
questions and pupils’ reactions and answers to those questions. Samya was teaching the
same grade level, so she was aware that she soon would be teaching the same content to a
different set of pupils. Observing the teacher instructing the same content gave her an
idea of how to approach the lesson and what to expect when she taught the lesson.

For Nada, the opportunity of observing this teacher was more productive for her.
Although Nada was teaching another grade level, by observing this lesson she was given
the opportunity to learn and notice things that would be beneficial for her as a teacher.
She reported that she learned how to teach a grammar lesson in general, but also learned
other things related to good teaching. She explained:

I noticed how the teacher used colors to write on the board to help pupils

distinguish among the verbs and among different elements of a sentence. I learned

how to teach grammar, how to explain a grammar lesson, how to use the
sentences to discuss a grammar lesson and apply the grammatical knowledge. I
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also learned that teachers should connect between the lesson and students’ lives. I
noticed that she [the experienced teacher] is teaching like acting. Her voice
changed depending on the situation. Her actions, gestures, her voice everything

...she is like acting. She also gave the pupils the chance to correct their mistakes

and used encouraging expressions to motivate them to participate in the

discussion. She incorporates joy and gleefulness in her lesson.

Obviously, Nada observed a great deal of intrinsic values from observing the
teacher in her grammar lesson, such as her way of motivating the pupils to participate in
the discussion, incorporating joy in it, and varying her voice in order to attract and
maintain her pupils’ attention.

In helping her student teachers learn how to manage instruction, Amal also
observed each student teacher at least twice a week and provided feedback about their
teaching. During the observations, Amal reported that she noticed many things: 1) the
student teacher’s presence and personality in the classroom and whether she had self-
confidence; 2) The board organization; 3) Student teacher’s language and her
introduction to the lesson; 4) How congruent the student teacher’s planning in her
notebook was with her teaching; 5) The student teacher’s way of dealing with pupils, her
ways of asking and allocating the questions; and 6) The student teacher’s way of
representing the lesson. Amal reported that she kept notes while observing a student
teacher:

While I am in the classroom observing student teachers, I write down my thinking

at that time and all that I notice. For example, she did this mistake, she is weak in

presenting this point, I hope that she rereads the unit more, I hope she reads this
specific book before teaching this unit, and I also write down some guidance for
her. So everything in my mind at the time of observing, I write it down.

It is important to note that Amal was reluctant and found it difficult to step in

when a student teacher made a mistake while she was observing her. She reported that at

the beginning it was very difficult to see the mistake and not know how to step in to
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correct it. However, Amal mentioned that the university supervisor helped her in this
matter when she observed the supervisor stepping in indirectly to call the student
teacher’s attention to the mistake.

I find it difficult to stop the student teacher and tell her about her mistake. It is

impossible to tell her “you made a mistake.” I don’t want the pupils to pay

attention to the mistake. But, I learned from the university supervisor when she
observes student teachers. She said to the student teacher, for example, *“please
teacher read this phrase again.” I find this hard for me to do. I can whisper to her
and tell her about the mistake.

But later in the semester, Amal was stepping in when she found student teachers
made mistakes that could mislead pupils. She reported the first time she did this was
when the student teacher was teaching a writing lesson and wrote a phrase on the board
using a wrong conjunction to connect between two sentences. Amal stood up and,
speaking to the pupils, asked them why they would use this conjunction and then
explained to them that they should use another one to connect the sentences. She directed
her talking and explanation to the pupils. I also witnessed many times when Amal
stepped in, directing the student teachers’ attention to their mistakes or asking the student
teachers for more clarification to be made to the pupils.

For example, Nada wrote the plural of a word incorrectly so Amal corrected the
student teacher saying the right answer out loud while she sat at the back of the
classroom. Another example was when Samya asked the pupils to parse a word so that
the pupils would respond that it was an absolute object. Amal then requested Samya to
ask the pupils to explicate how they knew it was an absolute object and to also
differentiate among absolute object, direct object, and object of reason.

Below, I have given two observation sessions in detail done by Amal for each

student teacher in order to provide a richer portrait of what was happening and to
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illustrate how observation was an occasion for mentored learning to manage instruction.
The first episode is one of Amal observing Nada and the second is her observing Samya.
Amal’s observation session of Nada

This observation took place at the tenth week of the semester. The lesson was a
review of a unit. Nada gave the pupils handouts of the questions of the unit and divided
the pupils into groups. Each group was responsible for responding to a question. When
Amal looked at the handout, she turned to me and commented on the questions that Nada
had prepared. Amal’s comments were about comparing between Samya’s handout and
Nada’s. She told me that Samya’s handouts and questions were organized in a way that
put the passage from the unit first, followed by the questions from comprehension and
cognitive questions, vocabulary, and then grammar questions. What is important to note
about the above point is that Amal’s comparison between Nada and Samya was an effect
of mentoring more than one student teacher at the same time. Being a mentor for two or
more student teachers makes the mentor compare them and their work. However, Amal
did not let the student teachers feel that she compared them. Nada once told me off-hand
during a conversation that she felt Amal remained neutral. She reported that, “There are
other schools where the mentor compares the student teachers. I know one student
teacher who told me, my personality is different and my social and family conditions are
different. So why does the mentor compare me with others?’ So Nada did not have the
feeling that Amal was comparing them.

Nada, in her lesson, started to discuss the response of each group. Amal noticed
that one of the pupils was not paying attention to the discussion, so she told her to pay

attention to the teacher. Then Amal directed Nada’s attention to a word she wrote on the
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board incorrectly. Nada then corrected it and continued to discuss the groups’ responses.
I noticed that Nada did not give the pupils the chance to read the questions; instead she
read them and let the pupils answer. Nada came to a question where the pupils should
mention the plural of a word (deen which means religion). The pupils responded
incorrectly but the answer was close to the correct answer (they said deyanat instead of
adyan). Nada accepted the answer and wrote it on the board. I noticed that Amal took a
dictionary and looked at it to make sure of the correct plural for the word. Then, she told
Nada, in front of the pupils, the correct plural of the word. This situation made a pupil in
the back turn to Amal and ask her about the correct plural of a word that would be
discussed soon by Nada. Amal responded to the pupil saying: “Teacher Nada will discuss
this question soon. Just pay attention to the teacher.”

This situation provided the student teacher the opportunity to receive some hands-
on guidance and to take advantage of situational mentored learning. This is important
because it is difficult to re-create the situations where there are mistakes to be corrected
or confusions to be cleared up. However, stepping in to correct the student teacher’s
mistakes or to clear misunderstandings may undermine the student teacher’s authority in
the classroom. This situation actually happened when a pupil sought the correct answer
from Amal instead of waiting for Nada, their teacher, to discuss the answer with them.
However, I neither witnessed any undermined feeling from Nada or Samya because of
Amal stepping in nor did they express discomfort with Amal’s interference. This may be
because of the good relationship that Amal established from the beginning with the two
student teachers and the conception that she conveyed to them that her aim was to help

them learn to teach. So they accepted her interference and took advantage of the
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contribution of a more knowledgeable person who could help them as well as help the
pupils in their understanding.

Just after the observation, Amal gave Nada feedback about the observed session.
Amal started by praising Nada’s way of dividing the pupils into groups so they could
work collaboratively and discuss together the answers of the questions. Amal, then,
directed Nada’s attention to the way she displayed the questions in the handout, pointing
out that the questions were not organized as well as not being in the desired sequence of
understanding cognitive questions, vocabulary, grammar and then finally expressions and
aesthetics. This led to the following exchange:

A: I hoped the handout contained a passage from the unit and gave the pupils

the chance to read it as well as to read the questions before responding to

them. In addition, there should be grammar questions in the handout.

N: No, I did not intend to review grammar in this lesson. I wanted to review it
thoroughly in a separate session.

A: Your way of presenting the lesson was good but add to it grammar and
aesthetics questions in order to present the unit thoroughly like the way of
the test because this is a review of the unit. I hoped also that you put
numbers for the questions in the handout. I noticed that the pupils lost
track of the questions in the handout.

It is important to note that in the above exchange are some suggestions that Amal
made for Nada. She began with a suggestion about including a passage from the unit and
giving the pupils the chance to read it. This helped Nada to understand the importance of
supporting the integrity of the literature (affirming the four language arts: reading,
writing, listening and speaking).

In Nada’s lesson, the pupils had the opportunity to speak to each other in their

groups or to the whole class when they responded to the questions, as well as having the
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chance to listen to the teacher or other pupils in the class. They also had the chance to
write the responses in their notebooks. However, they lacked the opportunity to read out
loud. Practicing the four language arts in each lesson is an important aspect of the
reformed curriculum and also important in Amal’s way of thinking about learning to
teach.

Amal went on to suggest that the handout should resemble the test in terms of
organization and the sequence of questions, because this was a review of a unit and a
preparation of the pupils for the test. This suggestion provided the opportunity for Nada
to learn to be more organized for the benefit of her pupils and to learn how to ask
questions in an adequate sequence. Learning to ask good questions in the right sequence
was one of the important tasks that Amal was working on to help student teachers to
learn.

Another thing that Amal suggested to Nada was to include grammar questions in
her handout. That was because the lesson was a review of a unit in preparation for a test.
So Amal requested that Nada include a review of grammatical skills in the handout.
Nada wanted to give grammatical skills more time and attention and to discuss them
separately in another lesson. However, Amal’s reason for suggesting inclusion of the
grammar in the handout was to be thorough -- incorporating all aspects like a test. This
explanation was not satisfying to Nada and did not help her to understand why she should
not discuss the grammatical skills in a separate lesson. She pointed out:

Every one has her own way. Amal said that reviewing grammar in separate lesson

is not a good strategy. It should be incorporated with other aspects. I learned to

incorporate grammar in order to train the pupils for the test. However, my way is

to concentrate on grammar in a separate lesson to review each skill with pupils
and then open the textbook to train them on these skills. But she [Amal] was not
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convinced of my idea. What can we do? This is the reformed curriculum and this
is Amal’s way.

From Nada’s comment, I can infer that she learned to incorporate in her review
lesson all aspects of the language arts, including grammar. However, Nada was not
convinced why she should do that except for preparing pupils for the test, which was not
a satisfying reason to her. Nada needed more explanation and a good reason to be
convinced to do such thing. Amal failed to provide Nada with such an explanation.

Amal, in her conference with Nada, seemed to present herself as knowing the best
way of teaching and she wanted Nada to follow her suggestions. Nada probably needed a
“joint experimentation” (Schon, 1987) in which Amal helped Nada explore ways of
achieving what she wanted to achieve.

Amal’s observation session of Samya

This observation session took place at the ninth week of the semester. Samya’s
lesson was about noise pollution and it was a listening lesson. In this kind of lesson, the
teacher reads the text out loud in front of the pupils or uses a cassette player with the text.
The pupils listen to the reading of the teacher. Then the teacher discusses the lesson with
them to see what they learned by listening to it. They also pick up general ideas about the
text and then discuss the details of the texts. In this lesson, the teacher and the pupils
discuss the difficult vocabulary in the text. No assessment is given at the end of this
lesson and it is not included in the test. The lesson is considered training in listening
skills for pupils.

Samya began her lesson by turning on the cassette player and letting the pupils
listen to the text. Then she gave the pupils a handout with questions about the text and

started to discuss them. The questions were various and sequenced, starting with her
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asking the pupils to interpret the main theme of the text and then moving on to the detail
ideas. This was followed by a discussion of the vocabulary in the text and some
grammatical skills. The pupils read the questions and responded to them.

Amal took Samya’s planning notebook and started to look at it while she was
observing her. I noticed that Amal did not step in during this observation session. In
addition, Samya did not make big mistakes or write incorrectly on the board. This meant
that Amal did not feel she had to step in unless there was a big mistake which needed to
be corrected or to rescue a chaotic situation.

After the observation, Amal gave Samya feedback about the observed session.
She mentioned that the lesson was good. “The questions were clear and thorough but I
hoped that you would have started the listening lesson with an introductory question
about the title of the lesson, so the pupils could have a view of what the lesson was
about.” This suggestion offered the opportunity for Samya to make a connection to
students’ thinking and how they learn. Since this was a listening lesson, the pupils did not
read the text. So the teacher should ask a general question about the pollution and the
sources of noise in order to connect them with the topic of the lesson and to attract their
attention to the topic.

Another comment that Amal pointed out to Samya was that she only concentrated
on the questions in the handout --as question and answer without discussion or
scaffolding of these questions. In this manner, Amal helped Samya understand that she
should not limit herself to the information in the textbook, but rather go broader and
discuss other points that are related to the text. Amal explicated:

The discussion does not necessarily have to be only about what is in the textbook.
The teacher may go broader to discuss points that are surrounding us about noise
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in our houses or in our neighbors’ houses, as well as factory noises in the
industrial countries. This would help pupils interact with the teacher and know
about societies other than the Kuwaiti society.
When Amal was asked about the reason for more discussions, she responded:
My aim is to attract pupils’ attention to the lesson. I wanted the student teacher
not only to present the information in the textbook, but also to go broader. If the
pupils are only introduced to the information in the textbook, they would feel
bored. So there should be some other information so the pupils can think and
bring in information and knowledge they learned from other subjects or from their
readings. This way, the lesson will be interactive and the pupils will be motivated
to speak and learn.
It is not surprising that Amal requested Samya to discuss the topic in a broader
manner than in the textbook. She is advocating that the student teacher should read and

research knowledge about the topic that she will teach.

Helping student teachers learn to write tests
Amal helped student teachers learn to write tests by first directing their attention to the
questions at the end of each unit in the textbook. She felt these questions were clear and
organized which could help the student teachers in the beginning to have an idea how the
questions are presented. Amal modeled for the student teachers and showed them how to
write a test. Then, she coached them and finally let them write a test independently and
provided them with feedback. The first test came at the fifth week of the semester—the
time of forming tests for pupils. It was in the context of creating this test that Amal
modeled and showed test writing and the allocating of grades among the test questions
for the student teachers.
I modeled for them [student teachers] how to write a test and showed them
examples of my test and other experienced teachers’ tests and we discussed them.

We went through the questions and I explained to them that the questions should
be organized and sequenced: understanding and cognitive, vocabulary, grammar,
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expression questions, and then writing. It is like the textbook organization of

questions. It is important that they pay attention to what grade they are writing the

test for. For example, first grade questions would be simple without any
complexity. I also taught them to seek sequence in the questions and to begin the
questions from simple to intermediate to more complex ones. The complex
questions are to distinguish the excellent from the weak pupils. We also

discussed the variety of the kinds of questions.

What is important from the above quotation is that Amal modeled and showed the
student teachers how to write a test. She discussed with them the organization and the
sequence of the questions as well as the importance of ranging the questions. This held
the opportunity for learning to ask good questions in sequence and to take into account
pupils’ various abilities. However, she did not probe their thinking about what each
question was assessing or why the test was written and organized the way it was, except
that it was the textbook’s organization.

When Amal sought evidence of the student teachers’ learning by asking them to
write tests independently, she found that they limited the questions to one way of asking
these questions, and did not present the questions well.

When they wrote tests I noticed that they lacked variation in the questions. So I

showed them my test and pointed to them how it was varied in the kind of

questions. I also gave them feedback about the way they asked and presented
these questions. For example, one of the student teachers put the same kind of
question for each unit at the grammar section. She wrote a sentence in singular
manner and asked to write the same sentence in plural. So I requested her to vary
the way she asked the questions—Ilike to use fill in the blanks or multiple choice.

They would learn step by step. The beginning is always difficult.

This limitation of the student teachers in writing tests helped Amal to pinpoint the
state of their learning and highlight the necessary steps needed to augment their learning.
Later in the semester, the student teachers drafted two other tests and Amal went over

them with them --critiquing the tests and giving feedback. She was pleased with the

student teachers’ progress in regard to the clarity and organization of the test questions. It
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was by critiquing and proving specific feedback about teaching tasks that Amal helped

the student teachers to progress.

Providing critique and feedback

One of Amal’s mentoring methods is to critique and provide feedback on the student
teachers’ independent teaching. She gave feedback on their planning, test writing, and
instruction management.

It was towards the end of the semester that Amal looked at the student teachers’
daily planning and provided feedback. Some of this feedback included commenting on
the forms of the behavioral objectives, giving suggestions for the addition of objectives,
recommending more questions for the discussions, suggesting appropriate introductions
to the lesson, and commenting on the questions of the lesson assessment. For example, in
looking closely at a lesson plan of Nada’s, I found that Amal had commented on her
planning notebook. This lesson was at the ninth week of the semester and was about
plants and how to protect them. It was the third lesson in which the teacher discusses the
grammar, good expressions, and spelling skills within the unit. Amal had suggested to
Nada to add an objective about knowing good expressions under the cognitive kind of
objectives, and she also actually wrote an objective for her under the affective kind of
objectives. Nada wrote a phrase from the Koran about the creation of plants as an
introduction to her lesson. However, Amal recommended that she ask a question to help
the pupils connect the introduction to the lesson. This kind of feedback presented an

opportunity for learning to form good objectives and ask good questions.
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Amal also gave feedback on the tests that the student teachers wrote
independently. I found Amal’s comments and feedback on a test that Samya had written.
Amal commented that the questions were clear, although she gave specific feedback on
some of the questions. For example, in the grammar section, Samya asked a question
requesting the pupils to parse a word in a sentence. Amal commented that the pupils still
had not learned this grammatical skill yet. They would learn it next year in the third
grade. This meant what Samya was asking the pupils to do something that was too
complex for them. Samya had assumed, incorrectly, that the pupils were familiar with
such a grammatical skill.

Samya also wrote a question asking the pupils their opinion on an expression and
the effect that this expression had on the meaning. Amal scaffolded the question by
adding what this expression portrayed. In the grammar section, Amal commented on a
question that was repeated and suggested a different way to ask it.

I ascertained from this incident that Amal’s feedback was a means of helping the
student teachers learn that they should already have known what skills the pupils had in
order to include the correct questions in the test and avoid including any that did not
make sense to the pupils. This situation raised the issue of teachers’ knowledge of pupils’
prior knowledge and curriculum topics that they have learned in previous grades. This
feedback directed Samya’s attention to not only know the curriculum topics that she
teaches, but also to have knowledge about what topics and skills within the national
curriculum the pupils have already learned in previous grades. This feedback also gave

the student teachers an opportunity to learn to ask good questions and scaffold them.
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Throughout the student teaching semester, Amal visited the student teachers’
classrooms at least twice a week and provided them with critique and feedback about
their teaching.

I have recounted below one of Amal’s conferences with Nada after observing her,
in order to provide a richer portrait of Amal’s mentoring style and to illustrate how the
kind of critique and feedback was or was not an occasion for mentored learning to teach.
Looking closely at Amal’s conference with Nada after observing her teaching.

This conference was held at the tenth week of the semester after Amal observed
Nada teaching a unit called “Ahmad’s tree.” This unit was about plants and how to grow
and preserve them. It was the second lesson of the unit, in which Nada discussed the
detailed ideas of the text and vocabulary by discussing assignments she had given the
pupils a previous day.

In this conference, Amal commented that Nada should use her time better,
reducing the need to discuss a remedial phrase, and use more time to discuss the text. For
example, Nada should ask the pupils which way is better for irrigating plants (by dripping
or by splashing) and discuss this topic with them.

Amal continued her comments by telling Nada it was good that she had asked the
pupils to use the dictionary for finding the meaning of some words but Amal had also
hoped that she would ask them to compose sentences using these words. Amal noticed
that Nada had read the first paragraph of the text aloud to the pupils, but was supposed to
have read the second paragraph because she had already trained the pupils to read the

first paragraph the day before.
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Amal also remarked that Nada had not discussed the text thoroughly or asked the
pupils to interpret ideas in more detail, rather asking them to choose which of the
displayed ideas were adequate for being good details. Amal also mentioned to Nada that
other than these few points she had remarked on, Nada’s lesson had been good and
complete; she used the learning aids well; her thoughts were organized until the
assessment parts; and she achieved the objectives even in the assessment part. Amal’s
critique and feedback led to the following exchange:

N: I spent more time in discussing the remedial sentence because this lesson

is short and there was enough time to spend on the remedial sentence. The
longest lesson is the third lesson because it includes dictation

(Spelling test).
A: This lesson, which is the second lesson, is the longest not the third one.
N: If you noticed, I incorporated the discussion of the remedial sentence with

the introduction of the lesson.

A: What we aim is to reach the important point, which is training the pupils
to interpret detailed ideas. You gave them some ideas and let them choose.
However, we are looking to training pupils to interpret these detailed ideas
as well as discuss these ideas with them. For example, whose tree was that
tree? What does the tree need? What are the advantages of trees? It is
important to train the pupils to interpret the ideas and to discuss these
details because the second lesson is the explication lesson. If you don’t
explicate the details in this lesson, this means the unit is done because the
next lesson would be the grammatical skills.

From the stated exchange above, Amal’s feedback gave Nada an opportunity to
learn many things: how to learn to manage her time and use it properly; how to learn to
pay more attention to details in the text and discuss these details with the pupils (The
sketchy discussion of the text would not ensure that the pupils understood the text) and;

how to learn the importance of teaching the pupils to interpret the detailed ideas and

express them in a correct sentence. As Amal reported: “the pupils in this grade should
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learn to interpret and compose detailed ideas and express them in full sentences. So the
pupils would learn to speak using correct phrases.” According to Nada, this episode
helped her to learn “to discuss in detail and to scaffold the questions... Amal previously
mentioned this point in a discussion with me, but I tended to forget. I think today I should
use learning aids that help pupils differentiate between irrigation by dripping or by

splashing and discuss this topic with them.”

Helping student teachers learn to facilitate the discussion in the classroom

I observed student teachers teaching and noticed what the lack of reading and

researching would cause. The pupils might ask questions that embarrass student

teachers because she did not know the answers. They don’t know how to deal
with these kinds of situations. I told them if you encounter this kind of situation,

refer the pupils to a book to read, and the most important thing for you as a

teacher is to go and research.

Two things stand out from the above. First, Amal noticed that student teachers
lack the habits of reading and researching that would help facilitate the discussion in the
classroom. Second, the lack of reading and researching caused them to encounter
situations where they could not respond to pupils’ questions and became embarrassed
because they did not know how to deal with the situation.

Amal laid the burden on the need for reading and researching as a way of
succeeding in facilitating the discussion in the classroom. Therefore, she reported:

I always told them [student teachers] to read and research about the topic they

teach...researching is very important for student teachers in order to have a view

of how to discuss the lesson. By researching, knowing the unit and understanding
all its aspects, here they can put questions for each passage. They would know

how to ask the questions--from simple to complex, including outside knowledge
and information--so they know how to facilitate the discussion.
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Besides impressing the importance of reading and researching on to the student
teachers, Amal also gave them feedback about how they could lead discussions during
their teaching. On many occasions, I witnessed such feedback. For example, when Samya
taught a lesson about “Caliph Omar and the Persia Messenger” in the era after the
prophet Mohammad, among the things that Amal reported to Samya after observing her
was that she hoped she would have scaffolded the questions. Another example was when
Nada taught a lesson about “Ahmad’s Tree,” and among the things that Amal told Nada
after her observation was also that she should scaffold the questions she asked.

The kind of feedback and advice to read and research that Amal practices, gave
the student teachers an opportunity to learn to facilitate discussion in the classroom. As
Samya reported, “I learned from Amal that I should discuss the lesson in some details and
to scaffold the questions in my discussions with pupils, as well as discuss some outside

information related to the lesson.”

Addressing the issue of pupils’ individual differences

Addressing the issue of pupils’ individual differences was one of the features of Amal’s

work with the student teachers. She reported,
It is hard for them to attend to individual differences. Even in allocating the
discussion questions—they tend to direct their questions to excellent pupils who
know the answers. I told them they should be fair in their questions and not to
concentrate on some pupils and ignore others, as well as not to ask weak students
complex questions or let them read out loud a whole passage.
Amal felt that the student teachers tended to focus their questions during the

whole class discussion towards the excellent pupils who could answer them easily.

Therefore, she told the student teachers to try to allocate the questions to all pupils,
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excellent and weak, and to avoid asking the weak pupils complex questions that they may
not be able to answer, which would embarrass them in front of the class.

In addition, Amal gave the student teachers a handout that contained ways to deal
with pupils’ weakness and misunderstanding. She also told them to pay attention to the
weak pupils—to know their weakness points, to ask them simple questions and motivate
them to participate in the discussion. Also, Amal told the student teachers to consider a
plan for remedying the pupils’ weakness. She provided some suggestions for them. For
example, if some of the pupils were struggling in reading, the student teacher might let
those pupils practice reading at home and record themselves reading a passage daily. Or,
if the weakness is in spelling, the student teacher could have a remedial sentence ready on
a daily basis and discuss it with the class concentrating on the weaker pupils.

Amal’s suggestions to the student teachers opened up an opportunity for them to
learn to be aware of and pay attention to pupils’ individual differences as well as learning
how to attend to these differences including all pupils during their lesson discussions. I
witnessed in many occasions that Amal often directed student teachers’ attention to
attend to individual differences, to concentrate on the weaker pupils, as well as working

on including all pupils in their lessons.

Summary and discussion
This case illustrates many issues in mentoring and learning to teach. First, it illustrates
that how Amal acts as a mentor reflects what she thinks student teachers need to learn.
Amal’s ideas of what student teachers need to learn include: 1) learning to achieve the

integrity of the four language arts; 2) learning to plan for lessons; 3) developing a habit of
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searching for information and knowledge; and 4) learning to ask good questions in an
adequate sequence.

This case illustrates that, in her mentoring practices, Amal worked on helping
student teachers learn those teachings tasks she felt they need to learn in order to become
good teachers.

Second, the case highlights the influence of the context on mentoring practices.
Operating in a system that has a national curriculum prescribed by the Ministry of
Education influenced Amal’s practices. In her practices, Amal tended to emphasize
helping student teachers learn the content and curriculum goals, ideas, and requirements.
For example, she emphasized achieving the integrity of the four language arts in each
lesson, which is one of the important ideas within the reformed curriculum.

What this case illustrates regarding the influence of the context in mentors’ ideas
and practices is consistent with Wang’s (2001) findings that working under certain
instructional context, mentors are more likely to develop certain conceptions and
practices of mentoring relevant to the context. For example, Wang (2001) found that
because US schools have a varied school curriculum structure and teachers have
autonomy in choosing the content and sequence of curriculum topics and resources, US
mentors stressed that novices need to develop their own styles and philosophies of
teaching. In their mentoring practices, US mentors spent more time in helping novices to
develop specific curriculum, units and lessons. On the other hand, Chinese teachers have
prescribed curriculum and assessment structures. Thus, Chinese mentors expected
novices to study the centralized curriculum. In their mentoring practices, they

emphasized helping novices learn to teach the required curriculum standards and content.
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Third, the case highlights the influence of the definition of the learning to teach
tasks and of the mentor role conceptualization as compared to what mentors actually do
in their work with student teachers. Amal defined the learning to teach experience as
guiding student teachers through the process of learning to teach. She conceptualized her
role as a guide for student teachers. This definition and role conceptualization was
reflected in her work with student teachers in which she guided them to learn the various
tasks of teaching that she perceived as important. Her work with student teachers
reflected the idea that in learning to teach, experiehce is necessary but not sufficient.
Student teachers need guidance to see and recognize what they need to learn from this
experience (Dembele, 1995).

Fourth, this case shows that what a mentor does has a consequence on what her
student teachers learn or do not learn. For example, Amal suggested that Nada organize
the questions in the handout of reviewing a unit and to include questions of grammar
without providing a rationale for including grammar questions. As a consequence, Nada
learned to be more organized for the benefit of the pupils and to ask questions in an
adequate sequence. However, she did not learn the rationale for including grammar

because Amal did not provide an explanation for it.
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CHAPTER 5

SARAH, THE SUBJECT MATTER PASSIONATE

Sarah is a head teacher at Al-manar intermediate school, teaching Arabic in the fourth
grade. She has taught for twenty years. In the Spring of 2001, when I was conducting my
study, Sarah was mentoring for the second time, last year being the first. She has three

student teachers this semester.

Influential people and critical experiences before entering teaching

I was among the top three in the class until high school, then I was among the top

five in the class. I was an excellent student. I had good relationships with my

teachers. They [teachers] all liked me. I was a hard worker, energetic, and
compliant to teachers’ guidance.

Sarah made this statement during an interview. According to her, she paid
attention to teachers’ explanations in the classroom and also prepared her lessons in
advance, doing her assignments, and reading the textbooks. The most influential teachers
in her intermediate school, she stated, were her Arabic and English teachers: “I was
intrigued by their personality, the way they treat the students, and the way they attracted
students’ attention to the subject they were teaching... this made me want to be a
teacher.”

Sarah’s passion for languages started during her intermediate school years and
continued throughout her high school. She decided to major in languages, but she was not

sure whether to choose Arabic or English. She decided to choose Arabic because it might

enable her to appear in the media and be a broadcaster.
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Sarah graduated from a liberal arts college. Although she wanted to be a teacher,
Sarah did not take any education courses in college. * I think my college studies prepared
me for the field. The concentration was on the subject: grammar, different genres of
literature, writing, and other related topics. I mastered everything related to Arabic

language. I became strong in subject matter.”

Constructing the practice: Sarah as a teacher
Sarah described her first year of teaching as very enjoyable. She was energetic and a hard
worker. She taught additional hours, gave extra assignments to students and did
extracurricular activities with students. “I wasn’t like this generation who easily gets
bored.”

For Sarah, being in the field she loved and going through practice teaching taught
her to be a good teacher. “I learned in the field how to present myself as a teacher, how to
deal with students, and how to manage a classroom. All these things depend on a
teacher’s personality. A teacher who has sixteen years of experience, but has a weak
personality may have a poor classroom.”

Sarah feels that her strong personality makes her an effective classroom manager.
This allows her to maintain a learning environment where things are organized, students
pay attention, and are willing to participate.

Sarah observes that she developed her teaching abilities by reading, researching,
and turning to references and books that were recommended by her college professors.

For Sarah, any Arabic teacher should be strong in her subject and know her

subject well in order to be an effective teacher.
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Any Arabic language teacher should master grammar and writing skills in order to
be able to read, pronounce and write well. When she writes a phrase on the board
it should be free from grammatical errors. When she talks to students, discusses,
and listens to students’ responses, her language should be sound. How can she
correct students if she is not competent in her subject matter?

The kind of teaching that Sarah describes matches the reformed curriculum
advocated. Within this curriculum, a unit is taught in four or five lessons. The first lesson
concentrates on discussing the general theme and ideas of the text and practice reading.
The second lesson discusses the detailed ideas and information in the text, difficult
vocabularies, and practice reading. The third lesson discusses the grammar, good
expressions in the text, and practice spelling. The fourth lesson is about writing a topic
related to the text and practice handwriting.

In fact, Sarah is critical of the new curriculum and its advocated way of teaching.
In her twenty year of teaching she has experienced both the old curriculum and the new
reformed curriculum. “The old way of teaching was different and better than today’s. The
Ministry of Education tried to ease in the new curriculum in a way that was not good or
to the advantage of the students. In the past, the curriculum was harder, but had more
information, which was to the benefit of the students.”

She states that in the old curriculum, each part of the Arabic language had its own
teaching period. It meant that writing, reading, literature and grammar was each taught in
separate lessons and had more time to be discussed and learned. In the reformed
curriculum, a lesson consists of the four language arts: reading, writing, listening, and
speaking. She describes her feelings about the reformed curriculum as follows:

I am a proponent of the old curriculum.... I advocate the integrity of language arts

that the reformed curriculum called for but, I notice that within the new
curriculum there is not enough attention given to writing and grammar. From my
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teaching experience, I can see students’ diminishing in their competences in
Arabic language. In the old curriculum, there was a separate lesson for oral
expressions of thoughts before a writing lesson. At that time, the students were
very expressive, but now they hardly say a full sentence.

Looking at what Sarah says reflects her passion and concern for the subject she

teaches and shows that she is well prepared and strong in her knowledge.

Undertaking mentor role
Sarah reported having received no formal preparation for the role of mentor, except to
attend a meeting with University personnel who outlined for them what was expected of
the teachers as mentors. She was also given a guidebook of the student teaching program
to read. As she reports: “I relied on what I learned from my teaching experience, as well
as from my earlier experience of mentoring student teachers.” In that statement, Sarah
sounds like teachers who Kainan (1995) studied, who thought of their own experience,
their colleagues’ experience, and their own creativity as the main source of professional

knowledge.

Sarah’s ideas about learning to teach and about student teachers
According to Sarah, the most important things that student teachers need to learn or
develop is their subject matter knowledge in terms of the four language arts: reading,
writing, speaking, and listening. The other learning to teach tasks that Sarah mentions
are: knowing the principles of the reformed curriculum and its ways of teaching, lesson
plans, and test designs. I will elaborate on each of these learning to teach tasks.
Developing subject matter knowledge

According to Sarah, student teachers need to know their subject well.
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She [the student teacher] needs to know the Arabic language arts: reading,
writing, speaking, and listening. In order to be able to speak fluently and to write
correctly, the student teacher should master grammar skills and spelling skills.

The most important thing to me is that the student teacher teaches grammar skills
well, reads, pronounces, and writes correctly. She is a college student. I expect her
to know all these things because she is a college student and this is what she needs
for teaching. So when she writes a phrase on the board it should be free from
errors. When she speaks to students, discusses, and listens to their responses her
language should be correct. How can she correct the students if she isn’t strong in
the subject? For example, she should differentiate between the direct object and
the absolute object in a sentence and know how to interpret the main ideas of a
text.

The sense that I make of this is that for Sarah, knowing the subject well is the
most important task a student teacher should accomplish before coming to the field,
assuming that every other teaching task is learned in the field by practice and experience.
In her view, knowing the subject is like a basis for student teacher’s learning to teach

tasks which will be developed in the field.

Learning the principles of the reformed curriculum and its ways of teaching
Learning the principles of the reformed curriculum, as defined by Sarah, entails

knowing that this curriculum is based on the integrity of the four language arts and

students’ individual efforts. And any unit is taught according to the four-lesson cycle.

For Arabic language, we [practitioners] concentrate on the reformed_curriculum
which serves as the basis for students’ efforts and on making sure that each lesson
contains reading, speaking, listening, and writing. Every unit is taught in four or
five lessons. In each lesson, we teach a part of the unit. For example, in the first
lesson, we discuss the general theme and general ideas of the unit and practice
reading. In the second lesson, we discuss the detailed ideas and difficult
vocabularies, as well as practice reading. In the third lesson, we discuss grammar,
aesthetic expressions, and spelling skills. In the fourth lesson, we discuss pupils’
research and writing compositions. They need to learn this way of teaching the
curriculum especially if it is different from how they were taught at school.
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The way Sarah talks about learning the principles of new curriculum and its way
of teaching suggests that this new curriculum and the way of teaching is different from
what the student teachers learned as students in school and the way they were taught. So
they need to understand its principles and the way of teaching it. They need to understand
that it is based on pupils’ individual efforts and that pupils need to come to class prepared

for their assignments and ready to discuss them in the class.

Learning to plan for their lessons
Sarah says that student teachers need to learn how to write lesson plans in their
planning notebook. They should learn to develop objectives for their lessons and learn to
use suitable behavioral objectives.
Student teachers need to learn how to plan for their lessons. They need to write
down in their planning notebooks behavioral objectives that are suitable for skills
they are going to teach in the lesson, as well as compatible with what the teacher
wants to accomplish in the lesson and with the instructional strategy. They also
need to know the teaching procedure for discussing, the individual efforts of
pupils, for practice reading the text, and for assessing the pupils’ understanding.
According to Sarah, student teachers need to learn how to form behavioral
objectives that would be accomplished in their lessons. They need to learn the procedures
of teaching a lesson, starting with discussing the remedial sentence, followed by the
discussion of pupils’ individual efforts, training pupils on reading the text, and then
assessing pupils’ learning.
Learning to design tests
In Sarah’s view, learning to design tests is another important task in learning to

teach. She reports that student teachers should consider the objectives of the test and what

they want to attain from testing the pupils. In her view,
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Teachers should have their objectives in mind when they make up test questions
and connect these objectives to the questions. They should begin with questions
which deal with understanding the text, followed by vocabulary and grammar
questions, with a writing question at the end. The questions should be in sequence
and varied.

According to Sarah, this is an important skill that student teachers need to
develop. Not only must they learn to connect the objectives to the test questions, they
must learn how to sequence the questions to test pupils’ learning in each aspect of the
language arts, as well as learning to ask various kinds of questions.

I think that what is missing from the preceding and what is related to knowledge
of subject matter is the task of developing knowledge of how to represent the subject in a
way that is comprehensible to each pupil. Developing such knowledge helps a teacher to
connect her understanding of the subject matter to the pupils’ evolving comprehension. It
also helps the teacher to adjust her instruction to those pupils with different abilities and
backgrounds.

This kind of knowledge is what Shulman (1986) has called “pedagogical content
knowledge.” According to Shulman, pedagogical content knowledge involves “for the
most regularly taught topics in one’s subject area, the most useful forms of
representations of those ideas, the most powerful analogies, illustrations, examples,
explanations, and demonstrations—in a word, ways of representing and formulating the
subject that make it comprehensible to others” (p. 9). Consequently, developing
pedagogical content knowledge is a crucial task in learning to teach. However,
developing this kind of knowledge depends on knowledge of subject matter and

knowledge of learners, including their learning styles, thought processes, and ways of

knowing. While Sarah emphasized that student teachers need to develop their subject
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matter knowledge by learning the principles of the reformed curriculum and its ways of
teaching, by planning for their lessons, and by learning to design tests, she did not speak
about learning to represent the subject in a way that is understandable to pupils, which is

an important task for the student teachers to achieve.

Sarah’s ideas about mentoring and role conceptualization
Sarah conceptualized her role as a guide for student teachers—helping them learn to do
teaching tasks. As she said:
Before anything, I let them [the student teachers] know the general Arabic
language objectives and the specific objectives of teaching Arabic language for
intermediate grades. Then I clarify to them the principles of the reformed
curriculum and ways of teaching Arabic language as recommended by the
reformed curriculum, as well as explaining how to plan lessons in their notebooks
and show them examples of lesson plans and good teaching methods. Then I
follow the student teachers in their planning and teaching, providing them with
feedback.
From the quoted passage above, it seems that the approaches Sarah uses to guide
student teachers are telling, showing, and critiquing.
Sarah believes that one learns to teach by practice teaching, by making mistakes
and learning from them with the help of expert’s feedback and guidance.
The head teacher has the expertise and what I most care about is their learning.
They need to practice teaching and to be guided in their learning to teach. I want
them to know that anyone can make a mistake but it is a shame to continue
making the same mistake. One should learn from one’s mistakes, from other
people, and from reading.
Sarah’s thinking about learning to teach by teaching, learning from mistakes,

expert’s feedback, and reading seems consistent with what she has said about her own

way of learning to teach. She had developed herself as a teacher by reading, researching,
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and learning from her mistakes. Another thing that stood out in the passage above is that
Sarah said that student teachers need to be guided in their learning to teach. This means
that she seems to think that it is not enough to have the experience of practicing teaching,
but that they also need to be guided to see things while they are learning to teach.

Sarah conceives her role, beside telling, explaining and showing, as a critic to
student teachers’ performance as well as a feedback provider. In order to assess what
student teachers know and use that as a basis for giving them appropriate feedback, the
student teachers must perform in order to show what they understand or misunderstand.
In other words, they must show or reveal their knowledge in action. This is similar to
Schon’s (1987) discussion of the dialogue between coach and student in learning to
design. Schon (1987) discuses that the student efforts at design provide the coach with
evidence from which to infer their difficulties and understandings and a basis for framing
of questions, criticisms, and suggestions. Schon explains the process as:

In their dialogue, coach and student convey messages to each other not only, or

even primarily, in words but also in the medium of performance. The student tries

to do what she seeks to learn and thereby reveals what she understands or
misunderstands. The coach responds with advice, criticism, explanations,

descriptions—but also with further performance of his own (p. 163).

Sarah was engaging in a dialogue of action, but she probably was not trying to
produce a reflective practitioner. She reported that her aim was to convey her expertise to
the student teachers.

I observe the student teacher’s teaching for their development—to help them learn

from my teaching experience and expertise. Actually, I observe their teaching to

see their competence and if there are holes in their teaching I will guide them and

provide them with feedback. This is for the benefit of the student teacher and the
pupils in the school.
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On many occasions, Sarah emphasized the idea that mentoring and guiding
student teachers is not only for the benefit and learning of student teachers, but also for
the benefit of the pupils in school who are taught by the student teachers. Since the
student teachers are leading the teaching instruction in classrooms, their competences as
teachers will have an effect on the pupils as learners. With less teaching abilities and less
competence, pupils may be misled or deprived of learning opportunities.

I try to help student teachers to learn. But before thinking about how to benefit

student teachers, I worry about the pupils and how they will be instructed by the

student teachers. I feel responsible for the student teachers; they came to me to
learn so I am concerned both for them and the pupils in order not to convey any
wrong information.

I now turn to discussing what Sarah does as a mentor in support of student
teachers’ learning. I provide a picture of her practice by discussing the key features of her

actions as a mentor and look closely at how she works with the student teachers, pointing

out the potential for, and limitations in, fostering student teachers’ learning.

Sarah’s ways of acting in support of student teachers’ learning
Overview of the work

From the beginning of the semester, I sit with the student teachers and explain the
elements of the reformed curriculum which is based on students’ independent
efforts and compatibility among the language arts. After I make sure that they
learn these things, I explain to them how to form and develop lessons’ objectives
and instructional procedure. In addition, I show them examples of good lesson
plans. Then I ask them to plan the first lesson of a unit. I see their plans and
discuss their mistakes with them I then request them to plan the second lesson,
etc. Every day during the observation period, I request a lesson plan from them
and I correct it. I also observe their teaching three times a week.

Sarah makes this statement when she is asked what she does to help student

teachers learn to plan. The statement provides a temporal and topical sketch of mentor
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and student teachers work together. Sarah uses a cycle of telling, demonstration/showing
and coaching/critiquing to support student teachers’ learning. She goes through this cycle
for each of the following essential tasks of teaching: planning for instruction, managing
instruction in classrooms, and writing tests.

Sarah reports that she purposely approaches these tasks in a particular sequence--
planning, then instruction managing, and finally test writing. This ordering indicates that
Sarah holds the view that sequencing is an important task. It suggests that in her view
learning to plan should come first, before managing instruction, because a teacher cannot
manage instruction without careful planning.

Sarah says that from the first formal meeting with the student teachers, she
explains to them the principles of the reformed curriculum. She tells them how to plan for
instruction and how each unit should be discussed in four to five lessons. She teaches
them how to form objectives for each lesson, as well as shows them examples of good
lesson plans. Then, she lets them do a practice planning of a unit, lesson by lesson as she
provides them with feedback. Sarah keeps doing this for the first two weeks, which are
the observation weeks. When the student teachers take on the responsibility of
independent classroom teaching, Sarah continues to check on the student teachers’
planning and teaching, providing them with feedback.

One thing that stands out from Sarah’s response is that independent practice is the
main goal of student teaching which will, as shown later, shape the way she operates as a
mentor to student teachers.

The response also gives us a sense of the phases of Sarah’s interactions with

student teachers. Looking ahead is the feature of the early part of their work together
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(before student teachers’ independent teaching) and looking back is the feature of their
later work together, as I witnessed (with mentor observation of student teachers’
classrooms). Sarah mentions that earlier interactions focused on telling, modeling, and
showing tasks of teaching that student teachers will do independently. Later, I observe
that Sarah leaves student teachers alone to practice teaching independently and steps into
their classrooms to observe three times a week, whereby they tend to discuss lesson plans
and teaching episodes that they both witness.

In what follows, I examine how Sarah works with her student teachers. I analyze
several aspects of the work and provide evidence of or speculation on student teachers’

learning.

Helping student teachers learn to plan

Sarah’s work with student teachers on planning evolves from telling to assisting.
She reports that she first tells them how to form behavioral objectives, which include
cognitive objectives, affective objectives, and procedural objectives, as well as explains
instructional strategies and procedures they may use in their lessons plans. Next, she
shows them examples of good lesson plans. Then, they practice planning a unit lesson by
lesson and Sarah provides them with feedback by commenting on each lesson plan before
the student teachers proceed to the next lesson of the unit. Finally, she lets them teach on
their own, providing assistance only when student teachers encounter new questions or
problems. She continues critiquing their daily lesson plans and provides them with
feedback.

In planning with the student teachers, Sarah explains that:
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I never plan with them. Student teachers plan and I correct their lesson plans and

provide them with feedback. For almost two weeks the student teachers plan in

their notebooks and I correct them. For example, I will comment to them that a

certain objective is not clear or point out that one is not adequate here. Then, after

ten days, I notice that my comments lessen because the student teachers have
developed their own planning strategies. I guide them by correcting their errors.

At the stage where Sarah lets the teachers become more independent, they still
meet sometimes in the shared department office. This gives her an opportunity to respond
to any of the student teachers’ questions or concerns regarding lesson plans, objectives,
content, pedagogy, activities, or tasks. As Sarah puts it:

At the time when student teachers and I are sitting in the shared department

office, I follow up with them and look at their lesson plans. I will ask one of them

to bring her planning notebook and sit beside me. I look at her plans to see what
she has prepared for today or tomorrow’s lessons. If there are any errors, I like to

make sure that we correct them before she enters the classroom to teach. When I

have finished with one of the student teachers, I then look at another student

teacher’s lesson plans. Often my checking on lesson plans is at this time. It is also

a good time for the student teachers to ask me any questions or voice any

concerns.

Although the time they spend in shared department office is critical for
interacting, it is difficult to see how Sarah’s combination of instruction and correction of
errors will provide her student teachers with the opportunity to critically analyze their
own practices. They also do not spend the time in the department office to plan together
so Sarah can model how to plan for them. It is not enough that mentors model the actual
teaching performance of teaching, it is also important for them to model the way of
thinking for novices. Tatum and McWhorter (1999) emphasized the importance of
modeling teachers’ behavior and thinking. They pointed out: “As mentor teachers teach
and interact with students, they are illustrating for the teacher candidate a way of working

the craft. Mentor teachers should, however, take the modeling step further and render

visible the thinking and the evolving philosophy of a teacher.” (p. 26). As student
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teachers need to see teachers teach they also need to see teachers plan. Through modeling
how to plan, student teachers can learn how teachers think, to learn how to ask good
questions in the right sequence, to assess pupils' prior knowledge, and to learn to deal

with content-related issues.

Helping student teachers learn to manage instruction

In helping student teachers learn to manage instruction, Sarah uses many different
ways. She uses modeling, both by herself and with other experienced teachers, letting the
student teachers observe and then practice teach independently, providing them with
feedback.

Sarah reports that she spent the first two weeks of the semester taking the student
teachers to her class and other experienced teacher’ classrooms to observe how teachers
manage instruction. Then, each student teacher was given a classroom to teach. Sarah
gave the student teachers five teaching periods, leaving one teaching period for the
original classroom teachers.

Sarah observes student teachers three times a week to provide feedback on their
teaching. Sarah reports that during the observation,

I pay attention to each student teacher’s teaching strategies, whether she

demonstrates an understanding of the content, and if she makes mistakes. Then

after the observation, I discuss these issues with them. However, I do not try to
step in or interrupt while she is teaching.

On many occasions, I witnessed the student teacher make errors or write
grammatically incorrect sentences on the board and Sarah did not step in or interrupt to

correct these mistakes. When Sarah was asked why she chose not to step in when she saw

the student teachers make mistakes, she responded:
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The reason was that I did not want to embarrass the student teacher or undermine
her in the classroom. There were mistakes I observed, however, in discussing
them with her later, I simply requested that she find a way to correct them the
next day with the pupils. That is because my interference may cause frustration to
the student teacher.
When Sarah is asked about her goal for observing the student teachers, she
responds:
I visit each student teacher classroom to critique both the positive and negative
points, to keep an eye on the student teacher and the pupils, and to see whether the
teacher teaches the way we discussed and if there are mistakes. My aim for the
visit is guidance and to see whether she hs benefited from my previous feedback
and applied my recommendations.

It appears that Sarah’s goal is to provide feedback about the student teachers’
teaching and to check whether the student teachers apply what she has suggested to them.
Below, I look closely at three observation sessions and the post observation conferences
held by Sarah with each student teacher in order to provide a richer portrait of what is
happening. Also, I want to illustrate how observation and feedback can provide an

occasion for the mentored student to learn to teach.

First episode: Sarah’s observation session and conference with Aisha

This observation session took place at the seventh week of the semester. The
lesson was about an Islamic hero called Abu jabber Al-Ansari. The lesson was the second
one in the unit in which the teacher discusses detailed ideas and vocabulary in addition to
practice reading the text. Aisha started with the remedial sentence. She dictated the
sentence to the students to test their spelling skills. Sarah, at that moment, started to write
in her notebook and to observe closely what Aisha was doing. Aisha then wrote the
sentence on the board and gave the students time to correct their spelling errors. She

started to discuss the individual effort assignments. The first assignment was to highlight
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two detailed ideas from the text. Aisha started to listen to the pupils’ responses and write
them on the board. I noticed that Aisha was applying what Sarah had said to her in their
last conference, which was to write down pupils’ ideas on the board and to discuss them
instead of just listening to them. Aisha then asked the pupils if one of the ideas brought
up was suitable for the text and was it adequate for being considered a detailed idea?
Aisha commented that it was an idea but not a detailed one. Then she started to discuss
the second idea, editing it and rewriting it in a different way.

The two sentences that Aisha wrote on the board contained grammatical errors
and the pupils wrote these sentences in their notebook. Sarah, though, did not interfere or
try to correct what Aisa wrote on the board.

The second assignment was to search the dictionary for the meaning of some
vocabulary. Aisha discussed the meaning of a word from the text, but mispronounced it.
One of the students was chosen to answer, but her voice was so soft it was hard to hear
her. Aisha ignored her and asked another student. She listened to many pupils who
suggested different meanings for the word. Aisha appeared to struggle with finding a
suitable meaning for the word, so she asked the pupils to open their dictionaries and
search for the meaning. The pupils did so and started to stand up and go to the front,
where Aisha was standing beside her desk, to show her the meaning in the dictionary
instead of reading it aloud.

Sarah did not interfere or say anything at that time. She was only observing what
was happening. Then she asked one of the pupils who sat close to her to give her the

textbook. Sarah opened it to the unit, looked at it and checked how the word was written
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in the text, because Aisha had pronounced it incorrectly. Also she wanted to check the
context in which the word was written.

In discussing another word, one of the pupils gave a meaning of the word. Aisha
said it was a wrong answer, but it was actually correct. The word had many different
meanings. The meaning that the pupil indicated was right, but was not adequate for this
situation or was not suitable with the whole meaning of the text.

The third assignment was to give the singular of some plural words. Aisha
discussed the assignment and then read a passage from the text aloud and had the
students read the text out loud as well.

After reading, Aisha discussed the text with the pupils. She asked them to find
two opposite words in the text and asked them comprehension questions about the text. I
noticed that Aisha was doing what Sarah had suggested to her previously, which was to
discuss the text in some detail with the pupils.

Aisha started to discuss the assessment part, which was to ask the pupils to find a
detailed idea from a passage she displayed on the board. The bell rang before Aisha was
able to finish this part.

Sarah’s conference with Aisha

It was just after the observation that Sarah met with Aisha to give her feedback
about her teaching methods. Sarah started by thanking Aisha because she had applied
what Sarah had told her last time and followed her guides. She also praised her for testing
the pupils in spelling, listening to and discussing their ideas, and writing them on the

board.
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Sarah then pointed out to Aisha that she made some grammatical errors when she
wrote the sentences on the board. She then taught Aisha the content of the grammar topic
and explained to her the correct grammatical skills. She also asked her to do some
research about the grammar topic to be discussed in another meeting.

Sarah then asked Aisha whether she understood the meaning of the word with
which she had struggled. When she replied that she was uncertain about the meaning,
Sarah asked Aisha to open the book and read the word. Sarah then explained the meaning
and clarified for Aisha the right pronunciation of the word.

Sarah also indicated that one pupil gave a right meaning for a word, but Aisha did
not accept her meaning and did not explain it. Sarah started to discuss and explain the
meaning for Aisha.

Sarah complimented Aisha on what she had done in reading and discussing
saying: “ you did a good job in reading a passage, letting the pupils read and then
discussing the text. But, in the assessment part, the time overtook you.”

The observation session and Sarah’s comments and feedback gave Aisha the
opportunity to learn many things. These included such things as, learning the content,
learning to pay more attention to what pupils say in their responses, and learning to
manage the time. In what follows, I elaborate on each point.

Learning content area

When Aisha wrote two sentences on the board with grammatical errors, Sarah
pointed out her mistakes. In addition, Sarah taught Aisha the content of the grammar
topic and asked her to do some research on the topic and discuss it with her. What Sarah

did was to give Aisha the opportunity to learn grammar content that she did not quite
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understand. Sarah’s feedback also gave Aisha the opportunity to realize that she had
some limitations in understanding some grammar topics and skills and that she should do
something to develop those skills. As Aisha reported:

I need to review the grammar topics and to read and research about the topics that

I have limitation in understanding. That is because the classroom teaching

demands more than what is in the textbook. The grammar book has exercises

more than explanations and I am required to clarify for the pupils these grammar
topics. So I feel I should read outside the textbook.

From the above, it seems that Aisha realized and acknowledged her limitations in
grammar and that she needed to do more reading to develop herself more as a teacher and
to be responsive to her pupils.

Learning to pay attention to pupils’ responses

Sarah’s comments on what Aisha did during her teaching when she declined a
correct answer without even explaining the reason, might help Aisha to learn to pay more
attention to pupils’ responses. Sarah clarified for Aisha that one pupil gave one right
meaning for a word, but Aisha did not accept her meaning and did not explain the reason
for refusing the pupil’s answer. So, Aisha should not have declined the meaning, but
should have explained that it was a correct meaning for the word if used in a different
context. This situation presented the opportunity for Aisha, as she reported, to “learn to
listen carefully to what the pupils have to say and to concentrate on pupils’ responses.”
Learning to manage the time

Sarah also commented on the assessment part of Aisha’s lesson when she
mentioned that the class time was finished before Aisha was done. This comment was

more than likely directed to Aisha for the purpose of managing her time carefully. It gave

the opportunity for her to learn not to spend so much time on one thing in the lesson,
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forgetting about other aspects that needed to be discussed. So, learning to carefully
manage the time while teaching is an important part of what a student teacher should
learn.

Second episode: Sarah’s observation session and conference with Samar

The observation session took place at the sixth week of the semester. The unit was a
poem titled “Arab Countries” from the poet Ebraheem Kaleel Al-alaaf. This was the fifth
lesson of the unit, which included writing and research.

Sarah and I entered the classroom while Samar was discussing the first individual
effort assignment. The assignment had been to write about a trip the pupils had taken to
one of the Arabic countries, with explanations on what they had seen and places they had
visited.

The pupils, one by one, started to read aloud the essays they had written. Samar
was listening to pupils while they read. She then chose one of the pupils’ essays to
display on the board and discuss with the pupils. She first discussed and reviewed with
the pupils punctuation marks and conjunction words. Then, she started to discuss the
chosen essay. The pupil had written an essay about her trip to Syria. With the help of the
pupils, Samar corrected and edited some of the sentences which were incorrect.

The pupils then read the edited essay out loud. Next, they copied it into their
notebooks. Samar assisted the pupils and checked their notebooks. I noticed that Samar
was confident and her voice was loud and full of zeal. However, her pronunciation of
vowels needed to be improved and, she also did not do a good job in correcting and
editing the pupils’ writing. In the first phrase, she used a wrong preposition. Sarah did not

interfere or step in to correct her.
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Samar then started to discuss the second assignment. The assignment had been to
do some research and write a brief passage about the poet Ebraheem Kaleel Al-alaaf.
Samar was listening to what the pupils had researched and written about him. The bell
rang before Samar was able to give the pupils the next day’s assignment.

Sarah’s conference with Samar

In the conference after the observation, Sarah gave Samar feedback and
commented on her teaching. Sarah started by showing Samar an example of some writing
and then discussed with her the kinds of sentences and phrases she had used in discussing
and editing the pupil’s essay in class. She wanted to teach her how to produce good
literary sentences. Sarah also told Samar that she did not explain to pupils how to
organize the sentences and the phrases when writing. In addition, she pointed out that she
used a wrong preposition in the first phrase of the essay and also used a conjunction in a
wrong place.

Sarah then went on to critique Samar about listening to a large number of pupils
about their research of the poet, which took too much time and wasted the time that could
have been used in training the pupils in writing. Sarah recommended that Samar always
seek to connect the ideas and link the phrases in a way that connect the whole passage.
Thus, there would be a connection between one phrase and the next.

Sarah’s observation and conference with Samar offered the opportunity for Samar
to develop her writing skills. Showing her an example of writing and discussing with her
the sentences she used in her discussion of the pupil’s essay were likely to give Samar the
opportunity to compare what she had done with the example of a good writing essay. As

Samar put it:
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Sarah taught me how to begin and pursue teaching a writing lesson. I learned

from her the importance of each sentence in writing and how to use adequate

conjunctions to connect among the sentences.

This situation also helped Samar learn to use her time more wisely. Sarah directed
Samar’s attention to the fact that she spent so much time listening to the pupils’ research,
that she ran out of time to finish her lesson plan. That time, Sarah recommended, could

have been used for training the pupils to write better.

Third episode: Sarah’s observation session and conference with Heba

This observation session took place also at the sixth week of the semester. Heba was
teaching the same lesson as Samar, but with a different group of pupils. The unit was a
poem about Arab countries, and it was the fifth lesson, which included writing and
research.

Heba started her lesson by discussing the first assignment, which was similar to
what Samar had given her students, to write about a trip the pupils took to one of the
Arabic countries with an explanation of what they saw and places they had visited. Heba
displayed on the board one of the pupils’ writings and started to discuss the essay. She
showed how the sentences should be connected and what conjunctions and punctuation to
use. Then she started to correct and edit the writing of the pupil.

I noticed that Heba sometimes used slang in her talking instead of the correct
standard Arabic language. After she finished the assignment, she started to write the
edited passage on the board. She then let the pupils read the edited passage aloud and
corrected them as necessary.

Heba then discussed the second assignment. The assignment was to do some

research and write a brief passage about the poet, Ebraheem Kaleel Al-alaaf. Heba
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listened to what the pupils had written about him. She then started to check the pupils’
notebooks and let them read the poem aloud. I noticed that again Sarah did not interfere
or step in during Heba’s teaching.

Sarah’s conference with Heba

Sarah started her conference by saying to Heba that her teaching, in general, was
improving. However, in this lesson, she had not discussed the sentences in more depth.
Sarah suggested to Heba that she discuss the sentences in more detail, and then connect
them together.

Sarah also informed Heba that she used an inappropriate conjunction, as well as
using slang in the classroom. In general, Sarah mentioned to her that her performance
was good, but she should discuss the sentences and phrases separately unlinking them
and then using the connection instruments or conjunctions to connect them back together.

The observation session and Sarah’s feedback afforded the opportunity for Heba
to learn how to teach a writing lesson and to pay attention to her language when she
speaks in class, because Arabic teachers should use standard Arabic language in their
teaching. Since they are teaching the language, they should always model the correct
usage for the pupils in the classroom. As Heba reported:

From the feedback I realized the error I made and learned about the mistakes that

I do in my teaching. I also learned how to teach writing and to write down the

sentences separately and then reconnect them. I also learned to pay attention to

the time, to use the correct standard Arabic language in my speaking during
teaching, and to speak clearly and loudly.

From the foregoing, it seems that Sarah’s feedback helped Heba realize the errors

that she made during teaching. She accepted the critique of her errors so she could learn

from them. As she reported, “Sarah gives me the feedback without giving me the feeling
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of guilt of making the mistakes. I accept the positive and negative remarks of her
feedback.”
At the beginning of the student teaching course, Sarah seemed to work similarly
with the three student teachers. As Sarah said:
At the beginning of the course I instructed all the student teachers and explained
to them how to plan for instruction, form objectives to be achieved in the lesson,
and manage instruction. Then, if I observed a student teacher and noticed that she
made a mistake in a specific thing or needed to improve a skill, I sat with her and
instructed her about what she needed to do to improve herself. If I noticed a
student teacher had a weakness in a specific area I dealt with her individually.
However, if there were some common instructions or comments that I wanted to
instruct all of the student teachers I sat with them as a group and talked to them.
I often noticed that when Sarah was working with each student teacher after
observing her teaching, she pointed out specific skills and areas that needed
improvement. For example, when Sarah noticed that Aisha made a mistake in an
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